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ABSTRACT


An Exploration of Student Anxiety levels in Face-to-Face and Online Learning

Background: University students within the United Kingdom experiencing anxiety is continually growing and as a result is leading to higher dropout rates (Ladejo, 2021).  The definition of ‘anxiety’ in this research is categorized as an emotional state, which connects with feelings of unease, fear or dread, worried thoughts fear and physiological feelings of palpitations, tingling feelings and shallow breathing (NHS, 2022 and Nevid et al. 2005); Anxiety is the body’s natural response to stress (Legg and Holland, 2020).   Alkandari, (2021) point out that anxiety in students in Higher Education is often associated with thoughts of failure, not doing well in grades, not understanding the topic, and fitting in to groups.
Almost three years ago, the way students were taught changed significantly.  Traditionally, Higher Education (HE) programmes are taught within the classroom, however, in March 2020 with the arrival of the Coronavirus-19 (Covid-19) pandemic, Higher Education institutions locally, nationally, and globally adapted their teaching overnight to online platforms changing the way students learnt.   The main aim of the research is to identify and provide further insight into the causes of students’ anxiety levels within two learning environments face-to-face and online, for the purpose of learning how to support students more appropriately and reduce anxiety within the two learning domains.  The objectives within the research are to identify if one learning environment causes more anxiety than the other learning environment and to conclude whether students are adapting to combing online learning and face-to-face learning otherwise known as the term blended learning (BL) as this style of learning appears to be applied more frequently in teaching and learning in today’s HE curriculum.
Results: This research utilised a mixed method approach firstly, employing secondary research using thematic analysis from case studies uncovering six main themes that trigger students’ anxiety within HE from ten case studies.  Key themes from the case studies include ‘speech anxiety’, ‘social anxiety’, ‘group work’, ‘online digital learning’ ‘computer IT skills’, and ‘information overload’, and are further discussed within the literature review.  Secondly, primary research was undertaken utilising a qualitative and quantitative online questionnaire which was sent out to a convenience sample cohort of a health and social care portfolio within one HE institution in the United Kingdom (UK) receiving 35 responses.  SPSS was used to analyse the quantitative Likert scale questions and thematic analysis was employed to analyse the qualitative open-ended questions. Themes derived from this research include, ‘asking and answering questions’, ‘group work’, ‘presentations’, ‘interaction with lecturers’, ‘information overload’, and ‘concentration’. Social anxiety was experienced by 35% of respondents in both learning environments and classroom learning gained the overall preference of learners.
Key words: Anxiety in Higher Education, Anxiety, Online Anxiety, Social Anxiety, Blended learning. 








CHAPTER ONE
INTRODUCTION

1.1 CONTEXT
The aim of this research is to explore the emotion ‘anxiety’, undertaking an investigation into extracting key themes that are considered triggers to students’ experience of anxiety within online (OL) and face-to-face (FtoF) learning programmes within one local Higher Education (HE) institution by employing an online questionnaire, and utilising ten case studies. A convenient sample of 35 participants from a Health and Social Care portfolio provided the data for the online questionnaire.  Additionally, Six themes were drawn down from ten case studies which include, ‘oral presentations and student anxiety’, ‘groupwork and student anxiety’, ‘Social Anxiety Disorder’ in HE’, ‘online digital learning’, ‘computer anxiety and ICT skills’ and ‘information overload and student anxiety’ to form this research.  
Legg and Holland (2020) propose that anxiety can appear at any time during a student’s learning journey, as anxiety is a normal part of the human reaction pattern to stress or perceived potential threats.  Literature informed that students could become anxious about their education when they feel social pressure, socially anxious within their learning environments, when they experience academic struggles, curriculum difficulties, have a fear of failing exams or modules, whilst trying to balance student life, work, money worries, employment, health, family responsibilities, disabilities, and feeling homesick (Van Ameringen et al. 2003; Alkandari, 2021; Cooper et al. 2018).  Furthermore, previous research undertaken in the last two decades within the United Kingdom and globally have reported an increase in the number of students experiencing anxiety, which has negatively impacted upon students’ attendance, grades, retention and prematurely dropping out of higher education (McKeachie, 1984; Van Ameringen et al. 2003; Brathwaite, 2014; England et al. 2017; Ladejo, 2021).   
Advance-HE (2023) illustrates there has been much discussion amongst academics questioning what constitutes as anxiety, as it can often be hard to gauge between mild anxiety, nervousness and fear whilst enquiring what is tolerable, intolerable, and harmful levels of stress/anxiety.  Although psychology tools are utilised to break anxiety down into levels theoretically, it is often harder to view in real life as anxiety is subjective to each individual person.  By undertaking this research into exploring student’s anxiety, the aim was to identify and provide further insight into the causes for the purpose of improving knowledge and understanding into anxiety, adapting active learning pedagogies, and employing suitable support to students accordingly. 
 
1.2 Rationale 
The topic of anxiety amongst students is at the forefront of today’s Higher Education institutions wellbeing policies (Gov. Wales, 2015; Priestley et al. 2021; Higher Education Funding Council for Wales, 2020; Department for Education, 2022). The National Education Association note that today’s young adults are the most anxious ever, according to mental-health-surveys (Nunn, 2015).  Additionally, Statistics reported by the National Union of Students (2021) highlighted that 77% of students throughout their studies described experiencing anxiety.  Furthermore, a study undertaken by Unihealth, recorded 82% of first- and -second year student experiencing high levels of stress and anxiety (Veiber, 2017).  Due to the growing mental health pandemic, local and national HE institutions are seeking outside mental health support apps such as ‘Together All and the ‘Feel Good’ app which are free to all students, whilst employing counsellors and mental health mentors to support students within their institutions. 
Research undertaken by Blanco et al. (2008) and Cooper et al. (2018) point out that HE students struggle with higher levels of anxiety than their peers who are not in HE due to the pressures of learning, increased academic workload, assignment deadlines, fear of failure, large enrolment classes and exams.  This is affirmed by Nunn (2015) and Auerbach et al.  (2019) who propose that anxiety is the most frequently experienced mental health disorder by students in Higher Education. Likewise, Sivertsen et al. (2018) acknowledge that students are generally in a transitional stage within their personal, academic, and professional life which can bring about general anxiety. Even though anxiety is in the forefront of concern for HE institutions currently, research as far back as thirty years by Ginsberg (1993) demonstrates the root of anxiety lies within the students’ preconceived ideas about the subject especially maths and science and statistics. 
The impact of anxiety on students is known to create a barrier to learning (Ramsden, 1992;   Chan and Lee, 2005; Ladejo, 2021).   Even though Kunuttu, (2019); McKeachie, (1984) and Tobias, (1979) also report on the negative influences of anxiety upon students’ memory, the ability to retain and recall information impacting lower grades and poor student retention, Kumari and Jain (2014) and England et al. (2019) offer an alternative view concluding that anxiety can in fact increase student motivation and sharpen cognitions.  This theory is supported by Yerkes-Dodson law (1908) who demonstrated the positive relationship between anxiety and performance, whereby, anxiety increases mental arousal, therefore, increasing performance output.  Likewise, Lakhan et al. (2020) propose that anxiety for a short span will sharpen the mind and reflexes.  It is evident according to (Jones et al. 2021) that bursts of short-term anxiety are productive, yet long-term high levels of stress or anxiety reduces cognitive function therefore, impacting negatively upon reducing capacity for learning and academic performance by lowering students’ concentration, motivation, and self-esteem. 
The research chose to not only investigate anxiety within classroom-based teaching, but to include the most significant change to teaching and learning in HE has seen in years.   The research lends itself to the current national and global HE practices of teaching when in March 2020, Covid-19 hit and lecturers with no or limited training in online teaching evolved overnight using digital platforms such as ‘Microsoft Teams’, ‘Moodle’ and ‘Zoom’ to teach and connect with students.  Likewise, students who had been disciplined to learning within a face-to-face traditional classroom environment were required to use and navigate Information Communication Technology (ICT) as learning shifted online.  Li et al. (2020) revealed that during the pandemic many teachers and students faced difficulties as they were not fully equipped to cope with the transition due to limited online based teaching, poor information computer technology skills, outlining issues with sharing files, difficulties in opening documents along with limited access to internet and the cost of high-quality internet provider.  Malik and Javed (2021) document these challenges along with the threat of Covid-19 impacting students psychologically, reporting a significant rise in anxiety and mental health issues amongst students during this time. 
It has nearly been three years since Covid-19 has impacted the way Higher Education organisations teach, many have adopted the blended learning approach of combining online learning teaching, e-learning, uploaded videos on pre-taught lectures and face-to-face taught lectures on campus.  This links with the objectives within this research which is to identify if one learning environment impacts more upon student anxiety levels than the other learning environment, and if students have adapted or prefer a blended method of teaching and learning.  
Key psychologists underpin this research drawing on Bandura (1977) theory of ‘Self-Efficacy’.   Self-efficacy refers to a persons’ belief about their abilities to carry out a course of action (Bandura, 1986) which  connects with the belief that if students do not understand the course material, do not think they have the ability to pass exams, or have a  fear of using technology these areas will create lower self-efficacy and produce high levels of anxiety amongst students.  Improving students self-efficacy is the one approach to reducing anxiety and producing self-directed learners.  Skinner (1977) ‘Operant Conditioning’ theory on experimental studies of human behaviour in environments corresponds with the aim of observing if one learning environment contributes to a higher level of anxiety to students more than the other.  Other key researchers underpinning this research include, Archbell and Coplan (2021); Abdous (2019); Bolliger and Halupa (2012); Cooper et al. (2018); England et al. (2017); Grieve et al. (2021) Prentiss (2021); Russell and Topham (2012); Saade and Kira et al. (2017) and Tsang (2020) for their contributions in research to classroom anxiety, online learning, speech anxiety and social anxiety with HE. 
 1.3 Summary of the research
The overall structure of this research takes the form of five-chapter headings. The research commences with a brief synopsis of the research’s content within the abstract section and is followed by Chapter One the ‘introduction’ section. The introduction firstly presents the aim of the study, then moves onto the context of the research leading onto the rationale behind the study.
Chapter Two comprises of a ‘literature review’ reviewing how resources for this research have been retrieved, followed by evaluating six literature themes extracted from ten case studies featuring student’s anxiety within two learning contexts, online and classroom face-to-face: - 
Theme One – Oral Presentations and Student Anxiety
Theme Two – Student Social Anxiety Disorder within Higher Education
Theme Three – Group work and student anxiety
Theme Four- Online digital learning
Theme Five - Computer Anxiety and ICT skills
Theme six – Student Anxiety and Information Overload.
Chapter Three, ‘Methodology and Methods’ outlines the explanation of the phenomenological and Interpretivist stance within the qualitative side of the research and the choice of using a positivist position in collecting quantitative data from the questionnaire. This section includes a rationale behind using case studies as secondary research, collecting qualitative themes which inform the basis of questions for the online questionnaire. Validity and reliability of the online questionnaire instrument used is discussed.  This section concludes with how the data is collected using thematic analysis and descriptive statistic demonstrating how themes and the ordinal data will be presented in chapter four. 
In Chapter Four, ‘Analysis,’ displays the qualitative data collected from the online questionnaire outlining six themes derived from using thematic analysis. Supporting the themes is the quantitative data reporting the ordinal frequency data collected from the SPSS software version 2.0.  Literature findings from the case studies and extended literature are employed to show comparisons. 
Chapter Five concludes the research with ‘Conclusion and Recommendation’ which discusses the findings within the research and disseminates information on best practice to support students going forward.  Limitations of the study are acknowledged.  Personal and Professional development are identified and ideas for future research is recommended. 
Chapter Two
Literature Review


2. Literature sources
In order to support the aim of the topical question, ‘an exploration of student anxiety levels in both face-to-face and online digital learning’ along with the objectives of this research, a wide range of reading resources were used to obtain information from journal articles and books from two university libraries.  A variety of journal articles was sourced on electronic data web bases comprising of; Science Direct, Pub Med, Psychology, Sage journals, Google Scholar UK, ResearchGate, Tandofonline, and OECD using the key phrases; ‘anxiety in students, Higher Education, e-learning, online learning, blended learning and social anxiety’.   Only sources written in the English language were considered from both empirical and non-empirical research from 2015- 2022.  At times it was necessary to widen the search when some key lines of enquiry necessitated more historical publications. Much research into online learning under Covid-19 conditions was current, however, had been conducted in the Middle East, suggesting a lack of current empirical data within the United Kingdom.  Other journal articles were retrieved using a snowball technique searching appropriate works in the Bibliography of journal articles.
The outcome of those key phrases produced a variety of articles on the impact of anxiety on students learning and causes of anxiety within learning. Key themes of students experiencing anxiety within online and classroom learning were drawn down from thirty-five articles. ‘Speech anxiety, social anxiety, group work anxiety, online digital learning, computer ICT skills anxiety, anxiety and information overload’ as these themes appeared numerous times within education research journal articles illustrating their relevance.  Ten articles by Abdous (2019); Archbell and Coplan (2021); Bolliger and Halupa (2012); Cooper et al. (2018); England et al. (2017); Grieve et al. (2021) Prentiss (2021); Russell and Topham (2012); Saade and Kira et al. (2017) and Tsang (2020) were chosen as case studies to inform the questions for this research’s online questionnaire and are reviewed within this literature section.  

