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Abstract 

The present study aimed to investigate the relationship between language learning 

strategies and learners’ anxiety among high school students. The participants of the 

study were two groups of high school students (N = 100). The first group consisted 

of 50 students with hearing problems and the second group consisted of 50 normal 

students. To this end, two questionnaires were used: (a) screen for child anxiety-

related emotional disorders (SCARED) and (b) Schmitt’s vocabulary learning 

strategies questionnaire (VLSQ), both of which were translated into Persian. After 

collecting data, two oneway MANOVA procudures and a correlation were run to see 

if there is any difference between students with  hearing problems and normal 

students in terms of language learning strategies and anxiety. Results showed that 

there is a significant difference between the normal group and the group with 

hearing problem. The results also showed that the normal students used more 

strategies for vocabulary learning and each group experinced different  types of 

anxiety.The results of the current study may have implications for language learners. 

Being familiar with anxiety and learning strategies and how they affect learning help 

learners use different strategies to overcome their anxiety. 
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1. Introduction 

Hearing ability can play a central role in human life. People with hearing 

problems are deprived not only of hearing but also of writing, reading, 

speaking skills (Alpiner & Meearthy, 2000). These difficulties may enhance 

the psychological problems such as anxiety disorder and stress (Chavira, 

Stein, Bailey, & Stein, 2005). It is believed that these students feel higher 

level of anxiety than those without hearing problems. Anxiety can be referred 

to as feeling of tension, worry and nervousness which is hard to keep under 

control and may result in students' reticence (Spielberger, 1983). Moreover, 

recent studies have shown that high levels of anxiety can affect foreign 

language learning and language learning strategies (Bailey, Daley, 

Onwuegbuzie, 1999). Chamot and Kupper (1989) defined learning strategies 

as “techniques which students use to comprehend, store, and remember 

information and skills” (p.9). Language learning strategies are important 

because the more the students use them, the better they can learn language 

(Clouston, 1997). As part of language learning strategies, vocabulary learning 

strategies have been the focus of so many studies. Highly proficient students 

are believed to use more vocabulary learning strategies while they are 

learning a new language (Ahmed, 1989). Research has shown that using 

strategies can improve language learning, and deaf students may also benefit 

from them (Antia, Reed & Kreimeyer, 2005).  

Researchers have attempted to show the relationship between anxiety 

and learning strategies. Additionally, the research done on hearing-impaired 

students is not adequate. Therefore, this article aims to establish the 

relationship between anxiety and different kinds of language learning 

strategies and their effects on hearing-impaired and normal students. The 

research questions of the study are as follows: 

1. Is there any significant difference between hearing-impaired students 

and normal students in terms of anxiety?  

2. Is there any significant difference between hearing-impaired students 

and normal students in using vocabulary learning strategies?   

3. Is there any relationship between anxiety and vocabulary learning 

strategies? 

2. Literature Review 

2.1. Anxiety 

One of the important factors helping students to learn is physical and mental 

health. If each of human senses hurts, students will stop making progress or 

even drop out. Hearing problem is an obstacle which can impede the students 

to show their abilities (Farajullahi, Sarmadi, & Taghdiri, 2009). Studies have 



23           English Language Teaching, Vol. 2, No. 1, 2015  

shown that hearing problem is the most common sensory impairment and out 

of each 1,000 infants, one faces this problem (Hajloo & Ansari, 2011). Based 

on hearing loss, the hearing impaired learners can be divided into two groups: 

hard of hearing and deaf (Spivak et al., 2000). Deafness can happen at any 

age and if it occurs at early age, it can affect the language development more 

(Reddy, Ramar & Kusuma, 2005). It is believed that these students lack 

social interaction and tend to be solitary. They also feel inferior to others with 

normal hearing (Monzani et al., 2008). These learners are more exposed to 

depression and anxiety because they scare loneliness (Butler, Chapman, 

Forman & Beck, 2006). Jason and Hannah (2011) found that learners with 

disability experience higher levels of anxiety. Birmaher, et. al. (1999) 

classified the anxiety disorder into five main categories: Generalized Anxiety 

Disorder, Panic Disorder or Significant Somatic, Separation Anxiety, Social 

Anxiety Disorder, Significant School Avoidance. 

Generalized Anxiety Disorder is defined as excessive, debilitating, 

basic and uncontrollable worry. It is mostly common in adolescent and 

generally young people experience it (Albano, Chorpita, & Barlow, 2003). It 

is highly associated with depression (Kessler, et al. 2002). Children with 

Generalized Anxiety Disorder cannot rest and become easily fatigued. They 

also have difficulty in concentrating (McIntosh et al. 2004). 

Panic disorder is known as the most severe and complex anxiety 

disorder which may result in functional impairment (Kearney & Silverman, 

1992). Adolescents with this kind of disorder have reported that they have 

difficulty attending the classes or social events (King & Bernstein, 2001). 

Those with panic disorder usually experience panic attacks at least once a 

month and they fear from the situation when this attack happens (Pollack & 

Marzol, 2000). 

Separation Anxiety is the only true anxiety in childhood. They have 

excessive fear about separation from their families. Such excessive fear is 

inappropriate for child age (American Psychiatric Association, 2000). 

Children’s inseparable attachment to their parents or their dependency on 

their parents can limit their development and autonomy as they grow up 

(Rapee, 1997). 

Social anxiety is the result of negative evaluation which children have 

toward themselves (American Psychiatric Association, 2013). Patients with 

social anxiety disorder have difficulty making friends, functioning in social 

situations (Aderka et al., 2012). The patients demonstrate impairment to 

interact with other people and suffer from lacking social skills (Gaudiano & 

Herbert, 2003). 