2.1 Anxiety 
 The definition of anxiety for this research is to ‘feel worried, apprehensive, nervous, and experience physiological symptoms such as palpitations, sweating and tingling sensations (NHS, 2023).  According to the American Psychiatric Association (2013) Generalised Anxiety Disorder is the most common of anxiety disorders, involving excessive worry about everyday life and affirm that anxiety is a common response to stress, yet, can be useful where increased attention focuses on a project, work, assignment, or sporting event.

2.2 Theme One – Speech anxiety within the classroom in Higher Education 
The  first theme to be considered from the case studies is ‘oral/speech anxiety’.   The theme was derived from these studies; Grieve et al, (2021) ‘Student fears of oral presentations and public speaking in higher education; a qualitative survey’, Prentiss (2021) ‘Speech Anxiety in the Communication Classroom During the COVID-19 pandemic: Supporting Student Success’ and, Tsang (2020) ‘The relationship between tertiary-level students’ self-perceived presentation delivery and public speaking anxiety: A mixed methods study’. One study is national and two are global, they are current, written by professors within University Institutions and have been peer-reviewed.
Speech anxiety is known as gloss phobia, the fear of speaking in public (Sawchuk, 2017) and is also commonly known as stage fright (Daly and Engleberg, 1999).  American Psychiatric Association, (2013) affirms that fear of speaking is related to Social Anxiety Disorder.  Black (2019) identifies that speech anxiety affects up to 75% of the population.  Speech anxiety is triggered by the mind perceiving a threat from public speaking, which initiates the fight or flight body responses, producing somatic physical sensations such as increased heart rate, palpitations, trembling hands and fingers, shaky voice or no voice, dry mouth, nausea, and sweating (Thomas, 1997 and Dwyer, 2012).  
Tsang (2020) informs there is a long-standing body of literature reporting findings linking anxiety with public speaking known as speech anxiety which is considered as one of the most prevalent forms of an anxiety disorder occurring irrespective of culture (Allen Hunter and Donohue (1989); Hassall et al. (2000); Bartholomay and Houlihan (2016).  Supporting the knowledge that public speaking is associated with anxiety in historical research can be linked to Gilkinson’s (1942) research into students’ fears of oral public speaking and a famous empirical study undertaken by Bruskin Associates (1973) into ‘What are Americans afraid of?’  which appeared in the London Sunday Times reporting that, ‘Americans fear public speaking more that the fear of death’ (Watson, 1973, p.9).   Dwyer and Davidson (2012) replicated Bruskin’s study with 815 college students and found their results reproduced the same findings with ‘fear of public speaking’ in first place. 
Current research into fears of oral presentations and public speaking in students was undertaken by Grieve et al.  (2021, p. 1284) based in two UK HE institutions, uncovering six main themes, ‘fear of being judged, physical symptoms, uncertain about the topic, negative affect on university experience, practicing and preparation and more practical support needed’.  Equally, Tsang (2020) study shares the same view with the fear of being judged is a main concern for all students, it is the interaction with the audience and reaction of the audience that they fear.  Tsang (2020) goes on to affirm with Ferreira Marinho et al. (2017) that it is the student’s negative self-perception of their voice in public speaking which causes students to feel anxious.  A common denominator was retrieved within Grieve et al, (2021); Prentiss (2021); Tsang (2020) and LeFebvre, LeFebvre and Allen (2018) studies whereby, students’ highest levels of anxiety were recorded around oral presentations with students reporting physiological symptoms of dry mouth, nausea, sweating, and trembling hands. Furthermore, several cross-sectional studies suggest an association of speech anxiety with a negative influence upon students’ learning experience and assessment grades (Grieve et al. 2021; Prentiss, 2021; Tsang, 2020; Ferreira Marinho et al. 2017; Lefebvre, LeFebvre and Allen 2018; Russell and Topham, 2012 and Russell and Shaw, 2009).
The majority of HE academic programs within the United Kingdom require students to verbally engage with peers in groups, feedback answers, lead discussions, participate in debates and deliver oral presentation as part of assessments (Grieve et al. 2021 and Prentiss, 2021).  Equally, Nash et al. (2016) affirms that oral assessments are a measurement tool to evaluate students’ ability to illustrate knowledge and understanding, whilst including persuasive arguments which is a transferable skill necessary for employment.   A likewise view undertaken by Dunbar et al.  (2006) illustrate the importance of students developing the ability to orally present their knowledge and understanding publicly, clearly, and eloquently, a skill that  should  be acquired before completing their studies.  Similarly, many education researchers inform having good oral communication skills is an advantage within a job setting and is a requirement by employers (Bhati, 2012; Chan, 2011; Van Ginkel et al. 2015). However, it is noted by Tsang (2020) and LeFebvre, LeFebvre and Allen (2018) many students do not acquire good oral communication as lecturers put more emphasis on written knowledge and understanding than oral, furthermore, Chan (2011) states that many students enter the job market after leaving higher education with gaps in oral communication competency.  
Grieve et al (2021); Prentiss (2021) and Tsang (2020) share the same view that researchers and teachers give more consideration into understanding the relationship between oral presentations and speech anxiety.  An investigation into speech anxiety amongst students within this research draws upon  a discrepancy between the requirements of having good oral communication for employment and the main trigger into highest levels of anxiety experienced amongst students. Ways to reduce students’ anxiety levels when giving oral presentations are discussed further in the discussion and recommendations within chapter five. 

2.2.1 Theme Two- Social Anxiety Disorder
Anxiety is conceptualized as a response to threat (Beck and Emery, 1985) and the threat in social anxiety is the negative evaluation outcome by the audience. The definition of ‘Social Anxiety Disorder’ (SAD) is characterized by the symptoms of anxiety in situations whereby individuals perceive they are going to be evaluated or negatively judged by others; students worry about by speaking in front of peers or public, meeting new people or answering a question wrongly in class (National Institute of Mental Health, 2022).  
An optimistic view often found within education research frequently demonstrates the positivity of learning when students are engaged in communication and interaction with peers or the lecturer (Tinto, 2000 and Dubow et al. 1991).  This view differs greatly by other researchers over the last two decades investigating how SAD impacts learners with Wittchen et al. (1999); Stein and Kean (2000); Van Ameringen et al. (2003);  Wetterberg (2004); Russell and Topham (2012);   Brook and Willoughby (2015); Archbell and Coplan (2021) who have all reported on the negative influence of social anxiety associated with lower grades, exam failures, lower likelihood of learners graduating their courses and learners leaving their course prematurely.  Likewise, Cohen et al. (2019) uncovered that socially anxious students found engaging with peers a great discomfort and would avoid group work or being involved as much as possible.  Similarly, this is supported by Crozier (2001) and Clark &Wells (1995) who inform that students with SAD often engage in avoidance behaviour as a coping mechanism, consequently, missing out on learning opportunities due to avoiding interactions physically or psychologically. 
Moreover, Strahan conducted two studies one in (1998) corresponding with the above outcomes and a later (2003) study which did not find dropping out of studies early as a predictor and observed this was linked with institutions varying in the anxiety-provoking demands placed on students. Furthermore, Russell and Topham (2012) point out that social anxiety is a hidden disability and reasons for not receiving as much attention in HE as it is not always easy to identify and is often attributed to shyness rather than a psychological problem. 
 Schlenker and leary (1985) report that psychologists Clark and Wells (1995) Social Anxiety Disorder model is often referred to throughout research.






[image: Diagram

Description automatically generated]
Figure 1. Clark & Wells (1995) Social Phobia Model
Clark and wells (1995) constructed a Cognitive Behavioural formulation in psychology for SAD, and at the centre is how an individual perceives him/herself as a social object and holds a set of beliefs and assumptions on how they should think and behave in social situations whilst holding high standards for social performance which is shaped by early years.  Clark and Wells (1995, p. 82)   propose that, ‘socially anxious individuals construct a negative representation of themselves by worrying that they are boring, not intelligent enough, will embarrass themselves, not be liked, or come across as not confident’, they use their negative impression of self and assume others evaluate them in the same way.  
Two years later psychologists Rapee and Heimberg (1997) added further developments to the social phobia model proposing that social anxiety links to individual’s having a distorted critical view of themselves and are highly concerned with receiving positive praise off others which is why they worry how others’ perceive them in a social situation and fear negative evaluation from others. 

,
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Figure 2. Rapee & Heimberg’s (1997) Cognitive Behavioural model of Social Phobia

 Rapee and Heimberg (1997, p. 742) informs that ‘in a social situation, an individual forms a mental representation of his/her external appearance and behaviour as presumably seen by the audience and simultaneously focuses his/her attention on both’.  Both models inform how dysfunctional beliefs, based on a biased process of social information, safety behaviours and avoidance of anxiety provoking situations contribute to developing and maintaining SAD.  Rapee and Heimberg (1997) model demonstrates how individuals with SAD hyperfocus on the self-image whilst focusing  against the audience anticipated responses for yawns and  signs of disinterest whereas, Clark and Wells (1995) focuses on the cognitive process  of the maintenance cycle  where an individual enters a social situation or  has a thought of a social event which in turn triggers threatening assumptions  they hold about  themselves,  such I am inadequate, and people will reject me if I say the wrong thing, or am boring are what they think.  Likewise, Gilbert and Proctor (2006) acknowledge that self-doubt, low self-worth, fear of being judged and poor interpersonal skills all underpin the label of SAD.  Supporting these findings is Yerkes-Dodson law (1908) who over a century ago proposed that a low fear or negative evaluation will motivate students to learn whereas, a high fear or negative evaluation can lower learners’ ability to take on information, increases negative overthinking and contributes to low self-efficacy and anxiety.    (see chapter 5 for how to support socially anxious students).

2.2.2 Theme Three – Group work and anxiety 
Literature surrounding learners’ anxiety experience within group work was mainly met by research undertaken by biology sciences classes in the field of science, technology, engineering, and math’s (STEM).  There appears to be a gap in literature to how health and social care students’ anxiety within a classroom or online environment is impacted.  Group work is a large part of the active learning process within a classroom and research evidence demonstrates the positive view of student’s problem solving, hearing diverse opinions, working as a team, and developing skills for employability (Lejk, Wyvil and farrow, 1997; McCorkle et al  1999; Lynch 2000; England et al. 2017 and Cooper et al. 2018).   
An alternative perspective was uncovered in a study by Cooper et al. (2018) who revealed 69.2% of students reported anxiety linked to group work; reasons conveyed by students reported a fear of being judged negatively by peers or the lecturer, feeling embarrassed if they could not contribute and worrying about saying the wrong thing.   Equally, England et al. (2017) found a high proportion of students feared groupwork for the same reasons. Furthermore, Theobald et al. (2017) revealed that student’s performance was lower when a dominant member of the group took over, whereas students’ performance levels were higher when there were equal opinions illustrating that group dynamics play a significant role in learners’ anxiety levels. 
Encouraging students to choose groups or partners to work with, lecturers illustrating the benefits behind group work and allocating certain roles within the group were found to reduce students’ anxiety levels (Cooper et al. 2018; Cooper and Brownell, 2016, and Eddy et al. 2015a).  Supporting these findings are Strauss et al. (2011) who confirm that 66% of students preferred to choose their peer group with whom they are comfortable with which in turn lowered their anxiety levels.  

2.2.3 Theme Four - Online digital learning
Prior research into students’ anxiety and online learning have had significant theoretical contributions over the last three decades by Keegan (1988); Garrison (1989); Peters (1983) and Moore (1993) whereas, most current studies featuring students’ anxiety and online learning are linked to Covid-19 publications.   Online learning is not as new as we perceive it to be there has been an Open University (OU) provider in England since 1969 with their mission to be accessible to all people and places delivering higher learning to meet society and people’s needs (The Open University, 2022).   Singh and Thurman (2019) and Aziz et al, (2021) confirm that HE institutions have been offering blended learning which combines elements of FtoF, e-learning, distant instruction, plus online only programs for more than two decades.  
With the impact of Covid-19 in March 2020, Uk and global HE institutions were forced to close and learning move to online platforms with Moodle, Zoom and Microsoft Teams.  Teaching adapted overnight to delivering lectures online only and as a result producing numerous current articles into students’ anxiety in learning online during Covid-19.  Most of the academic literature in this area has been written and published globally within the Middle East and USA, with very little or limited research undertaken within the UK. This study seeks to fill some of the gaps within the Uk literature.  
There is a growing body of literature that outlines the benefits for students learning online, Arribathi et al, (2021) suggests students can remain in the comfort of their home, there is a reduction in transport cost, childcare is less problematic, reduction in personal preparation time to attend an online lecture and students got more household tasks completed as online lectures are often less time based.  Likewise, Boa (2020) observed students expenses cut due to paying for meals out and reported a more manageable work, childcare, and study balance which offers flexibility to learn. Furthermore, Warnes (2020) illustrates that learners with depression and social anxiety found online lectures are a more flexible way of learning as they are easier to attend, there is less interaction with peers, they can turn off cameras and can catch up on pre-recorded lessons going at their own pace and revisiting when needed.   Areas of negative findings to online learning are discussed in theme five and six below.  

2.2.4 Theme Five – Computer anxiety and ICT Skills 
 A factor found to be influencing students’ anxiety and online learning is the term ‘computer anxiety’ which has been explored in several studies (Heinssen, Glass, and Knight, 1987; Matthews, 2000; Becker and Schnidt, 2001; Saade and Kira, 2009; Hauser et al. 2012).  Leso and Peck (1992, p. 469) define computer anxiety, ‘as a feeling of being fearful or apprehensive when using or considering the use of a computer’.   Similarly, Hauser et al. (2012) identify a major contributing anxiety factor to E-learning is computer self-efficacy (CSE).  The term self-efficacy arose of Social Cognitive Theory by Bandura (1977) and has transferred across into technology connecting with how individuals perceive their ability to apply their computer skills to a wide range of tasks (Compeau and Higgings, 1995a;1995b).   Individuals experiencing low self-efficacy in Information technology skills including negative beliefs about their ability, nervousness, frustration, and confusion will generate higher levels of anxiety (Heinssen, Glass, and Knight, 1987 and  Becker and Schnidt, 2001).   Likewise, Previous studies evaluating computer anxiety and online learning observed that having poor information technology skills are a key factor in the increase of anxiety amongst learners (Rosen and Weil, 1995; Saade and Kira; 2009; Kay, 2008). 

2.2.5 Case study findings into online anxiety
To aid with informing and creating the questionnaire within this research, two case studies, one by Saade et al. (2017), and one by Bolliger and Halupa (2012), were selected with the purpose of evaluating their findings into students’ online anxiety.  The Bollinger and Halupa (2012) study undertook an investigation into student perceptions of both anxiety and satisfaction of an online Doctorate program within health education; they surveyed 84 students with an online satisfactory questionnaire using 24 Likert scale questions.  As the largest sample group was comprised of 40–49-year-olds, the researchers consequently hypothesized a greater acknowledgement of online anxiety within this demographic, as older adults tend to have a less positive attitude towards the internet (Bolliger and Martindale, 2004).  Bolliger and Halupa (2012) reported the majority of students were apprehensive regarding undertaking online study and displayed anxiety concerning performance, supporting both Saade and Kira’s (2007) and Rosen and Weil’s (1995) position that students who experience computer-related learning anxiety are less likely to embark upon online courses.  Bolliger and Halupa (2012) established a negative correlation between anxiety and satisfaction, reporting that students who were less satisfied with how the course was presented had higher levels of anxiety; they recommend instructors revisit or consider integration of online student orientation, student-centered approaches, and planned interventions to alleviate anxiety.  Muilenburg and Berge (2007) propose contributing factors to dissatisfaction with online courses include a possible lack of social interaction, technical difficulties, a lack of motivation, and time constraints.
Key researchers Saade and Kira have contributed to 17 articles, spanning the last 20 years focusing on computer anxiety and learning; their previous work is referenced numerous times within  the Bolliger and Halupa study.  Saade and Kira et al’s (2017) research into ‘anxiety and performance in online learning’ undertook a considerable online survey with 1,377 participants, comprising of: English, French, Chinese, Arabic and Spanish students, all undertaking their first semester of an online information technology course with a Vietnam HE institution.  Saade and Kira et al. (2017) found 30% of students reported anxiety relating to undertaking an online only course, reinforcing Yunus et al’s (2016) assertions that despite technological advancements in an emerging digital age, technophobia still exists.  Saade and Kira et al’s (2017) findings, could however be interpreted as also contradicting this, with 32% of participants reporting as ‘not anxious’ and 38% as neutral in their response, equating to only one third, a minority of students denoting feelings of anxiousness. 
Saade, Nebebe and Kira remarked in 2015 how at that time it was merely the beginning stages of making sense of online learning, and that complex issues still had to be understood, yet only five years on with the arrival of Covid-19 a few months earlier in November 2019, online learning became the primary form of learning for national and global education institutions.  A number of current cross-sectional studies conducted  during Covid 19 (Arribathi et al. 2021; Demetrious et al. 2021; Jehi et al. 2021; Fruehwirth et al. 2021; Hakimi et al, 2021; Huskey et al. 2020) report on  the impact of reduced social relations, more specifically decreased interaction with peers and lecturers when the physical platform of learning was switched to online platforms, resulting in increased anxiety, impacting negatively on the mental health of many students.   
A study by Abdous (2019) positions well between both prior and current research into online learning, aligning more with today’s teaching in HE.  Abdous (2019) informs that students moving from classroom-based education to an online orientation of learning must change long standing habits and engage in new ways of absorbing and retaining information, acknowledging that new online students are likely to feel anxious about succeeding in an unfamiliar learning environment.  Abdous (2019) goes on to recommend that either, students undertake at least one online module to reduce computer performance anxiety, or that lecturers should provide new students with a comprehensive online learning orientation. This is supported by Crabbe (2022) who acknowledges that new learners coming into university are expected to be able to engage with a range of devices, various software packages, interactive tools, and applications to learn and carry out research which can often be overwhelming and anxiety provoking.  Crabbe (2022) goes on to illustrate that students who have computer anxiety engage less doing research, struggle to get the right information for assignments and inevitably end up with lower grades than those students who can engage in technology as a result. 

2.2.6 Theme Six - Anxiety and Information overload
Glean (2020) demonstrates that cognitive overload is a situation where one is given too much information which  often occurs  when students are required to simultaneously engage in listening to the lecturer, at the same time watching PowerPoint slides, whilst participating in questions and answers either verbally or in online polls and monitoring the chat window for discussions.  Similarly, Chen et al. (2011) observed students felt anxious, disorientated, and found it challenging switching across different conference rooms, deciphering links to discussion messages, whilst engaging in online learning activities.  Supporting the same evidence as Glean (2020) and Chen et al. (2011) are previous studies demonstrating a correlation between student disorientation and online learning impacting negatively on students’ anxiety levels (DeStefano and Le Fevre, 2007; Roselli, 1991 and Conklin, 1987).  
Chen et al. (2011) explains how information overload occurs illustrating that cognitive load is the amount of effort being used within the working memory, the working memory is used to manipulate information and processed into the long-term memory.  Triandafilide (2020) confirms that if the cognitive load is too much for the working memory, data is lost and is not processed into the long-term memory.  Similarly, Valcke (2002)  demonstrates in figure 3  of how information overload can arise within the cognitive processes into the working memory and what happens when there is too much load resulting in information being lost due to limited capacity within the sensory and working memory.  
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Researchers’ recommendations on reducing information overload are discussed further in chapter 5. 


2.3  Conclusion 
The aim of the research was to undertake an exploration of student anxiety levels in both face-to-face and online digital learning.  It is important to emphasize that students’ anxiety in learning is a prominent discussion topic within education therefore, producing an extensive body of literature and this research was only able to capture a snapshot of the literature that exists over the last century.  There are numerous factors causing anxiety in students however, speech anxiety, social anxiety disorder, group work and anxiety, online digital learning and computer anxiety and information overload anxiety were chosen for their frequency of occurrence in literature and have been discussed within this literature review as key themes impacting on students’ anxiety whilst learning within both classroom and online environments. 
 Many authors share similar findings and viewpoints which have been highlighted in the literature above. Much evidence within this research undertaken reveals how students’ self-perception, self-efficacy, fear of being negatively judged, learner ready,  fear of failure and performance anxiety impacts on students’ anxiety within their learning environments. 
Chapter three, the methodology section will follow on from the literature review section and demonstrates an overview and evaluation on the methods chosen to collect data for this research using a mixed method approach of ten case studies and an online questionnaire.  Methodologies that underpin this research are discussed, ethics are considered,  the sample group is introduced, and an analysis plan is stated. 






Chapter Three
 METHODOLOGY 

Chapter three will firstly re-address the study’s aims and objectives and will go onto provide a detailed narrative of how the research was carried out and who the sample cohort are. This chapter will discuss the role of case study data as secondary research and an online survey as primary research exploring reliability and validity of both.  It will go onto demonstrate the qualitative influence of the interpretivist and phenomenological paradigms and the positivist paradigm linked to the quantitative side within the research demonstrating how they co-exist. Ethics, a pilot study, and a hypothesis are considered. The chapter will conclude with how this study plans to collect and present data leading into chapter four. 

3. Aims and Objectives
The aim within this study was ‘to identify and provide further insights into the causes of students’ anxiety levels within two learning environments online and face-to-face learning’.  
Objectives are as followed: - 
(1) To identify if one learning environment triggers students’ anxiety more than the other learning environment.
(2) To observe if students have adapted to a blended learning approach which is being applied more frequently in teaching and learning in today’s HE.  

 3.1 Case studies as secondary research.  
Initially, research was carried out collecting preliminary research data on the causes of students within Higher Education experiencing anxiety by employing a multiple case study method to gain a deeper insight into various causes of students’ anxiety.  Eisenhardt (1989) endorses the use of case studies as a basis for developing surveys and experiments.  Investigation led to key anxiety themes found within online and classroom learning comprising of, ‘oral presentations’, ‘group work’, ‘social anxiety’, ‘online digital learning’, ‘computer and ICT skills’, and ‘information overload’.  Ten journal articles were chosen from the following works of England et al. (2017); Cooper et al. (2018;2020) for classroom anxiety; Bolliger and Halupa (2012); Saade and Kira (2017); Abdous (2019); for student anxiety within online learning.  Russell and Topham (2012) and Archbell and Coplan (2021) were chosen for their contributions of social anxiety within higher education and Tsang (2020); Grieve et al. (2021); Prentiss (2021) for speech anxiety.  The themes from these articles underpinned the questions for an on-line questionnaire for the primary research method for this study.   
The selected case studies incorporated a range of quantitative and qualitative data comprising of semi-structured interviews, observations, and questionnaires examining real life events of students experiencing anxiety within higher education. These themes will be cross referenced and analysed against the on-line questionnaire data employed within the analysis section of this study.   Using multiple sources of data has been proposed that it increases the internal validation of a study by drawing similar conclusions, whilst approaching the same investigation from different angles and developing a holistic picture of the research’s aim (Yin 2009; Gomm et al. 2000; Crow et al. 2011).  Denscombe (2014, p.160) proposes that ‘using a mixed method approach can increase accuracy of data and reliability using triangulation, therefore reducing the bias, providing a more practical and problem-solving approach, whilst collecting a broader and deeper piece of phenomenon that you would get from a single approach’.  Similarly, Creswell and Plano Clark (2011) support using a mixed method approach due to generating understandings into the multiple views of phenomenon, thereby, increasing the credibility of the data result found. 
Yin (2009, p.18) defines case study research as, ‘An empirical inquiry that investigates a contemporary phenomenon in depth and within its real-life context, especially when the boundaries between phenomenon and context are not clearly evident’. The case studies provided an imperative source of information for the literature review in this study.  Advocating the benefits of using multiple case studies within research is Merriam (2009) who demonstrates the flexibility of collecting data through various means and the ability to observe a relationship between phenomena, context, and people. Additionally, Yin (2009) endorses this method to aid researchers in exploring similarities and differences between cases, with the goal to replicate findings so that comparisons and themes can be made.  Likewise, Stake (1995) affirms case studies offer the researcher several sources of documentation and field studies to analyse, interpret, formulate a hypothesis, and providing an understanding of reality. Furthermore, Gerring and Mahoney (2007); Merriam (2009) highlight that case studies are generally qualitative in nature searching for meaning and understanding yet, can include quantitative data.
Arguments against using case studies in research were highlighted at the beginning of the 20th century, the research community considered them to be too descriptive and qualitative to be able to contribute to scientific research and claimed they lacked validity and reliability (Solberg and Huber, 2009; Gerring and Mahoney, 2007).  Additionally, Robson (1993) propose there is a high risk of bias in the researchers’ personal opinions and preferences as they look for evidence that supports their hypothesis, rather than viewing a wide variety of data.  Whereas Taylor (2013) points out the difficulty in generalising findings from one case study to another setting.  The case studies in this research were imperative to providing anxiety themes in formulating the questions in the online questionnaire whilst providing reliability and validity to this study. 
 