School Avoidance anxiety occurs when children feel anxious 

concerning separation from their parents or mothers (Johnson, Falstein & 

Szureck, 1941).  Personality characteristics, such as introversion, lacking 

http://www.ncbi.nlm.nih.gov/pmc/articles/PMC3510263/#R9
http://www.ncbi.nlm.nih.gov/pmc/articles/PMC3510263/#R9
http://www.ncbi.nlm.nih.gov/pmc/articles/PMC3510263/#R12
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self-confidence, and behavioral inhibition can be reasons for school refusal 

(Thambirajah, Grandison, & De-Hayes, 2008). 

2.2. Language Learning Strategies  

Language learning strategies can be defined as “specific actions taken by the 

learner to make learning easier, faster, more enjoyable, more self-directed, 

more effective, and more transferrable to new situation” (Oxford, 1990, p. 8). 

Depending on direct or indirect contribution to language system, language 

strategies can be classified into three main strategies such as learning, 

communication, and social strategies (Rubin, 1987). Oxford's taxonomy of 

language learning strategies divides strategies into two categories: direct and 

indirect strategies which are subdivided into six classes (1990). Research has 

shown that using strategies can facilitate learning and help students in 

different ways (Griffiths, 2003; Yang, 2007). Therefore, many classification 

systems of vocabulary strategies have been introduced so far; however, the 

best known classification is the one by Schmitt (2000), which is the basis for 

the current study. Schmitt introduced 58 vocabulary strategies and 

categorized them into five types. According to this classification, strategies 

are classified as determination, social, memory, cognitive, and meta-

cognitive. Schmitt (2000) defined strategies as follows: 

1. Not knowing a word, students try to discern its meaning by 

guessing from context or using reference materialswith no 

assistance from peers or teacher. In this way they use 

determination strategies. 

2. Learners use social strategies to communicate with their peers, 

and this helps them to learn from each their classmates and ask 

their teacher to get the meaning of a word. 

3. Memory strategies help learners in learning the new words by 

activating and associating new words to the background 

knowledge like using some form of imagery or grouping. 

4. While memory strategies deal with mental processing, Cognitive 

strategies don’t. They relate to mechanical aspects of learning 

vocabulary instead. for example: taking notes and highlighting 

new words, repetition, making lists of new words, using 

flashcards to record new word and writing the words many times. 

5. Meta-cognitive strategies involve monitoring, decision-making, 

and evaluation of one’s progress, which help the learner to opt 

suitable strategy for learning new words. (pp. 199-227) 
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3. Method  

3.1. Participants 

The present study examined data from100 Iranian students who are divided 

into two groups: 50 hearing-impaired students and 50 normal students. The 

participants were selected from the following three schools: Shane chi, Etrat, 

and Shariat Naseri. The participants’ age ranged from 14 to 19 years. First, 

students who had never gone to English language institutes were chosen 

purposefully, and then they were selected randomly. The participants of this 

study were all female. 

3.2. Instruments  

The materials used in this study were (a) screen for child emotional disorders 

(SCARED), and (b) Schmitt’s vocabulary learning strategies questionnaire 

(VLSQ). Anxiety-related questionnaire consists of 41-items that can be 

grouped into five subscales which are panic disorder, generalized anxiety 

disorder, separation anxiety disorder, school anxiety and social anxiety. 

Vocabulary Learning Strategies’ Questionnaire (VLSQ), developed by 

Schmitt (1997), contains 58 questions on five different lexical learning 

strategies which are determination, social, memory, cognitive and meta-

cognitive. Komijani (2010) translated the VSLQ. In order to make it more 

comprehensible and efficient, Komijani (2010) added two more items to 

Schmitt’s list of vocabulary learning strategies. The estimated reliability of 

questionnaire was 0.91. Both questionnaires were translated to Farsi and their 

reliabilities were assessed by Cranach’s alpha which was 78% and 84%, 

respectively. 

3.3. Data Collection Procedure 

This study was conducted in three high schools, and a total number of 100 

participants were selected. First, all the participants were informed, and 

instructions were explicitly stated to them whose participation was voluntary. 

It was explained that there were no right or wrong answers, and 

confidentiality was emphasized. They were also briefed on the aims of the 

study. In the next stage, questionnaires were administered in the classroom to 

all students, and they were asked to fill in the questionnaires.  

3.4. Data Analysis 

After the collection of the data, scores from each of the instruments were 

computed. To analyze the data and to answer the research questions, 

MANOVA and correlation procedures were used. 
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4. Results and Discussion  

4.1. Investigation of the First Research Question 

To investigate whether there are any significant differences between hearing-

impaired students and normal students in terms of anxiety, a one-way 

MANOVA procedure was run. Table 1 shows the results of the descriptive 

statistics. 

The initial statistics (presented in Table 1) suggest that normal students have 

generalized and separation anxiety and hard of hearing students are more 

anxious of going to school. Table 2 presents the results of one-way 

MANOVA. 

Table 1 

    Descriptive Statistics for on Anxiety Disorder  
 Group Mean Std. Deviation N 

Panic Disorder Normal 7.76 3.993 50 

Hard of Hearing 7.16 4.921 50 

Total 7.46 4.469 100 

Generelized Anxiety 

Disorder 

Normal 9.08 3.155 50 

Hard of Hearing 6.40 3.051 50 

Total 7.74 3.368 100 

Seperation Anxiety Normal 5.80 3.143 50 

Hard of Hearing 4.36 2.632 50 

Total 5.08 2.974 100 

Social Anxiety Normal 4.28 2.516 50 

Hard of Hearing 4.72 2.532 50 

Total 4.50 2.521 100 

School Avoidance Normal 1.56 1.402 50 

Hard of Hearing 2.68 2.114 50 

Total 2.12 1.871 100 

 

Table 2 

Multivariate Tests
c
 On Anxiety Disorders 

Effect Value F  
Hypothesis 

df 

Error 

df 
Sig. 