3.2 Sample
 This research uses convenience sampling.  Etikan et al. (2016) and Galloway (2005) define convenience sampling as a collection of participants who are convenient and accessible to the researcher.  The research only had access to a Health and Social Care portfolio in one HE institution through three lecturers. The questionnaire’s hyperlink was sent out to fifty participants through the medium of Moodle and Teams over a period of three weeks and received thirty-five responses.  The participants’ ages ranged from 18-55 years old and comprised of education study levels 4, 5, 6 and a Masters.  All courses incorporate a blended learning approach with e-learning modules, online lectures, and face-to-face taught classroom lectures.  
Criticisms in using a convenience sample online is viewed by Andrews et al. (2003); Dillman (2002); and Baxter et al. (2015) who infer that data may not always be accurate and very little is known about the characteristics of the group. Whereas Brynman and Bell (2015); Denscombe (2008) and Edgar and Manz (2017) demonstrate an optimistic viewpoint proposing that convenience sample often include a cross section of population, incorporating ages, demography, culture, and are helpful in obtaining a range of opinions and attitudes.

3.3 Online questionnaire 
A mixed method of qualitative and quantitative questions was devised for an online digital questionnaire for this research centred around key case studies. The online questionnaire was built using the company Microsoft Forms comprising of two demographic questions, four open-ended questions and nineteen five-point uni-polar Likert scale questions. The Likert scale questions comprised of two utmost poles, a neutral option and two intermediate options measuring the frequency of students’ anxiety levels within a subset of questions relating to classroom and online learning with 1. ‘Not at all anxious’, 2. ‘slightly anxious’, 3. ‘moderately anxious’, 4. ‘very anxious’, and 5. ‘extremely anxious’ (See appendix 2. for full list of Likert scale questions).
The on-line questionnaire allowed this study to maximise its participation base and reach students that the researcher would not normally interact with.  At this present time the research has no access to students but has access to colleagues who have pasted the hyperlink on their Moodle class pages for their students to complete.  Advantages of using online questionnaires are advocated by Nayak and Narayan (2019); Wellman and Kruger (1999); Wright (2017) who champion that they are the best method in collecting quantitative and qualitative data, storing of data, visualisation of data, low cost, and the ability to research numerous of participants in a short period of time.  Additionally, Zhou et al. (2021); Singh and Sagar (2021); Aerney-Perreten et al. (2015) promote online surveys effectiveness and efficiency in producing immediate data results, participants’ accessibility, and often are bear no cost to create which this online survey was. The only cost incurred was the authors research time to develop the questions, write the questionnaire and analyse the data.
Renis Likert in 1932 created the Likert psychometric empirical measuring scale for the measurement of attitudes, opinions and behaviours and is the most widely used tool within social sciences psychology, and marketing surveys (Huang, 2005; Lavrakas, 2008; Trieblmaier and Filzmoser, 2011).  Croasmun and Ostrom (2011) promote the positive use of Likert scales questions in attitude research illustrating that they can focus participants in the present and measures the extreme amount of attitude to no attitude towards questions.  A likewise advantages of using Likert scales in social sciences enable researchers to analysis qualitative data of feelings, opinions, and emotions, they are easy to construct, easy to read for participants and generate a highly reliable scale (Bertram, 2007; Lewis et al. 2005).  Furthermore, Likert scales in research questions offer degrees of feelings as opposed to dichotomous yes and no answers (Lewis et al. 2005).
Weaknesses of the Likert scale include participants avoiding extreme response questions, or agreeing with statements to please the researcher, and the scale produces limited fixed responses (Carifio and Perla, 2008; Bertram, 2007).  Mogey (1999) outlines other disadvantages of using Likert scales in research suggesting some respondents lie to either biasness or attempt to keep privacy hidden, skip questions and misunderstand questions therefore reducing the validity of the research. 
Advantages of open-ended questions collect richer qualitative data for more in-depth knowledge into human behaviour and attitudes; Foddy (1993, p.127) reports, ‘participants are able to express their opinions and attitudes without being influenced by the researcher, therefore, limited risk to a bias in research’. Disadvantages of using open-ended questions in research include the difficulty for the researcher to code a large quantity of data effectively, too much data and inferential statistics can be difficult to draw conclusions in research (Sudman and Bradburn, 1974; Schuman and Presser, 1979; Payne, 1980).  Other disadvantages are noted by Reja et al. (2003) who observed that participants may skip open-ended questions as they take too long to reply and use more cognitive effort to answer. 
3.4 Methods Rejected
Observations were ruled out purely because there was no direct access to observe students. Secondly, interviews were dismissed for the same reason and considering Bryman and Bell’s (2015) viewpoint, that to conduct interviews, the research would need enough participants to reduce bias, time to prepare, time to interview and the time to decipher a volume of qualitative data and this research had only a few months. 
A focus group was highly considered to go alongside the questionnaire for the in-depth real-life attitudes, experiences of students’ triggers of anxiety and to listen to students’ ideas of the ways lecturers could consider altering the format of lessons and support in order to reduce student anxiety levels.  A focus group is advocated by Morgan and Kreuger (1993) for group interviewing and would only need one session to discuss experiences, attitudes, feelings, and beliefs.  Collins and Hussey (2009); Sim and Waterfield (2019) recognise the pitfalls to weeks of planning beforehand, organising people to be in the same place at the same time whilst keeping the subject on track, facilitate group discussion, whilst trying not to influence or impose a hypothesis. Unfortunately, due to limited time and no access to participants directly, an online questionnaire deemed more appropriate at this time for this research.  
 
3.5 Epistemology
Epistemology is the theory of how knowledge is gathered and from which source (Cohen et al. 2018).  Creswell (2003) state epistemology is concerned with what do you know? and how do you know?  The case studies provided this research with some background knowledge into areas within the two learning environments which impacted upon students’ anxiety levels and other prior knowledge lies within experience of teaching and supporting students who have experienced anxiety in HE.  Epistemology also seeks to research behaviour using data that is socially situated and context-related utilising interpretivism to answer the research question (Bryman, 2001; Gray, 2021). 

3.5.1 Social Constructivist/Interpretivism paradigm
A social constructivist/interpretivism paradigm underpins this study because of the interested world view in acknowledging that reality and knowledge are not objective but are influenced by people within specific contextual environments which makes it subjective (Gray, 2021).  The research observed students’ anxiety, an emotional reaction to a series of active learning events that can occur within online and a classroom learning environments whilst comprehending that every participant’s learning experience is subjective, and their experience is individualistic.
 Denzin and Lincoln (1994) affirm the interpretivist goal is to gain further understanding into the meaning of individuals or groups of social or human problems and using a qualitative research approach is considered the best method.  Data was gathered within this research using both an online questionnaire and case studies with the researcher applying interpretation to make meanings and draw out themes and conclusions.  Key social constructivists researchers Guba and Lincoln (1985); Berger and Luckmann’s (1991); Morgan (2007) summarise the main characteristics within the interpretivist paradigm which include individual ‘s belief systems and realities which are many, they are socially constructed, cause, and affects are interdependent, and questions are generally broad so participants can construct the meaning to a situation. 
Criticisms surrounding the validity of interpretivism are noted by Erlandson et al. (1993); Hammersley and Foster (2000); and Hammersley and Traianou (2012), who infer that generalised findings are almost impossible due to its nature in subjectivity and can be open to greater bias from the researcher. Dudovskiy (2018) counter argues, supporting its high validity due to participants’ honest, trustworthy attitudes and beliefs which will show similar findings when observed under similar circumstances, for example if the same study were to be carried out time and time again across other Universities. 
3.5.2 Ontology 
Ontology is concerned with the assumptions we make to believe that that something makes sense or is real, it is the study of social phenomenon that researchers are investigating (Scotland, 2012).  In this research the social phenomenon is the emotion anxiety, questions such as what is reality? is reality of an objective nature or created by one’s own mind?  which is subjective and so are the participants’ emotions. The Importance of Ontology in this research is to investigate the real nature of the analysed themes of the participant’s anxiety levels. 

3.5.3 Phenomenological Paradigm or worldview
This research is also underpinned by a Phenomenological paradigm focusing on describing what all participants have in common as they experience a phenomenon, which is ‘anxiety’ in this research.  Moustakas (1994) and Van Manen (1990) identify an object of human experience linking what they experience and how they experienced it.  Phenomenology is popular amongst social and health sciences with key influencers, Husserl (1932); Heidegger (1857); Sartre (1905-1980) Giorgi (1985); Moustakas (1994) and Van Manen (1990). Thomas (2003) asserts Phenomenology collects experiential data as a form of knowledge focusing on peoples’ experiences and interactions they have with others and understanding how they perceive others perceive them; this links with the questions relating to the social aspects of interaction with peers and lecturer within the two learning settings.  Phenomenology in this research analyses the data by taking significant statements from the participants’ responses to the open-ended questions and devising themes to analyse the data. 
 
3.5.4 Positivist Paradigm
The positivist paradigm is utilised to collect the quantitative data in this research to a series of 5-point Likert rating scale questions, ‘not at all anxious, ‘slightly anxious’, ‘moderately anxious’, ‘mostly anxious’, and ‘extremely anxious’ within two learning environments.  The data will produce the frequency and percentages of the five levels of anxiety within nineteen Likert scale questions.  Kivunja and Kuyini (2017) champion the objectivist positivist paradigm in the collection of objects, whilst the object in this research relates to the emotion ‘anxiety’.  Similarly, Putman (2012) concurs that objects are not always what you can see to collect knowledge, they are also known through the experience of sense.  Moreover, Fadhel (2002) acknowledges the positivist paradigm as the preferred method to interpret observations in terms of facts, measuring entities, and interpreting trends and patterns. Whereas Gray (2021) and Collis and Hussey (2009) inform that Positivist’s conclude there is only one reality, the social world exists outside the researcher and data is only applied through observations. The positivist approach will benefit this research to identify if there is one learning environment that creates higher anxiety in learners more than the other with the frequency of percentages data derived from an excel spread sheet and analysed through a software SPSS version 2.0.

3.6 Pilot study
A pilot questionnaire was sent out to five students on a health and social care programme to evaluate and feedback.  Blessing and Chakrabarti (2009) and Blatch-Jones et al. (2018) advocate the use of a pilot questionnaire is to improve accuracy of questions and identify any potential problems that may arise.  A main encountered issued was with access to the link, apple products had no issues, but some other android phones found the questionnaire did not load when clicking on the hyperlink, this was rectified with the use of a QR code, and then their devices were able to pull up the questionnaire.  An investigation into this issue uncovered that the questionnaire was built using Microsoft Edge software and not all digital devices support ‘Microsoft Edge’. This common issue is endorsed by Lozar-Manfreda, (2001) who highlights issues with online questionnaires include download device compatibility and WIFI issues which counts for missing responses.

3.7 Ethical implications
Prior to commencing the research ethical clearance was sought from a HE institution. Faveretto et al. (2020) and Vayena et al. (2015) share the same view that all research studies have ethical issues to some degree. Sadman and Bradburn (1982) draw attention to sensitive questions and anonymity within research questionnaires.  Although, the researcher’s questions intend no direct physical harm there is a slight possibility of psychological harm.  Adhering to ethical code of conduct and guidelines as outlined by the British Educational Research Association (2019), the researcher acknowledges that the term ‘anxiety’ may be a sensitive topic for some participants and has mitigated this with adding adequate support contact details within the organisation’s wellbeing support and some local outside support agencies on the cover letter.  Great care has been used in wording questions containing anxiety. A definition of the term ‘anxiety’ for the purpose of this research is stated for participants to have benchmark in answering questions.  
Participants are anonymous and this is stated in the introduction cover letter of the online questionnaire.  Microsoft forms has a section built into it that only records respondent one and two, no email addresses, no names, no Ip addresses or personal identification data. Participant’s lecturers have no access to the data received; therefore, ensuring no participant is at risk of being identified causing any consequences to their future learning. Data will be gathered and treated with the upmost respect not implicating staff or students within the research. (See ethics form in appendix)

3.8 Hypothesis
The research hypothesis lies that participants would have a higher rate of anxiety associated more with online learning, as for some students this was an entirely new way of learning when students were first faced to continue their studies online with the arrival of Covid-19. However, it has been three years and many courses are now offering a blended learning approach and objectives within this research are to observe if one learning environment contributes to students’ anxiety levels more than the other environment and if students have adapted to a blended learning approach.

3.9 Difficulties within the research 
A key issue faced was the research had no direct access to students, this was mitigated with the help of three colleagues who offered to share the questionnaire hyperlink with their students.  A three-week window was given to receive the responses due to a limited timeline in the research.
As stated above a technical issue occurred when the online questionnaire was built using Microsoft edge and not all computer/phones devices were compatible to open the link. This was resolved by sending a QR code which helped. Having only three weeks to collect responses and the hyperlink not working for everyone the research was only able to receive 35 responses.

3.10 Analyse data
Microsoft forms software collected the overall data using an excel spread sheet and an individual analysis to each question.  The data has been interpreted and displayed into themes, tables, bar graphs, pie charts and insights for this research.  The excel spread sheet was exported into SPSS and descriptive frequencies were chosen to be analysed. The 5-point Likert scale questions are analysed using SPSS software version 2.0 to calculate the descriptive frequency data to observe the most frequent response to the five level of anxiety ‘not at all anxious’, slightly anxious’, ‘moderately anxious’, ‘mostly anxious’ and ‘extremely anxious’.  A table format illustrates the frequency, percentage, and cumulative results for question (1), (7) and (10). Bar graphs illustrate percentages for questions (2, 3,5, 8, and 11).  Jamieson (2004) and Betram (2007) support that the measurement of ordinal data is easily quantifiable in research. 
Open ended questions (4,6,9, and 12) will be analysed using Thematic analysis. Key words and phrases are coded using an Inductive approach to allow the data to determine the themes and interpretating the relationship between themes. The data is presented with six headed themes and respondents sentences. 

3.11 Summary
The methods of how this research has been conducted by firstly undertaking secondary research using case studies to narrow student anxiety themes within both online and classroom learning has been discussed. The primary method of research using an online questionnaire has been implemented illustrating the benefits and drawbacks. The qualitative methodologies of interpretivism and phenomenological are shown to underpin the foundations of the research by exploring subjective and experiential data.  The benefits of the positivism paradigm have been reviewed to show the collaboration between qualitative and quantitative data. 
Ethics within this research has shown how participants anonymity is protected and a wider support network was offered. Research issues had been identified and mitigated with no access to students at first and a technical problem.  This chapter concludes with how the qualitative and quantitative data have been analysed using thematic analysis and SPSS which leads into chapter four the analysis section.

CHAPTER FOUR
ANALYSIS


The aim of the research was to undertake an explore students’ anxiety levels in both face-to-face and online learning environments which was achieved by drawing out key anxiety themes in students within 10 case studies by: Cooper et al. (2018); England et al. (2017); Saade and Kira (2017) Bolliger and Halupa (2012); Abdous (2019); Russell and Topham (2012); Archbell and Coplan (2021); Grieve et al. (2021); Prentiss (2021); Tsang (2020), along with a qualitative and quantitative online questionnaire.   An objective within the study was to determine if one learning environment contributed more than the other  to students’ anxiety levels.  A second objective was to observe if students have adapted to a blended learning is a way  of teaching and learning in today’s HE environment which was achieved by the findings of participants’ anxiety levels in blended learning and style of learning preference.
Firstly, this analysis section sets out by presenting the six anxiety themes found within the descriptive qualitative data of the online questionnaire and secondly goes onto to link each theme with the corresponding ordinal frequency data retrieved within five levels of anxiety  in a series of Likert scales questions from the thirty-five respondents.  This was achieved using  a  software program SPSS version 2.0 to calculate the frequencies of ordinal data within the Likert scale questions. Thirdly, supporting literature from the 10 case studies data findings are compared against this research and an overall summary concludes the analysis section.

4. Thematic analysis
 A thematic analysis method was employed to analyse the qualitative data within this research to four open-ended questions (4), (6), (9) and (12) producing six themes (questions, groupwork, presentations, interaction with lecturers, concentration, and information overload). These themes were analysed against the ten case studies to show similarity and differences in findings.  
Thematic analysis in qualitative research enables the researcher to distinguish and report patterns in data (Braun and Clark, 2006 and Joffe, 2011).  Likewise, Thorne (2000); Nowell et al. (2017) and Kiger and Varpio (2020) report thematic analysis to be an extensively used tool when examining qualitative data for the researcher to identify, report patterns and emerging themes within the data.  The thematic analysis method used in this research was guided by Braun and Clark (2006) by  first familiarising with the data,  then generating initial codes, searching for themes with frequently mentioned key words, similar views, and opinions.  Themes were reviewed, defined, and named  to the four  open-ended questions:
(Q4) ‘Tell me about any learning online experience that has triggered you to feel anxious’. 
(Q6) ‘Tell me about any learning experience where you have felt anxious learning in a classroom’.
(Q9) ‘How does your fear of public speaking affect your student experience of learning in higher education?’
(Q12) ‘Please list your ideas on how your learning environment could reduce your levels of anxiety’. 
 Seven themes were identified in question (4), five themes in question (6), three themes for question (9), and five themes in question (12).  An overall twenty themes were categorized and reviewed for similarities which then were narrowed down to six overarching themes: ‘questions, groupwork, presentations,  interaction with lecturers, concentration,  and  information overload’.
Figure 4. Schematic representation of the six main themes
 


4.1 Theme one – Questions
Questions are a key part in checking students’ knowledge and understanding in higher education (England et al. 2017), however this research has shown that ‘questions’ are a trigger to students’ anxiety levels. This theme was in response to questions (1) and (7) (see questionnaire in appendix), 
‘I get anxious when answering questions thrown at you with everyone waiting for you to answer’. ‘I feel anxious when asked a question online with everyone waiting for a response and you can’t unmute the button’.
‘When the lecture would ask you a question online and not knowing the answer is harder to communicate online rather than in person’.
‘Having to speak out and answer questions in either online or the classroom’.
‘Playing kahoot and your name is on the board’.

These responses indicate students felt anxious at the thought of the audience observing them when giving an answer along with being worried about getting the answer wrong in front of others.






Table 1. (Q.1).
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Table 2.
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Table 3. (Q.7).
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Overall, the results in table 1 above demonstrate that 40%, which is just under half of participants responded with feeling ‘mostly anxious’ which is  towards the higher end of the scale  to being  asked to answer a question and ask questions online. The results for being asked questions within a classroom are significantly  lower as shown in  table 3   with  25.7% of students feeling  ‘mostly anxious’.   
Table 2 demonstrates that asking in a question in front of peers in a classroom produced the highest percentage of responses 40%  to feeling just ‘slightly anxious’ a much lower level of anxiety. 

The results show a clear indication that asking and being asked a question online caused the highest amount of anxiety in comparison to  being asked a question within a classroom.   A reason  for this suggested by Arribathi et al. (2021) may link to being able to see yourself online and others looking at you and this is also confirmed by psychologist Schmidt (2020) who infers that individuals are often self-conscious, and fear being judged negatively on how they look and sound.  In accordance with the results above, previous case studies by Cooper et al. (2018) have demonstrated that 59.6% of students reported their anxiety was increased with random cold calling questions which was driven by fear of negative evaluation and not knowing the answer.  Likewise, England et al. (2017) observed cold calling questions to have the highest rating of anxiety with 67%  students reporting  feelings of anxiety when  being asked and asking questions due to feeling worried about not knowing the answer and looking stupid in front of peers.

4.1.2 Theme Two – Group work
Group work is viewed as a powerful learning tool enabling students to develop key transferable skills whereby, students are required to work as a team to carry out a research project and present it either or both orally and in a written format with each member of the group expecting to contribute and a mark is rewarded to the group (Francis et al. 2022 and Cooper et al. 2018).  It is a prominent form of active learning and employed in assessments within all higher education institutions nationally and worldwide, however, group work emerged as a theme in this research linking higher levels of anxiety amongst students with ‘group work in break out rooms within online learning’.   A series of participants’ responses below are linked to question (4) which asked about ‘any learning online experience that has triggered you to feel anxious’.   
‘I’m anxious in break out rooms with other people and not knowing what to do. Worried about not contributing enough and then not being able to answer the lecturer and look stupid’.
‘Break out rooms - specifically when placed in random group with unfamiliar students’.
‘When we are out into break out rooms, I find it slightly pointless because nothing really gets done in that time’.
‘Maybe give the students the option to work in breakout rooms with fellow students they feel comfortable around. Many of us felt we could have achieved more during the breakout room sessions had we been with one another, rather than students we didn't even know’.

‘Mainly in practical sessions where I've had to demonstrate skills in front of lecturers or peers or 
having to role play scenarios. Also, in lectures I find it difficult to contribute to discussions or answer questions in case I get them wrong’. 
‘I sometimes feel anxious when undertaking group work if I am working in a group with peers who are unfamiliar’.
‘Group work where I did not like the people, and some did not do the work until the last minute I felt very anxious and stressed I thought I was going to fail’.


A common view  seen above by participants correlated with not knowing what to do, not liking breakout rooms,  worried about getting the work wrong and worried about which students they  are working with.
Below table 4 demonstrates the responses in question (1), ‘rate your anxiety with group work in break out rooms’.



Table 4. 
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Table 4 above highlights that 22.9% of students reported feeling ‘mostly anxious’ to working in groups, whereas in equal measures  22.9%  also indicated they ‘did not feel anxious at all’.  Adding up the top three highest parts of the scale produced an overall 54.3%  of participants feeling between ‘moderately’ and ‘extremely anxious’ in break out rooms. 
Prior case studies have also noted a correlation of anxiety with group work, Cooper et al. (2018) demonstrated that 69.2% of participants indicated  group work affected their anxiety levels, similarly,  England et al. ( 2017, p 11) illustrated 58% of students’ anxiety was affected by group work and interviews uncovered  students responses of ‘not knowing whether to trust the groupwork, finding others to work with, others you don’t know, and working with one student who is dominant and takes the lead and being anxious if it is the right way’.   Supporting this view is a study by Theobald et al. (2017)  who found that having a dominant student take the lead in group work in fact increased students anxiety levels and Strauss et al. (2011) research observed a rise in anxiety levels when students were assigned to groups for assignments. 




4.1.3 Theme Three – Oral Presentations 

Oral presentations are a common assessment used in higher education worldwide and  usually involves a student or a group standing in front of a class of peers and teachers delivering a talk either using PowerPoints or not with the intension to share information (Archbell and Campbell, 2021). This theme relates to question (9) ‘how does your fear of public speaking affect your student experience of learning in higher education?’  which is demonstrated by the participants’ responses below. 

              ‘Giving presentations with the whole class watching’. 
‘Presentations cause anxiety levels to raise dramatically due to lack of experience in presenting face to face’.  
‘Presentations felt like i was on trial, some don't even show up as its too much for the nerves and pressure’.
‘I don’t really have a fear of public speaking in a face-to-face environment - presentations are nerve wracking’,
‘I worry that my grades will drop if I don’t perform well’.
‘I worry that I don’t come across very well I stumble on my words when I am nervous, I feel so embarrassed speaking to a group’.
‘I automatically think I have failed this as my kind goes blank and I can’t think what I have to say then afterward I feel I could have said a lot’.
‘I dread this. I feel that I have failed it before I start so I wonder why I should bother’. 

Key indicators in the above responses illustrate students perceive a negative evaluation of self and are worried about negative evaluation off the audience and lecturer.  Likewise, Grieve et al, (2021) uncovered the ‘fear of being judged’ was one of their first themes identified correlating with findings within this research.  A strong relationship between presentations and high levels of anxiety have been reported in literature with Russell and Topham (2012)  who demonstrated that slightly more than 80% of students reported presentations were associated with frequent social anxiety.  Other key literature who shares a similar view is Tsang (2020) who observed higher ratings of anxiety were linked to students’ worrying about their performance and Marinho et al (2017) noted anxiety occurred in students when they worried about  delivery competence. 