Eta 

Squared 
Parameter 

Observed 

Power
b
 

Interce

pt 

Pillai's Trace .902 173.319
a
 5.000 94 .000 .902 866.597 1.000 

Wilks' 

Lambda 

.098 173.319
a
 5.000 94 .000 .902 866.597 1.000 

Hotelling's 

Trace 

9.219 173.319
a
 5.000 94 .000 .902 866.597 1.000 

Roy's Largest 

Root 

9.219 173.319
a
 5.000 94 .000 .902 866.597 1.000 

Group Pillai's Trace .411 13.108
a
 5.000 94 .000 .411 65.539 1.000 

Wilks'                                                   .589 13.108
a
 5.000 94 .000 .411 65.539 1.000 

Hotelling's 

Trace 

.697 13.108
a
 5.000 94 .000 .411 65.539 1.000 
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Roy's Largest 

Root 

.697 13.108
a
 5.000 94 .000 .411 65.539 1.000 

a. Exact statistic 

b. Computed using alpha = .05 

 

As the study tries to see the difference between two groups, the best 

line of data is Pillai’s trace. We have significant multivariate effect for the 

dependent variables of anxiety regarding two different groups of students: 

[V=.411, F(5, 94) = 13.108, p< .05]. Table 3 provides p values for one way 

ANOVAs comparing category means for each of the dependent variables. 

Table 3 

Tests of Between-Subjects Effects 

Source 
Dependent 

Variable 

Type III 

Sum of  

Squares 

Df Mean F Sig. 
Eta 

Squared 

Noncent. 

Parameter 

Observed 

Power
b
 

Corrected 

Model 

Panic 

Disorder 

9.000
a
 1 9.000 .448 .505 .005 .448 .102 

Generelized  179.560
c
 1 179.560 18.647 .000 .160 18.647 .990 

Seperation  51.840
d
 1 51.840 6.169 .015 .059 6.169 .691 

Social  4.840
e
 1 4.840 .760 .385 .008 .760 .139 

School  31.360
f
 1 31.360 9.750 .002 .090 9.750 .871 

Intercept 

Panic 

Disorder 

5565.160 1 5565.160 277.149 .000 .739 277.149 1.000 

Generelized  5990.760 1 5990.760 622.133 .000 .864 622.133 1.000 

Seperation  2580.640 1 2580.640 307.100 .000 .758 307.100 1.000 

Social  2025.000 1 2025.000 317.947 .000 .764 317.947 1.000 

School  449.440 1 449.440 139.737 .000 .588 139.737 1.000 

group 

Panic 

Disorder 

9.000 1 9.000 .448 .505 .005 .448 .102 

Generelized  179.560 1 179.560 18.647 .000 .160 18.647 .990 

Seperation  51.840 1 51.840 6.169 .015 .059 6.169 .691 

Social  4.840 1 4.840 .760 .385 .008 .760 .139 

School  31.360 1 31.360 9.750 .002 .090 9.750 .871 

Error 

Panic 

Disorder 

1967.840 98 20.080 
     

Generelized  943.680 98 9.629      

Seperation  823.520 98 8.403      

Social  624.160 98 6.369      

School  315.200 98 3.216      

Total 

Panic 

Disorder 

7542.000 100 
      

Generelized  7114.000 100       

Seperation  3456.000 100       

Social 2654.000 100       

School  796.000 100       
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Corrected 

Total 

Panic 

Disorder 

1976.840 99 
      

Generelized  1123.240 99       

Seperation  875.360 99       

Social  629.000 99       

School  346.560 99       

a. R Squared = .005 (Adjusted R 

Squared = -.006) 

 

b. Computed using alpha = .05 

c. R Squared = .160 (Adjusted R Squared = .151) 

d. R Squared = .059 (Adjusted R Squared = .050) 

e. R Squared = .008 (Adjusted R Squared = -.002) 

 

Table 3 shows that subjects in the two independent-variable 

categories have significantly different generalized anxiety (F = 18.647 p = 

.000), separation anxiety (F = 6.169, p = .015) and school avoidance (F = 

9.750, p = .002). 

4.2. Investigation of the Second Research Question 

The second MANOVA was used to investigate whether there were any 

significant differences between hearing-impaired students and normal 

students in their use of strategies for learning vocabulary. Table 4 shows the 

results of the descriptive statistics. 

Table 4 

Descriptive Statistics for Vocabulary Learning Strategy 
                      Group Mean Std Deviation N 

Determination 

Strategy 

Normal 21.00 6.701 50 

Hard of 

Hearing 

23.24 6.209 50 

Total 22.12 6.525 100 

Social Strategy 

Normal 22.32 7.633 50 

Hard of 

Hearing 

19.40 5.827 50 

Total 20.86 6.914 100 

Memory 

Strategy 

Normal 69.88 19.303 50 

Hard of 

Hearing 

63.12 20.988 50 

Total 66.50 20.347 100 

Cognitive 

Strategy 

Normal 25.60 7.143 50 

Hard of 

Hearing 

22.36 7.881 50 

Total 23.98 7.658 100 

Metacognitive Normal 14.76 14.203 50 
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Table 5 presents the inferential statistics for vocabulary learning 

strategies. 

Table 5 

Multivariate Tests
c
on Vocabulary Learning Strategies 

Effect 

Value F 

Hypothesis 

df 

Error 

df Sig. 

Eta 

Squared Parameter 

Observed 

Power
b
 

Intercept 

Pillai's Trace .945 320.109
a
 5.000 94.000 .000 .945 1600.547 1.000 

Wilks' 

Lambda 

.055 320.109
a
 5.000 94.000 .000 .945 1600.547 1.000 

Hotelling's 

Trace 

17.027 320.109
a
 5.000 94.000 .000 .945 1600.547 1.000 

Roy's Largest 

Root 

17.027 320.109
a
 5.000 94.000 .000 .945 1600.547 1.000 

Group 

Pillai's Trace .185 4.257
a
 5.000 94.000 .002 .185 21.286 .953 

Wilks' 

Lambda 

.815 4.257
a
 5.000 94.000 .002 .185 21.286 .953 

Hotelling's 

Trace 

.226 4.257
a
 5.000 94.000 .002 .185 21.286 .953 

Roy's Largest 

Root 

.226 4.257
a
 5.000 94.000 .002 .185 21.286 .953 

a. Exact statistic  
b. Computed using alpha = .05 

c. Design: Intercept + group 

Table 5 indicates that there is significant multivariate effect for the 

dependent variables of using strategies in respect of two different groups of 

students: (V = .185, F(5, 94) = 4.257, p< .05). Table 6 provides p values for 

one-way MANOVA.  

Table 6 shows that subjects in the two independent-variable 

categories have significantly different in social strategy of vocabulary 

learning (F=4.623, p=.034), and cognitive strategy (F=4.639, p=.034). 

4.3. Investigation of the Third Research Question 

For the third research question, correlation was conducted to see if there is 

any relationship between vocabulary learning strategies and anxiety. As 

Table 7 shows, anxiety correlates negatively with all strategies, but it 

correlates positively with social (r =.011) and metacognitive strategy (r 

=.067). 

One of the findings of the present study was that students with hearing-

impaired problems are more anxious about going to school than normal 

students. This result is in line with the results of Farrugia and Austin’s (1980) 

Strategy Hard of 

Hearing 

12.92 4.571 50 

Total 13.84 10.538 100 
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who found that hearing-impaired students and deaf students in public schools 

have lower levels of self-esteem than other students. They also have a lot of 

trouble treating socially, emotionally, and maturely. 

Table 6 

Tests of Between-Subjects Effects 

Source 
Dependent 

Variable 

Type III 

Sum of 

Squares 

DF 
Mean 

Square 
F Sig. 

Eta 

Squard 

Noncent. 

Parameter 

Observd 

Power 

Correct

ed 

Model 

Determination 125.44
a
 1 125.44 3.00 .086 .030 3.006 .404 

Social 213.16
c
 1 213.16 4.62 .034 .045 4.623 .567 

Memory 1142.44
d
 1 1142.44 2.81 .097 .028 2.810 .382 

Cognitive 262.44
e
 1 262.44 4.63 .034 .045 4.639 .569 

Metacognitive 84.64
f
 1 84.64 .76 .385 .008 .760 .139 

Interce

pt 

Determination 48929.44 1 48929.44 1172.64 .000 .923 1172.645 1.000 

Social 43513.96 1 43513.96 943.67 .000 .906 943.678 1.000 

Memory 442225.0 1 442225.0 1087.73 .000 .917 1087.733 1.000 

Cognitive 57504.04 1 57504.04 1016.57 .000 .912 1016.574 1.000 

Metacognitive 19154.56 1 19154.56 172.07 .000 .637 172.076 1.000 

Group 

Determination 125.44 1 125.44 3.00 .086 .030 3.006 .404 

Social 213.16 1 213.16 4.62 .034 .045 4.623 .567 

Memory 1142.44 1 1142.44 2.81 .097 .028 2.810 .382 

Cognitive 262.44 1 262.44 4.63 .034 .045 4.639 .569 

Metacognitive 84.64 1 84.64 .76 .385 .008 .760 .139 

Error 

Determination 4089.12 98 41.72      

Social 4518.88 98 46.11      

Memory 39842.56 98 406.55      

Cognitive 5543.52 98 56.56      

Metacognitive 

 

10908.80 98 111.31 
     

Total 

Determination 53144.00 100       

Social 

Strategy 

48246.00 100 
      

Memory 483210.00 100       

Cognitive 63310.00 100       

Metacognitive 30148.00 100       

Correct

ed 

Total 

Determination 4214.56 99       

Social 4732.04 99       

Memory 40985.00 99       

Cognitive 5805.96 99       

Metacognitive 10993.44 99       

a. R Squared = .030 (Adjusted R Squared = .020) 

b. Computed using alpha = .05 

c. R Squared = .045 (Adjusted R Squared = .035) 

d. R Squared = .028 (Adjusted R Squared = .018) 

e. R Squared = .045 (Adjusted R Squared = .035) 

f. R Squared = .008 (Adjusted R Squared = -.002) 
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Table 7 

Correlations between Vocabulary Learning Strategies and Anxiety Disorder  

 
Anxiety 

Determination 

Strategy 

Social 

Strategy 

Memory 

Strategy 

Cognitive 

Strategy 

Metacognitive 

Strategy 

Anxiety 

Pearson 

Correlation 
1 -.014 .011 -.051 -.145 .067 

Sig. (2-tailed)  .887 .915 .618 .150 .508 

N 100 100 100 100 100 100 

Determination 

Strategy 

Pearson 

Correlation 
-.014 1 .418

**
 .626

**
 .320

**
 .178 

Sig. (2-tailed) .887  .000 .000 .001 .076 

N 100 100 100 100 100 100 

Social 

Strategy 

Pearson 

Correlation 
.011 .418

**
 1 .599

**
 .636

**
 .114 

Sig. (2-tailed) .915 .000  .000 .000 .260 

N 100 100 100 100 100 100 

Memory 

Strategy 

Pearson 

Correlation 
-.051 .626

**
 .599

**
 1 .717

**
 .280

**
 

Sig. (2-tailed) .618 .000 .000  .000 .005 

N 100 100 100 100 100 100 

Cognitive 

Strategy 

Pearson 

Correlation 
-.145 .320

**
 .636

**
 .717

**
 1 .167 

Sig. (2-tailed) .150 .001 .000 .000  .096 

N 100 100 100 100 100 100 

Metacognitive 

Strategy 

Pearson 

Correlation 
.067 .178 .114 .280

**
 .167 1 

Sig. (2-tailed) .508 .076 .260 .005 .096  

N 100 100 100 100 100 100 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

As a result, they feel anxious and avoid going to school. This finding 

is also in line with that of Vogel-Walcutt (2007), who found that hearing-

impaired students are more interested in school than deaf students, and they 

have higher levels of interest such as having fun at schools and enjoying 

doing school activities. The results also showed that there is no statistically 

significant difference between two groups. This finding is in line with the 

findings of Vogel-Walcutt (2007), who concluded that children who are deaf 

are not significantly different from children who hear normally in their 

social-emotional development.  