Question (7) ‘rate between 1-5 your anxiety levels of presenting group work within a classroom’ is presented in table 5 below  displays the higher frequency data of  34.3% students experiencing presentations as ‘very anxious’ and closely behind is 28.6% of students felt ‘extremely anxious’ during presentations.  Added together these results demonstrate that over 60% of students fell into the top two  higher levels of anxiety when performing a presentation.
Table 5.
[image: Table

Description automatically generated]
4.1.4 Theme Four – Interaction and support from lecturers

Theme four was devised from responses to the open-ended question (12) ‘please list your ideas on how your learning environment could reduce your levels of anxiety’.  Interaction with lecturers and building good relationships has been shown to reduce student anxiety by Buelow et al. (2018) who observed that regular participation with the lecturer, giving timely feedback and answering questions immediately contributed to good student engagement.  

‘Building relationships with lecturers and peers has been difficult online’. 
‘Not understanding what I needed to do and left without saying anything to anyone I felt anxious all night and wanted to leave the course. Had I been in a classroom I feel I could have approached the lecturer without anyone hearing my concerns’.
‘Some lecturers explain the subject well and some lecturers are hard to understand’. 
‘More support from the lecturers’.
‘Lecturers do not give enough time to write good notes, they move on too quickly. Pace needs to be slower’.
‘Teachers coming to help students after explaining in small groups if those people are not so confident of what they just taught’.

A common requirement by students seen here is receiving support and having a good relationship from lecturers. Dixson (2010) asserts that good communication between students and lecturers contributed to increased engagement within active learning and reduce anxiety amongst students.


Table 6. (Q.1).
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 It can be seen from table 6, that 28.6% of students felt ‘mostly anxious’ with less interaction with a lecture online, however in equal measures 28.6% stated they only felt ‘slightly anxious’ in response to question (1) ‘rate your anxiety levels to interaction with lecturer online’.  This research supports similar evidence from previous studies by Longhurst et al. (2020) who highlights that 21% of students considered the teacher-student relationship a threat to engagement if not maintained with online instructor being socially present. Likewise, Croft et al. (2015) acknowledges students can often feel isolated in online learning due to the physical separation between tutor and student and between peers.  Additionally, Park (2008) reports 22% of students found they had feelings of isolation with limited access to lecture in online learning. 



Table 7. (Q.7).
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In response to question (7) interaction with teacher in class, table 7 demonstrates that 45.7% of students almost half of the participants were ‘not anxious’ and 28.6% of students felt ‘slightly anxious’.   In summary this research illustrates that participants rated higher levels of anxiety  less interaction with lecturer online than with a lecturer in the classroom. 


4.1.5 Theme Five – Concentration

The theme concentration emerged from open-ended question (4) ‘tell me about any online learning experience that has triggered you to feel anxious’ and links with question (1)  ‘rating anxiety to home distractions whilst being online.’ 

‘I don’t like online learning. I can’t concentrate. I switch off and often switch off the camera, I lose interest’. 
‘I struggle to concentrate and lose focus online. I get up halfway through and put a wash on.’
‘Not being able to follow the lesson due to home distractions and feeling bored.’ 
‘I find it takes a lot more energy and effort for me to concentrate in online lectures and it has also impacted my routine negatively e.g., staying in pyjamas/ not getting out the house etc. which all has its impact on mental wellbeing and connection with others’’.
‘I have dyslexia and find note taking hard and I worry about taking the right information in and I forget lots of things’.

The responses show that there are more distractions learning online which are linked to poorer concentration triggering anxiety.  Supporting these responses is Al-kumaim (2021) who reported 51% of students found it challenging to pay attention to their learning online linking to feelings of anxiety.  Similarly, Pennino (2022) stated that 66% of students indicated they were less engaged with course material with online learning inferring there were too many distractions and unsuitable home learning environments which had a correlation with feelings of anxiety.  Moreover, these studies support the findings within this research which demonstrates that 62.9% of participants’ anxiety were placed within the top 3 levels of anxiety due to home distractions and poor concentration shown in table 8.  





Table 8. (Q.1).
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4.1.6 Theme Six - Information overload

Information overload was a theme drawn from informed literature by Chen et al. (2011), Arribathi et al. (2021); Al-kumaim (2021); Glean (2020) and Triandafilide (2020) as a trigger in causing anxiety amongst students whilst learning online. Cognitive psychology infers that cognitive overload happens when an individual is given too much information or too many simultaneous tasks at once which results in preventing them from performing tasks or processing information (Khan, 2022).   It is suggested that in many online learning environments students’ screens have too many things going on at the same time with audio narration, visualization of PowerPoints, the lecturer, themselves, other group members, text animations, pops up from social media, emails on the screens whilst including some have busy home lives going on in the background causing students to have split attention (Khan, 2022).  Pappa (2019) confirms that cognitive overload leads students to feel overwhelmed and anxious. 


Table 9. (Q.1).
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Information overload in this research received 42% of students reporting ‘moderate levels’ of anxiety and 31.4% with feeling ‘mostly anxious.   Supporting these results is a study undertaken by Al-kumaim (2021) during Covid-19 who observed 69.5% of students were found to experience information overload as a primary cause of students’ higher levels of anxiety.    Previous studies by Harasim (1987) and Chen et al. (2011) have observed  students’ anxiety connected with information overload when students are faced with learning the technical skills to participate in online learning whilst managing large volumes of course information and engaging in oral and written discussions.
4.2  An overall graph to demonstrate the frequency levels of a series of 10 five rating Likert scale questions to question (1) online learning.

Table 10 – Question 1, ‘rate your anxiety levels to the following areas in online learning.’ 






4.2.1 - An overall graph to demonstrate Question (7) ‘rate your anxiety to a series of 8 Likert scale questions within classroom learning’.

Table 11  Likert scale  responses to rating anxiety in  classroom learning. 






4.2.2 - Table 12 –Highest to lowest ranking order of ‘very anxious’ to  Likert scales questions  (1) and (7).

Extreme anxiety was rarely reported in this research whereas most participants rated their top feelings of anxiety with ‘very anxious’. The table below demonstrates the ranking order to areas students found ‘very anxious’ in both classroom and online learning. 


	Rankin 1-8 to
‘Very anxious’ responses
	
	Ranking 1-10 to
‘Very anxious’ responses

	

	Classroom- question 7
	
	Online- question 1
	

	1. Presentations in group
	34.3%
	1. Asking questions online
	40%

	2. Being called upon to answer a question.

	25.7%
	2. Information overload 
	31.5% 

	3. learning in the   lecture room
	11.4%
	3. Interaction with lecturer online or not
	28.6%

	4. Arriving to lecture on time
	8.8%
	4. seeing yourself online  
	26.5%      

	5. Asking questions
	8.8%
	5. Group work
	24.2%     

	6. Arriving to lecture on own
	5.9%
	6. Home distractions
	23.5%

	7. Seating arrangements
	5.9%
	7.Sourcing resources online Teams/Moodle 
	21.2%

	8. Interaction with lecturer

	2.9%
	8. IT skills
	17.6%

	
	
	9. Using University Moodle and apps
	14.3%

	
	
	10. WIFI
	8.6%





This research has identified the top two triggers to students’ anxiety in both classroom and online by calculating the highest frequency responses to feeling ‘mostly anxious’ using SPSS software derived from the excel spreadsheet in Microsoft forms. 1. ‘ Presentations’ (34.3%) and 2. ‘being asked a question (cold calling)’ (25.7%) featured as the top two in classroom learning.   1. ‘Asking questions online’ (40%) and 2. ‘information overload’ (31.4%)  was rated the top two for ‘mostly anxious’ in online learning.   

It has been suggested in previous research  by (Saade and Kira, 2009; Chen et al. 2011 and Hauser et al. 2012 ) that Computer anxiety has a correlation with triggering  students’ level of  anxiety, however these predictions differ in  this  research which  has found that ‘sourcing resources online’, ‘using the university’s Moodle platform and applications’, and students’ IT skills’ have featured on the lower end of  the anxiety  scale in triggering students’ anxiety.











4.3 Demographics of Age group of  Participants

Table 13 – Age group of Participants Q.2.




The online survey received 35 participants with the age makeup divided into four categories.  The fewest participants, with 17%, were in the 21-30 age group whereas the highest percentage of students fell into the age category of 31-40 with 37%.  Health and social care  and Masters courses are traditionally known to have a greater number of mature students enrolled on their programs.  31–40-year-olds have been used to traditional classroom style of learning and this may account for some anxiety bias towards online learning and the use of IT skills. 












4.3.1- Study levels

Table 14 – Study levels Q.3.



Level 4 was made up of almost half of the responses from participants. A reason for this is due to access to a lecturer teaching level 4 students, the second reason is level 4 has the largest cohort currently on the health care portfolio. Cooke et al. (2006) asserts that foundation levels often have higher numbers of students compared to higher levels of study.  Level 4 are often more anxious in giving presentations than students who have prior experience in presenting for a few years (Archbell and Coplan, 2021) and this may have a bias towards the highest frequency levels found within group presentations.  

4.4 - Social Anxiety
Question (8) aim was to identify if there were any students who experienced social anxiety within the sample cohort.  ‘Social anxiety’ in this study is defined as a term to describe an overwhelming fear of social situations of meeting people, making eye contact, or speaking to people’.


Table 15 – Social Anxiety 


The results in table 15 demonstrate that there was a greater number with 35% of the students experiencing social anxiety within both learning environments, whereas 29% responded with neither.  Having a higher percentage of participants experiencing social anxiety may influence the higher frequency of higher anxiety levels within presentations, asking and answering questions and seeing yourself online rating scale questions.  Supporting this view was seen in Russell and Topham (2012) study who found socially anxious students experienced higher rates of anxiety in presentations, answering questions and working in groups.     

4.6 - Blended learning
Question (10) aim was to identify students’ anxiety levels within a blended learning hybrid approach of having a combination style of classroom lectures, online lectures, and e-learning activities.





Table 16 – Blended learning
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These findings in table 16 show most students found their anxiety levels lower in this approach of learning with recordings of 37.1% not feeling anxious and 34.3% feeling slightly anxious adding up to a total of 71.4% of participants in the lower anxiety level bracket.  Weitzel (2021) promotes the ‘Flex’ BL style where the backbone of the course content is based online, and directs students to offline activities, lectures provide face-to- face support and individual support a needs basis. 
Bruggeman et al. (2021) and Castro (2019) revealed  that BL has a positive impact on teaching and learning whilst fulfilling students’ diverse learning needs. furthermore, Khan et al. (2022)  proposes that BL has been a life support to HE during Covid-19 and has played a significant role in moving HE forward into this way of teaching and learning.
Table 17 -  Q.11 Style of learning
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43% preferred a hybrid approach for flexibility, 49% of participants favor learning with a  classroom only environment and only 9% chose online only.  

Table 18 - Participants preference statements to learning.
	Face-to-face classroom responses

‘Classroom learning will less my anxiety’.
‘Face to face only’
	‘Consistency on face-to-face learning’.
‘By continuing to learn in the classroom’. 
‘Typical way of learning. Face to face, back and forth with lectures and students’. 
‘I love learning in the classroom, it is more of a learning environment where I feel comfortable in. ‘I feel I get my questions answered and feel motivated’. 
‘I like to learn face to face, as I can ask questions there’. 


Online - Learning responses

               ‘I find online lessons fine as it gives me the flexibility around work and childcare.’ 
‘Online sessions could be more structured, and breakout rooms either gone completely - 
‘I prefer online learning as I experience panic attacks and have depression, I don’t like leaving the house I like online learning’. 





These responses in table 18 clearly indicate that the sample prefer classroom learning to online learning.

4.7- Reliability of study
Brynman and Bell (2015) propose that reliability is to what extent does the questions in the survey consistently elicit the same results under the same conditions. It is expected that the online questionnaire would provide similar results against similar research and in a larger study because previous literature has stated very similar findings to this research.  To mitigate any potential bias, a clear description of the terms, anxiety, social anxiety disorder, and blended learning were stated  so that participants understand their meanings and overall purpose of the research.  The researcher has no connection to the participants which eliminates coercion and bias answers from the participants. 

4.7 - Summary
This research has identified six key themes linked to triggering anxiety in students learning in both online and classroom; questions, groupwork, presentations, interaction with lecturer, concentration and information overload derived from thematic analysis to four open-ended questions.  These themes were cross referenced against the Likert scale main questions in online and classroom learning and found a correlation with the highest frequency of responses found in ‘mostly anxious’ the second highest rating in anxiety.  The emerging top two results in classroom learning are  ‘presentations in groups’ and ‘being called to answer a question’ whereas,  ‘information overload’ and ‘asking and answer questions’ were related to the top two anxiety levels in online learning.  ‘Asking and answering questions’ online received the highest overall rating to the participants anxiety demonstrating that fear of oral speaking associated with the fear of being judged on knowledge and how they are perceived  by peers is prevalent in today’s learners. 
Social anxiety was identified to have 35% of participants in both learning environments which accounts for a third of responses demonstrating that social anxiety is prevalent.  Concentration emerged as theme resulting in opened ending questions to online learning and classroom learning has been chosen as the main preferred method to today’s learning.  The themes will be discussed next in chapter five conclusion and discussion outlining ways to support students to reduce their anxiety in learning.  





CHAPTER FIVE
Conclusion and Recommendations

5. Conclusion
This research set out to answer the topical question’s aim, ‘an exploration of student anxiety levels in both online and classroom learning’ with the study hoping  to gain an insight into key triggers affecting students experiencing anxiety within two active learning domains. This was achieved by  undertaking case study research first and implementing a qualitative and quantitative online questionnaire secondly  to a cohort of  35 health and social care students within one HE institution. 
Due to the broad nature of the question the research uncovered an extensive body of literature on anxiety in students and the investigation  had to narrow  many areas of informed literature to fit into the requirement of a Masters dissertation word count, choosing  to focus  more on the impact on students anxiety levels within active learning pedagogies within online and classroom learning.  
The case studies revealed six themes, ‘oral presentations and student anxiety’, ‘social anxiety disorder in HE’, ‘group work and students’ anxiety’, ‘online digital learning’ ‘student computer anxiety and ICT skill’, and ‘student anxiety with information overload’.  These themes were discussed in depth in the literature review section and were the foundation of the research and informing the questions for the online questionnaire.  
The online qualitative and quantitative  questionnaire was analysed and uncovered ‘group work’, ‘asking and responding to questions, ‘presenting work’, ‘concentration’, interaction with lecturers’, and ‘information overload’ as six  key themes  to  trigger anxiety  in students.  Four themes drawn from the case studies matched with the online questionnaire themes.  Differences  in the themes were ‘Concentration’ and ‘interaction with lecturers’  which were found to impact students anxiety in the questionnaire yet were not highlighted within the case studies.  ‘Computer  and ICT skills’ were found to have lower ratings of anxiety within the questionnaire research than what was previously found in the informed literature within the case studies.  The impact COVID-19 had on compulsory education through to higher education with  students learning through technology platforms  could account for a positive influence  on improving ICT skills which is why three years later this research demonstrates a lower anxiety rating. 
The questionnaire utilised 5-point Likert scale questions to evaluate students anxiety levels with 1. ‘Not at all anxious’, 2. ‘Slightly anxious’, 3. ‘Moderately anxious’, 4. ‘Mostly/very anxious’ and 5. ‘Extremely anxious’ to a series of 19 questions relating to online and classroom learning.  This research established that very few responses to questions were linked to ‘extremely anxious’, whereas most responses when participants felt very anxious fell into the ‘mostly/very anxious’ category.  The research chose to analyse the high frequent responses to ‘Mostly/ Very anxious’ to draw as themes which correlated with the open-ended questions themes.

5.1 Results
1. Asking and answering a question online produced a higher number of responses to ‘mostly anxious’ as opposed to participants feeling ‘slightly anxious’ found within the classroom.  It was found that the fear of negative evaluation of getting an answer wrong whilst being observed online by an audience was the key trigger in feeling ‘mostly anxious’.
2. Break out rooms and group work online were a trigger to students anxiety due to the random selection of break out rooms, students reported feeling ‘moderately - very anxious’ of working with others they did not know, worried about what they need to do, and trust who they are working with to produce the work. 
3. Oral presentations came out at the top rating anxiety within the classroom. Responses of feeling negatively judged by the audience, worried about performance anxiety, and forgetting their words were linked to 34.3% participants rating ‘mostly anxious’. 
4. Interaction and support from lecturers were seen to cause anxiety especially where online learners found it difficult to build relationships with lecturers. Lecturers were viewed necessary to facilitate the learning, offering support and guidance. 
5. Concentration emerged as a theme linked to online learning where participants found online learning more distracting than being in a classroom, participants reported losing focus easily, and having home distractions as a contributor. 
6. Information overload was rated the second highest in ‘mostly/very anxious’ amongst online learning with 31.5% of participants finding this very anxious towards their learning.
7. The research revealed that around a third, 35% of the sample cohort were found to experience social anxiety disorder. 
8. Classroom learning came out with 49% almost half of participants preferred this way of learning. 

5.2 Objectives 
The first objective was to identify if students anxiety levels were triggered in one learning environment over the other.  This was somewhat challenging in the analysis section as the Likert scale questions were distinctively different due to the nature of the learning environments.  There were ten Likert scale questions for online learning and eight Likert scale questions for classroom.   The only  three similar questions included ‘group work’, ‘asking and answering questions’, and ‘interaction with lecturer’.   Online learning  revealed  a  higher percentage  of ‘mostly/very anxious’ to ‘asking and answering questions’ and ‘interaction with lecturer’ compared with classroom learning whereas, ‘presentation group work’ reported a higher percentage of responses to ‘mostly/very’ anxious compared with online ‘group break out rooms’.   
The research was able to  identify  online learning as a source to students experiencing  higher levels of anxiety than  within a classroom by  the overall collated response in the  ranking table to ‘mostly/very anxious’.   Online learning was observed as having overall higher percentages to the top three with ‘asking questions online’ 40%, ‘information overload’ 31.5% and ‘less interaction with lecturer’ 28.6%.  Whereas,  learning in the classroom top three include ‘group presentation’ 34.3%, ‘being asked a question in class’ 25.7% and  ‘learning in a lecture room’ 11.4%. 
A second objective within the research was to observe if students had adapted to a blended learning approach that is being applied more frequently in teaching and learning in HE today.  The results in this research illustrated that 43% of participants preferred blended learning’s flexibility as a way of learning, whilst data from the research showed that 71.4% of participants experienced lower levels of anxiety learning in a BL way which indicates students have responded well to adapting to a BL style of teaching and learning.   

5.3 Limitations of study
The research would have allowed for more greater generalized results if a more diverse example had been used.  This study  used a modest convenience sample from one HE organisation in the United Kingdom and included degree programs in social sciences only whilst, excluding STEM, education, and the arts which make up most the institution’s degree offerings. The reason the  questionnaire  was sent to the  convenience  sample group was the direct link to other lecturers who had access to students currently.  The sample was made up of students aged 18 and older, with the bulk of participants falling into the 31-40 age category. No school-aged children were included in this sample. Furthermore, gender, prior mental health, English language proficiency,  and race were not factors considered or measured in this investigation. These areas can be recruited for future studies including exploring the correlation with student engagement, student experience and student retention.  
The research was unable to correlate age group and level of study with frequency levels of anxiety due to the nature of the questions asked, SPSS was unable to pull any valid data.  The reason uncovered  was no direct question that asked learners if they experienced anxiety in just the classroom or online, the questions were Likert scale based to subheadings with online, classroom  or open ended, Future research may include questions which can be evaluated  more accurately using software. 
The questionnaire was only written in the English language as the researcher did not have time to have the questionnaire translated and the results translated into Welsh.  This is a consideration for the future. 
This research did not uncover any new themes to contribute to the extensive  body of  current literature on anxiety in students within HE, however this research was able to  identify many key anxiety themes and has been able to show comparisons. The research has uncovered that explorations into the topic of students’ anxiety have been widely researched for over a century and continues to undergo investigations. Undertaking a literature review  has provided the researcher with an additional  body of knowledge, awareness  and understanding into  the causes of anxiety in HE and  how  to support students more efficiently and how to adapt teaching styles and assessments.   

5.4 Professional and personal development
An area which has drawn the attention of the researcher is how to disseminate information online more effectively and not create information overload in students. The author recognised that when COVID-19 arrived and it was the first time of teaching online, the researcher fell into the trap of believing that everything had to be put on Moodle for fear that students would not have all the learning material to complete the course. Therefore, uploaded, PowerPoints with more information than bullet points along with a voice over, Panopto videos, word handouts and exercises. The researcher is not currently teaching due to a career change but is aware that further training in delivering lectures online and conducting additional study into the most effective techniques in delivering online is necessary.  This area has exposed a knowledge gap for the researcher however, this research has offered fresh insights and a new perspective on how students absorb material online which the researcher can facilitate in the future.  Likewise, gaining a transparent awareness of students key triggers of anxiety within online and classroom learning from this research will enable the researcher to undertake specific measure to reduce those stressors and support students more effectively in both learning environments.  If the researcher was in a teaching role, she would feel more comfortable in meetings around discussing assessments with colleagues and suggesting alternative ways of assessing students struggling with oral assessments. 
The literature on social anxiety and speech anxiety has proved extremely valuable and has been utilised in supporting students in the researchers’ current employment in supporting and mentoring students with mental health within a HE organisation.    

5.5 Recommendations
The research into exploring students anxiety whilst learning in both an online and classroom environment has not just highlighted key triggers but has also been invaluable in understanding alternative ways of supporting students within these environments. Recommendations to implement alternative strategies and support to students experiencing anxiety with oral presentations, group work, socially anxious and reducing information overload in teaching and learning are  discussed below. 

5.5.1 Ways to minimize anxiety relating to oral presentation for students.
Oral assessments are considered to be an authentic form of assessments according to Terwilliger (1997) and are critical for the development of work ready graduates (Cabellero and Walker, 2010). Therefore, it is important to support students in developing oral skills and enable them to feel more confident.  Tsang (2020) identified students’ ‘self-perceived competence’ was a correlation between oral presentations and anxiety and suggest building learners self-perception with positive re-enforcement, focusing on their strengths, and guiding them. Other recommendations include:
· The lecturer demonstrates how to do an oral presentation either by doing it themselves or showing how to  do an oral presentation illustrated by  you tube videos. 
· Include public speaking learning within the curriculum (Grieve et al, 2021).
· Allowing student additional opportunity to rehearse in front of one or two individuals to boost their self-assurance (Russell and Topham, 2012).
· Graded time exposure of public speaking throughout the curriculum.
· The use props and PowerPoints to talk around. 
· Give students strategies such as, where to look, breathing techniques, and coping strategies.
· Students can record themselves at home and upload the video.
· Utilize  other support services  in wellbeing, study skills and library.

5.5.2 Ways to support Socially Anxious Students
Russell and Topham (2012) recommends that there is a need in enhanced pedagogic support for students with social anxiety and advises teaching staff to reduce any cold calling to those students and place socially anxious students with a small working group of peers.  
· Using icebreakers, quizzes, and enjoyable activities, teachers can help students get to know one another better and integrate more effectively into the classroom. 
· Lecturers having more of an understanding of the distinction between general anxiety and social anxiety (Russell and Topham, 2012). 
· Signposting students to wellbeing and counselling support
· Tutors support socially anxious students in less challenging situations by changing the context of where the students deliver their presentations (Russell and Topham, 2012).
· Use technology for students to upload their responses on polls and quizzes and use videos or audio technology to upload oral speeches (Archbell and Coplan, 2021). 
· Recommendation for timely feedback from lecturers improves student engagement and reduces anxiety  and low motivation (Martin & Bolliger, 2018). 
· Incorporate a greater engagement between lecturers and students and allocating smaller groups of students to work with socially anxious students including peer mentoring with socially anxious students fostering positive relationships (Archbell and Coplan, 2021). 

5.5.3  Ways of reducing Information overload.
· The importance of lecturers engaging in professional development in online pedagogy.
· Allowing more time to develop online material in advance of the start of courses and not use the same format as a classroom.
· Taking sufficient breaks is more crucial online than within a classroom since students report becoming tired easily from staring at a screen, participating visually and audibly whilst working on tasks, and reading discussion boards. 
· Important students have sufficient background knowledge prior to the lecture.
· Find ways to reduce information overload by sourcing good quality material not quantity.
· Students having good note taking so they can ‘(1) Prioritize information immediately, (2) hold information to be followed up when time permits, (3) to be noted and filed for the future reference, and (4) information needs to be discarded and ignored’ (Wilson, 1995, p.46) and not feel overwhelmed by audio and visual information simultaneously. 

5.5.4  Ways to reduce anxiety in group work.
· Allowing students to pick their groups (England et al. 2017).
· Create purposeful groups early in the semester and give them plenty of time to get used to each other (Finnegan, 2017).
· Place socially anxious students with smaller groups
· Each student is allocated their own section and marked on that section not as a whole group project.
· Include a grading rubric up front so students are aware of what they are being assessed on.
· Demonstrate benefits of working as a team and consolidating knowledge.