Another finding was that hearing-impaired students are less fearful of 

being separated or detached from their families. This finding is in keeping 

with that of Weisel and Kamara’s (2005), who found that hearing-impaired 

students had higher fears of attachment and of individuation. This difference 

in result between Weisel and Kamara’s study and present study may have 

been caused by different factors. The hearing-impaired students in this study 

were from middle class and large families who could not provide many 
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facilities. These families also ignore the students’ needs. Therefore, these 

students were already detached from their parents. Furthermore, they did not 

fear from individuality, or separation.   

The results indicated that normal students use significantly more 

oriented toward vocabulary learning strategies than hearing-impaired 

students. This finding coordinates findings of Jiang (2004), who showed that 

second language vocabulary acquisition is challenging for hearing-impaired 

students. 

5. Conclusion and Implications 

The present study was aimed at investigating the differences between two 

groups of students using regarding vocabulary learning strategies and 

anxiety. The results showed that the two groups were significantly different 

in terms of anxiety. The results also showed hearing-impaired students may 

feel anxious about going to school, trying to avoid going to school but normal 

students feel anxious about being detached from their family, or they 

experience more generalized anxiety. The results of the current study may 

have implications for language learners and teachers. Teachers are 

encouraged to provide situations in which learners can learn without anxiety, 

or they can be encouraged to learn second language by using social, 

cognitive, or meta-cognitive strategies. Students also can find some useful 

strategies to cope with their second language learning. 
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 واژگان یيادگيــــــر یراهبــــردها هپرسشنام

 :سي : ًام ٍ ًام خاًَادگی

 ساّثشدّاي .هيثاضذ لغت يادگيشي ساّثشدّاي هَسد دس اعلاػات آٍسي جوغ ٬پيطشٍ پشسطٌاهة ّذف

 استفادُ هَسد اًگليسی صتاى ٍاطگاى يادگيشي تشاي ضوا فًٌَی اضاسُ داسدكِ ٍ سٍش ّا تِ يادگيشي

تساهذ كاستشدي ّش يك اص ساّثشدّاي اسايِ ضذُ س اتا اًتخاب يكی اص گضيٌِ ّا تِ ضشح ٬ ̋غفال. لشاسهيذّيذ

 :صيش هطخص ًواييذ

 ّويطِ تيطتشاٍلات هؼوَلا  تشخی اٍلات ّيچَلت 

ٍاطگـــاى جذيذ صتاى  یكطف هؼــاً صيش جْت يضوا تِ چِ هيضاى اص ساّثشدّا( الف

 استفادُ هی كٌيذ؟ياًگليس

 .دّن یٍاطگاى جذيذ سا هَسد تجضيِ ٍ تحليل لشاس ه...( صفت ٍ ٬فؼل ٬اسن)ي دستَس َّيت. 1

 ّويطِ         تيطتشاٍلات          هؼوَلا             تشخی اٍلات            ّيچَلت 

ٍاطگاى جذيذ سا هَسد تجضيِ ٍ تحليل لشاس  ُتطكيل دٌّذ( پيص ًٍذ ٍ پس ًٍذ)  يسيطِ ّا ٍ ًٍذّا. 2

 . ی دّنه

 ّويطِ         تيطتشاٍلات          هؼوَلا           تشخی اٍلات            ّيچَلت 

كِ  یدس صتاى فاسس يٍاطُ ا)گشدم یدس صتاى فاسسی هيٍاطگاى خَيطاًٍذ تذًثال ٬تشاي ٍاطگاى جذيذ. 3

 ( .motherٍ  هادس :هاًٌذ ٬جذيذ اًگليسی تاضذ ُتِ لحاػ صَست ٍ هؼٌا ضثيَْاط

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

هَسد تجضيِ ٍ تحليل لشاس هی  یػكس ّاٍ ػلاين ّوشاُ ٍاطگاى جذيذ سا جْت استٌثاط هؼٌ ٬تصاٍيش. 4

 .دّن

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 .حذس تضًن ٬هتي هَجَد/ ٍاطگاى جذيذ سا تا تَجِ تِ تافت یكٌن هؼاً یه یسؼ. 5

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌنی جستجَ ه( یفاسس -یاًگليس)ٍاطگاى جذيذ سا دس فشٌّگ لغت دٍ صتاًِ  یهؼاً. 6



36           Assessment of Anxiety Disorder and Learning … 

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            َلت ّيچ

 . كٌن یجستجَ ه( یاًگليس -یاًگليس)ٍاطگاى جذيذ سا دس فشٌّگ لغت تك صتاًِ  یهؼاً. 7

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یچاج ضذُ استخشاد ه« یٍاطگاً يفْشست ّا»ٍاطگاى جذيذ سا اص  یؼاًه. 8

 ّويطِ         تيطتشاٍلات         هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یچاج ضذُ استخشاد ه« لغت يكاست ّا»هؼاًی ٍاطگاى جذيذ سا اص . 9

 ّويطِ         تيطتشاٍلات         هؼوَلا               تشخی اٍلات            ّيچَلت 

 .پشسن یٍاطگاى جذيذ سا اص اساتيذ خَد ه یهؼادل فاسس. 10

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .پشسن یهتشادف ّا يا تؼاسيف ٍاطگاى جذيذ سا اص اساتيذ خَد ه. 11

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 .اسايِ دٌّذی ٍاطگاى جذيذ سا دس لالة جولات اًگليس یخَاّن تا هؼاً یاص اساتيذ خَد ه.  12

 ّويطِ         تيطتشاٍلات         هؼوَلا               تشخی اٍلات            ّيچَلت 

 .پشسن یخَد ه يّا یهؼاًی ٍاطگاى جذيذ سا اص ّوكلاس. 13

 ّويطِ         تيطتشاٍلات         هؼوَلا               تشخی اٍلات            ّيچَلت 

 .هتَجِ هی ضَم یگشٍّ يٍاطگاى جذيذ سا اص عشيك فؼاليت ّا یهؼاً. 14

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

پس اص  یتخثيت يادگيشي ٍاطگـاى جذيذ صتاى اًگليسصيش جْت  يضوا تِ چِ هيضاى اص ساّثشدّا( ب

 كٌيذ؟ یآًْا استفادُ ه یتا هؼاً یآضٌاي

يي لشاس هَسد هغالؼِ ٍ توش یٍ تشٍى كلاس یدسٍى كلاس یگشٍّ يٍاطگاى جذيذ سا دس لالة فؼاليت ّا. 15

 .دّن یه

 ّويطِ         تيطتشاٍلات         هؼوَلا               تشخی اٍلات            ّيچَلت 

خَاّن تا صحت ٍ  یكٌن ٍ اص اساتيذ ه یتْيِ ه« یفْشست ٍاطگاً»يا « كاست لغت»اص ٍاطگاى جذيذ . 16 

 .كٌٌذ یآًْا سا تشسس یدسست

 ّويطِ         تيطتشاٍلات     هؼوَلا               تشخی اٍلات            ّيچَلت 

 .صتاًاى هَسد استفادُ لشاس دّن یكٌن ٍاطگاى جذيذ سا دس ٌّگام تؼاهل ٍ استثاط تا اًگليس یه یسؼ. 17

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

هَسد  ٬تاضذ یآًْا ه یهؼاً يكِ گَيا یّايی ػكس ّا ٍ ًماض ٬استفادُ اص تصاٍيشٍاطگاى جذيذ سا تا . 18

 .دّن یهغالؼِ ٍ توشيي لشاس ه

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یٍاطگاى جذيذ سا دس رّي خَد تجسن ه یهؼاً. 19

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .ساصم یهشتثظ ه یٍاطگاى جذيذ سا تِ تجشتيات ضخص یهؼاً. 20
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 ّويطِ        تيطتشاٍلات     هؼوَلا               تشخی اٍلات            ّيچَلت 

تا  appleهاًٌذ تذاػی كشدى ٍاطُ )كٌن یه یتذاػٍاطگاى جذيذ سا تا ٍاطگاى ّن پايِ ٍ ّن سديف . 21

 (.peach  ٍorange :هاًٌذ يٍاطگاى ّن پايِ ا

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

 .ساصم یٍاطگاى جذيذ سا تِ هتشادف ّا ٍ هتضاد ّايطاى هشتثظ ه. 22

 ّويطِ         تيطتشاٍلات        هؼوَلا               ی اٍلات تشخ           ّيچَلت 

 یٍ هفَْه یاتؼاد هختلف هؼٌاي)كٌن یاستفادُ ه« یهؼٌاي يًمطِ ّا»ٍاطگاى جذيذ اص  ييادگيش يتشا. 23

 (.سپاسم یتِ خاعش ه          جذيذ سا دس لالة يك ًمطِ تِ يكذيگش هشتثظ ٍ  ٍُاط

 ّويطِ        تيطتشاٍلات       هؼوَلا               خی اٍلات تش           ّيچَلت 

 كٌن  یاستفادُ ه« یهمياس ّاي»اص  ٬يلاتل دسجِ تٌذ يصفت ّا ييادگيش يتشا. 24

 (. ٫huge ٫big -٫sizedmedium ٫cold     ٍsmall ٫colder coldest: هاًٌذ)      

 ّويطِ        تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

ّن آٌّگ  يجذيذ سا تِ ٍاطُ اُ ٍاط)كٌن یاستفادُ ه« سٍش گيشُ»ٍاطگاى جذيذ اص  ييادگيش يتشا. 25

 (.٫shoe as two             ٫tree as three  door as four: ...هاًٌذ ٬صًن یگيشُ ه

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

جذيذ سا تِ يك هكاى آضٌا  ٍُاط)كٌن یاستفادُ ه« سٍش هكاى»ٍاطگاى جذيذ اص  يتشاي يادگيش. 26

 (.        classroomتِ  whiteboardاستثاط دادى : هاًٌذ ٬دّن یاستثاط ه

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

ٍ ٍاطگاى ّن  یهؼٌايُ حَص ٬يآًْا سا تا تَجِ تِ َّيت دستَس ٬هغالؼِ ٍ توشيي ٍاطگاى جذيذ يتشا. 27

 .كٌن یه يدستِ تٌذ... خاًَادُ ٍ 

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

كاغز ِ صفح يتش سٍ... دايشُ ٍ  ٬هخلج ٬هشتغ ٬هاًٌذ ستَى یٌّذس يا تا تشسين الگَّاٍاطگاى جذيذ س. 28

 .كٌن یه ييا كاهپيَتش دستِ تٌذ

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

 .گيشم یياد ه یٍاطگاى جذيذ سا داخل جولات اًگليس. 29

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

 :هاًٌذ)كٌن یه يدستِ تٌذ یساختگ یتشتية سخذاد حَادث داستاً يٍاطگاى جذيذ سا تش هثٌا. 30

Cats like fish٬ live in oceans/seas/lakes/rivers Fish ٍ...( 

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .دّن یًگاسش ٍ اهلا ٍاطگاى جذيذ سا تِ دلت هَسد هغالؼِ ٍ توشيي لشاس ه ًُحَ. 31

 ّويطِ         تيطتشاٍلات     هؼوَلا               تشخی اٍلات            ّيچَلت 

 .دّن یهَسد هغالؼِ ٍ توشيي لشاس هتلفؼ ٍ تياى ٍاطگاى جذيذ سا تِ دلت  ًُحَ. 32

 ّويطِ        تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 



38           Assessment of Anxiety Disorder and Learning … 

 .كٌن یتلٌذ تياى ه يٍاطگاى جذيذ سا تا صذا  ٬ٌّگام توشيي ٍ هغالؼِ. 33

 ّويطِ          تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یٍاطگاى جذيذ سا دس رّي خَد تجسن ه يضكل ًَضتاس. 34

 ّويطِ         تيطتشاٍلات         هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن حشٍف آغاصيي ٍاطگاى جذيذ سا تِ خاعش تسپاسم یسؼی ه. 35

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یه يتمسين تٌذ... حشٍف ٍ  ٬تْتش تِ تخص ّا ييادگيش يٍاطگاى جذيذ سا تشا .36

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

ّن آٍا دس  يجذيذ سا تِ ٍاطُ ا ٍُاط)استفادُ هی كٌن« ٍاطُسٍش كليذ»ٍاطگاى جذيذ اص  ييادگيش يتشا. 37

تا  lullیاًگليس ُهشتثظ ساختي ٍاط: هاًٌذ ٬تاضذ یاًگليس    ُدّن تا يادآٍس آى ٍاط یاستثاط ه یصتاى فاسس

 (. لال یفاسس ٍُاط

  ّويطِ        تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .ٍاطگاى جذيذ سا تِ خاعش تسپاسم ُتطكيل دٌّذ يسؼی هی كٌن سيطِ ّا ٍ ًٍذّا. 38

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

 .ٍاطگاى جذيذ سا تِ خاعش تسپاسم...( صفت ٍ  ٬فؼل ٬اسن)ي سؼی هی كٌن َّيت دستَس. 39

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یخَد تفسيش ٍتحليل ه يٍاطگاى جذيذ سا تشا یهؼاً. 40

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 ُهاًٌذ استثاط ٍاط)دّن یاستثاط ه یس صتاى فاسسٍاطگاى جذيذ سا تِ ٍاطگاى خَيطاًٍذ د. 41

 (.سهادفاسسی ُتِ ٍاط motherیاًگليس

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .سپاسم یاصغلاحات سا تِ صَست يكپاسچِ تِ خاعش ه ٍُاطگاى تطكيل دٌّذ. 42

 ّويطِ         تيطتشاٍلات        هؼوَلا               خی اٍلات تش           ّيچَلت 

ٍ  cry ٬ smile: هاًٌذ)كٌن یخَد اجشاه يّستٌذسا تشا یتشخی اص ٍاطگاى جذيذكِ تياًگش ػول یهؼاً. 43

.)... 

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 boy  ٍgirlيٍاطُ ّا: هاًٌذ)كٌن یاستفادُ ه« یهؼٌاي يهطخصِ ّا»ٍاطگاى جذيذ اص  ييادگيش يتشا. 44

 (.تاضٌذ یهhuman یهؼٌاي ِضخص يكِ داسا

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یتكشاس ه یَست ضفاّآًْا سا تِ ص ٬ٍاطگاى جذيذ ييادگيش يتشا. 45

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 .ًَيسن یآًْا سا چٌذيي تاس ه ٬ٍاطگاى جذيذ ييادگيش يتشا. 46

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 
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 یاستفادُ ٍ آًْا سا تِ صَست هٌظن هشٍس ه« یٍاطگاً يفْشست ّا»اص  ٬ٍاطگاى جذيذ ييادگيش يتشا. 47

 .كٌن

 ّويطِ        تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

 . كٌن یهٌظن هشٍس ه استفادُ ٍ آًْا سا تِ صَست« لغت يكاست ّا»اص  ٬ٍاطگاى جذيذ ييادگيش يتشا.  48

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

...( ٍ  يكاستشدِ گًَ ٬يَّيت دستَس ٬تلفؼ ٬ًگاسش ٬یهؼٌ)دس ساتغِ تا اتؼاد هختلف ٍاطگاى جذيذ. 49

 .كٌن یه ييادداضت تشداس

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یخَد سا هغالؼِ ٍ توشيي ه یدسس يلغت كتاب ّا يتخص ّا. 50

 ّويطِ         تيطتشاٍلات     هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یضثظ ضذُ گَش ه یٍاطگاً يتِ فْشست ّا. 51

 ّويطِ         تيطتشاٍلات         هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یپيشاهَى خَد استفادُ ه یاضاسُ تِ اضيا ٍ لَاصم فيضيك ياص ٍاطگاى جذيذ تشا. 52

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یخَد حثت ه یضخص« دفتشچِ لغت»ى جذيذ سا دس ٍاطگا. 53

 ّويطِ         تيطتشاٍلات        هؼوَلا               تشخی اٍلات            ّيچَلت 

 يخثشگضاس ٬سٍصًاهِ ّا ٬فيلن ّا ٬آٌّگ ّا)صتاى یاًگليس يٍاطگاى جذيذ اص سساًِ ّا يتشاي يادگيش. 54

 .گيشم یتْشُ ه...( ّاٍ 

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            لت ّيچَ

هَسد سٌجص « لغت يآصهَى ّا»خَد سا تا  ٬ٍاطگاى جذيذ يٍ يادداس يجْت اعلاع اص هيضاى يادگيش. 55

 .دّن یلشاس ه

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .دّن یهؼيي هَسد هغالؼِ ٍ توشيي لشاس ه یٍاطگاى جذيذ سا دس فَاصل صهاً. 56

 ّويطِ         تيطتشاٍلات      هؼوَلا               تشخی اٍلات            ّيچَلت 

 .گزسم یه یكٌن ٍاص كٌاس آًْا تِ آساً یًو يتِ ٍاطگاى جذيذ تَجِ ا. 57

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌن یٍاطگاى جذيذ سا تِ عَس پيَستِ ٍ هٌظن هشٍس ه. 58

 ّويطِ         تيطتشاٍلات     هؼوَلا               تشخی اٍلات            ّيچَلت 

 یكِ يادآٍس ٍ هتذاػ snowُهاًٌذ ٍاط)آًْا يادهی گيشم یٍاطگاً يّا یٍاطگاى جذيذ سا اص عشيك تذاػ. 59

 (.تاضذ یه... ٍ  coat cold٬ winter٬چَى  یٍاطگاً ُكٌٌذ

 ّويطِ         تيطتشاٍلات       هؼوَلا               تشخی اٍلات            ّيچَلت 

 .كٌنی استفادُ ه يذدهتؼ يٍاطگاى جذيذ تِ يك سٍش تسٌذُ ًكشدُ ٍاص سٍش ّا ييادگيش يتشا. 60

 ّويطِ         تيطتشاٍلات          هؼوَلا            تشخی اٍلات            ّيچَلت 
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 پرسشنامه اختلالات نگرانی
 .لغفا سَالات صيش سا تِ دلت تخَاًيذ ٍ تا اًتخاب يكی اص گضيٌِ ّا پاسخ دّيذ

 
 دسست ًيست تمشيثا دسست است كاهلا دسست است 

    احساس تشس هيكٌن ًفس كطيذى تشاين سخت است ٍلتی. 1

    ٍلتی دس هذسسِ ّستن سشدسد هی گيشم. 2

    دٍست ًذاسم تا افشادي تاضن كِ اًْا سا ًوی ضٌاسن. 3

    اگش ضة دٍس اص خاًِ تخَاتن هی تشسن. 4

    ًگشاى كساًی ّستن كِ هشا دٍست داسًذ.5

    ٍلتی كِ هی تشسن احساس هشگ هی كٌن. 6

    ػصثی ّستن. 7

    ّش جاي كِ پذس يا هادسم تشًٍذ تا اًْا هی سٍم. 8

    هشدم تِ هي هی گَيٌذ كِ ػصثی ّستن. 9

    پيص هشدهی كِ ًوی ضٌاسن ػصثی ّستن . 10

    دس هذسسِ احساس دل دسد هی كٌن. 11

    ٍلتی هی تشسن اًگاس ديَاًِ ضذُ ام . 12

    ًگشاى ّستن ٍلتی تٌْا هی خَاتن. 13

    دستاسُ خَب تَدى هاًٌذ ديگش تچِ ّا ًگشاى ّستن . 14

    ٍلتی هی تشسن احساس هی كٌن ّيچ چيض ٍالؼی ًيست. 15

    ضة ّا كاتَس هی تيٌن كِ اتفاق تذب تشاي پذس ٍ هادسم افتادُ است. 16

    دستاسُ سفتي تِ هذسسِ ًگشاى ّستن . 17

    للثن تيطتش هی ضَدٍلتی هی تشسن ضشتاى . 18

    هي ضؼيف ّستن. 19

    ضة ّا كاتَس هی تيٌن كِ اتفاق تذي خَدم افتادُ است. 20

    تشاي كساًی كِ تشاي هي صحوت هی كطٌذ ًگشاى ّستن. 21

    ٍلتی هی تشسن ًگشاى ّستن. 22

    هي ادم ًگشاًی ّستن. 23

    تذٍى ّيچ دليلی هی تشسن. 24

    ِ دس خاًِ تٌْا تاضن هی تشسناص ايي ك. 25

    حشف صدى تا افشادي كِ ًوی ضٌاسن تشاين سخت است. 26

    ٍلتی هی تشسن احساس خٌگی هی كٌن. 27

    هشدم تِ هي هی گَيٌذ تسياس ًگشاى ّستن.28

    هي دٍست ًذاسم اص خاًَادُ ام دٍس تواًن. 29

    اص حولِ ّاي ػصثی هی تشسن. 30

    ّستن كِ اتفاق تذي تشاي خاًَادُ ام تيا فتذ ًگشاى. 31

    پيص افشادي كِ ًوی ضٌاسن خجالتی ّستن. 32

    دستاسُ ايي كِ دس ايٌذُ چِ اتفالی هی افتذ ًگشاى ّستن . 33

    ٍلتی هی تشسن احساس حالت تَْع داسم. 34

 دسست ًيست شيثا دسست استتم كاهلا دسست است دستاسُ پگًَِ اًجام دادى كاسّا ًگشاى ّستن. 35

    اص سفتي تِ هذسسِ هی تشسن. 36

    ٍلتی كِ هی تشسن احساس سشگيجِ هی كٌن. 37
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    دستاسُ اًچِ كِ تاكٌَى اتفاق افتادُ هی تشسن. 38

ٍلتی تا ديگش تچِ ّا ّستن ػصثی ّستن ٍ ٍلتی تِ هي ًگاُ هی كٌٌذ . 39

 (تلٌذ خَاًذى يا حشف صدى: خاله. )هجثَسم خَدم سا هطغَل كاسي ًطاى دّن

   

ٍلتی تِ هْواًی يا جايی هی سٍم كِ افشاد اى سا ًوی ضٌاسن ػصثی هی . 40

 ضَم

   

    هي خجالتی ّستن. 41

 

 

 