5.6 Suggestions for future research. 
This research has identified a variety of areas within active learning that impact upon students anxiety levels. The research was only able to collate a surface amount of evidence from informed literature  and a modest sample group therefore, choosing one topic for future research would enable the researcher to explore an area in more detail.   Social anxiety  disorder is a topic derived from this research which the researcher would like to develop further by undertaking  a focus group to gain a more in depth understanding of the complexities, learning barriers and isolation students with social anxiety disorder face learning in HE.  Blended learning was briefly discussed as a link between classroom and online learning, reigning in summary points were difficult due to the volume of research.  Future research into this  topic would benefit greatly by comparing research into the BL before and after COVID-19 looking into benefits and drawbacks on students learning.  The research would also benefit from expanding by involving other departments, STEM, education, and the arts in addition to the health sciences for a cross-sectional study using an online questionnaire to generalise overall  findings.  
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Appendix 1- Consent cover letter


An exploration of student anxiety levels in both face-to-face and online digital learning

You are invited to participate in a research study titled, ' An exploration of student anxiety levels in both face-to-face and online digital learning'.  This study is being conducted by Sharon Langford and is being supervised by Elaine Sharpling at the University of Wales Trinity Saint David Swansea Campus. 

Before you decide to take part in this Masters dissertation research project, it is important that you read the intention of the research and the meaning of the term 'Anxiety'.

1.The aim of the survey is to gather data to explore key main triggers of students' anxiety levels within the two learning environments online and classroom.  A research aims is to observe if one environment causes higher levels anxiety than the other.

2. The definition of 'Anxiety' for this research is to feel 'worried, nervous, and to feel physiological tension in your body such as palpitations and tingling sensations triggered by your learning environments over the last twelve months of studying.  Anxiety is the body's natural response to a stressful situation. We can all experience anxiety at any part of our learning journey. Answering the questions is not a diagnosis for anxiety. The research is aimed at looking for key triggers in students learning within both online learning and face-to-face classroom environments. 


3. In this study you will be asked to complete an electronic survey. Your participation in this study is purely voluntary, you are free to withdraw your participation at any point throughout the survey.  If this study may be emotionally triggering for you, please do not feel the need to participate.


4. All information collected for this research project is kept confidential. The survey collects no personal identification data.   All responses in this survey are recorded anonymously such as response one and two.  I the researcher only has access to the data.  All data is protected under the Data Protection Act 2018 utilized by the University and Microsoft Forms. There will be no identifiable personal data documented within the research. This research is not being printed or published; it is purely for the purpose of the dissertation. Data will be kept for six months only.

There are 12 questions and should approximately take between 5-8 minutes.

 If you have any questions regarding this survey on this research project, you can contact Sharon Langford via email on 1705084@swansea.uwtsd.ac.uk or my supervisor Elaine Sharpling on elaine.sharpling@uwtsd.ac.uk

By completing and submitting this study, you are indicating your consent to participate in the study. 

Your participation is greatly appreciated. 

Please see below a list of support links: 

Support services UWTSD
You can seek help for your mental health and wellbeing with student services on hwb@uwtsd.ac.uk or https://www.uwtsd.ac.uk/student services/
Free 24-hour confidential helpline 0800 028 3766
Via your smart phone you can access wellbeing apps www.healthassuredeap.co.uk username 'wellbeing' and password 'loopMindTram' 
Other wellbeing apps in UWTSD 'wellbeing' are available 'Together All' and 'Feeling good' and 'My healthy advantage app from google play or app store. 
Swansea campus counselling service - 01792 481 206 
CALL helpline Mental Health Helpline for Wales 0800 132 737 or text help to 81066
SHOUT helpline 24/7 Text 'shout' to 85258
 https://www.silvercloudhealth.com/sign up CBT online 12-week course free (18plus) 
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Appendix 3 - Microsoft forms results 


Click on PDF for Microsoft forms results.


Excel results PDF click on PDF link.
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Appendix 4 - SPSS extra results not in the analysis section
[image: Table

Description automatically generated]
[image: Table

Description automatically generated]
[image: Table

Description automatically generated]
[image: Table

Description automatically generated]
[image: Table

Description automatically generated][image: Table

Description automatically generated]
[image: Table

Description automatically generated]
[image: Table

Description automatically generated]
[image: Table

Description automatically generated]
[image: Table

Description automatically generated]
[image: Table

Description automatically generated]





Appendix 5- Ethics form

 APPLICATION FOR ETHICAL APPROVAL

In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  

SECTION A: About You (Principal Researcher)
	1
	Full Name:
	Sharon Langford 

	2
	Tick all boxes that apply:
	Member of staff:
	☐
	Honorary research fellow:
	☐

	
	Undergraduate Student
	☐	Taught Postgraduate Student
	☒	Postgraduate Research Student
	☐


	3
	Institute/Academic Discipline/Centre:
	University of Wales Trinity Saint David / Institute of Education 

	4
	Campus:
	
Athrofa Swansea Campus 

	5
	E-mail address:
	
1705084@student.uwtsd.ac.uk

	6
	Contact Telephone Number:
	
07772280074

	
	For students:

	7
	Student Number:
	1705084

	8
	Programme of Study:
	Master in Education

	9
	Director of Studies/Supervisor:
	Junnine Thomas-Walters






SECTION B: Approval for Research Activity
	1
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☒	NO
	☐
	
	
	Date

	2
	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	☐	

	
	
	Institute Research Committee
	☐	

	
	
	Other (write in) approval from supervisor Junnine Thomas-Walters Programme director Education.

	☒	January 2022



SECTION C:  Internal and External Ethical Guidance Materials
	
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, location-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines. You may add rows to this table if needed.

	1
	UWTSD Research Ethics & Integrity Code of Practice
	☒
	2
	UWTSD Research Data Management Policy
	☒

	3
	[List any other relevant documents here]

Ethical Guidelines for Educational research (BERA) fourth edition (2018)
	☒



SECTION D: External Collaborative Research Activity
If there are external collaborators then you should gain consent from the contact persons to share their personal data with the university. If there are no external collaborators then leave this section blank and continue to section E.
	1
	Institution
	

	2
	Contact person name
	


	3
	Contact person e-mail address

	

	4
	Is your research externally funded?
	YES
	☐
	NO
	☐

	5
	Are you in receipt of a KESS scholarship?
	YES
	☐
	NO
	☐

	6
	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	☐
	NO
	☐

	7
	
	Employed
	YES
	☐
	NO
	☐

	8
	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)?
	If YES then the permission question below does not need to be answered.
	YES
	☐
	NO
	☐

	9
	Has permission to undertake the research has been provided by the partner organisation?
	(If YES attach copy)
If NO the application cannot continue
	YES
	☐
	NO
	☐




Where research activity is carried out in collaboration with an external organisation
	10
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	

	
	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation (this may be a copy of an email if appropriate).




SECTION E: Details of Research Activity
	1
	Indicative title:
	What are the differences in Students’ anxiety levels between online digital learning and face-to-face classroom learning?

	2
	Proposed start date:
	
	Proposed end date:
	

	
	Introduction to the Research (maximum 300 words per section)
Ensure that you write for a Non-Specialist Audience when outlining your response to the points below:
· Purpose of Research Activity
· Proposed Research Question
· Aims of Research Activity
· Objectives of Research Activity
Demonstrate, briefly, how Existing Research has informed the proposed activity and explain
· What the research activity will add to the body of knowledge 
· How it addresses an area of importance. 

	3
	Purpose of Research Activity

· The Primary focus of this research study is to; analyse changes in students’ anxiety levels when learning, by comparing two learning environments; digital online learning and face-to-face classroom learning to determine which learning environment impacts greater on students’ anxiety levels.  All the chosen participants’ attend courses that offer a blended learning approach of both online digital learning and face-face learning.
· To highlight the main factors in today’s Higher Education sector that trigger a rise in   students ‘anxiety levels that can impact on their participation, attendance and retention on courses.
· To evaluate students’ preferences to learning in today’s education climate.

The researcher has chosen the term ‘anxiety’ an emotion as a rating tool to gain data to determine which learning environment impacts greater stress upon learners and why? 
The Definition of ‘anxiety’ in this research does not mean the same as a diagnosed mental health condition of anxiety, but the term ‘anxiety’ means to; ‘experience worried thoughts and having nervous feelings of tension in the body’.  Every student is capable of experiencing anxiety when under stress because; ‘anxiety is the body’s natural response to stress’ (Legg and Holland, 2020).  A definition printed by Oxford Dictionary (2022); states anxiety is: ‘a feeling of worry, nervousness, or unease about something with an uncertain outcome’.

Vogel and Schwabe (2016) propose that; If a learner is stressed, it will impact the learners’ ability to take on information quickly and effectively. Stress reduces the flexible cognitive process of taking on information, because the process become rigid which impacts memorial retrieval. Learners’ ability to recall and take on information is at the heart of our education system, therefore, if learners experience long term anxiety towards learning, it will inevitably have a negative impact upon on exams, assignments grades cause a higher dropout rate of students on courses.

 This research study endeavours to gain an understanding of the main factors within the two learning environments that impact on learners’ anxiety levels, with the aim to reducing learners’ anxiety by finding ways to support learners more effectively.  

The researcher holds professional qualifications in both Higher Education and Counselling. The researcher has drawn on both professions for this piece of research study. 
This research study was originally influenced by the works of Cooper et al., (2018) ‘The influence of active learning practices on students’ anxiety in large-enrolment college’ along with Garrison &Vaughan (2008) ‘Blended learning in Education’.  
The researcher took on new inspiration when Coronavirus-19 (Covid-19) imploded and education systems globally evolved over night to online digital platforms to conduct their teaching. It was never more apparent that society demanded education to be flexible and resilient instantaneously. Lecturers with no training were thrown into the world of Microsoft Teams in order to connect with their students. Similarly, students who had been disciplined to learn in a traditional classroom setting had to learn to use ICT, as learning shifted to e-learning causing a rise in students’ levels of stress and mental health. 
It has been two years since covid-19 has impacted the world and the majority of educational systems today are using a ‘blended learning’ approach, which is a mix method approach of using both online digital learning and traditional face to face learning.  This piece of research study lends itself to the current Higher Education system by researching the effects of students’ anxiety levels in ‘blended learning’ today and to observe if learners have adapted. 
The researcher has found many current 2020 and 2021 journal articles written on the subject of ‘learners’ anxiety during covid-19 and e-learning’ and this piece of research will draw on the works of Wahab (2020), ‘Online and remote learning in Higher Education’, Malik & Javed (2021), ‘perceived stress amongst university students in Oman during COVID-19 induced e-learning’, Alkandari (2020), ‘Students Anxiety Experiences in Higher Education Institutions’  Abdous (2019), ‘Influence of satisfaction and preparedness on online students’ feeling of anxiety’ and Mofatteh (2020), ‘Risk factors associated with stress, anxiety and depression among university undergraduate students’. 
This research will continue on from those papers to determine if learners have adapted or still experience high levels of stress and anxiety when learning. Research into the study of anxiety and learning has been around since the early mid twentieth century, where many psychologists have researched anxiety drawing on behaviourist and cognitivist psychology theories with exams, tests, groupwork, presentations and assignment deadlines.  This piece of research study will draw on both areas connecting psychological theories of anxiety in learning and the impact of e-learning in today’s learners.  
this box should expand as you type)

	4
	Research Question ‘What are the differences in Students’ anxiety levels between online digital learning and face-to-face classroom learning?’ 

1. Has online digital learning increased or decreased anxiety levels in students’ approach to learning in the second year of Corona Virus 19?
2. Has returning to face-to-face classroom style lectures increased or decreased students’ anxiety in learning?
3. What are the main factors of both learning environments which contribute to an increase in students’ anxiety in learning?
4. Which learning environment do learners prefer currently and why?
5. Do learners prefer a blended learning approach?  
The meaning of the term ‘Blended learning’ for this research is the same as stated by Vaughan and Garrison (2007), learning combines a mixture of teaching pedagogies, using both digital media and traditional classroom methods.





 should expand as you type)

	5
	Aims of Research Activity


1.  The main aim of this piece of research study is to compare and contrast which learning environment; online digital or traditional classroom causes the highest impact on students’ anxiety levels in their current learning setting.  This will be achieved by comparing precipitants’’ anxiety levels using a series of rating tools within the questionnaire.
2. To highlight the main common factors in each learning domain which have a higher impact on the participants’ anxiety levels.  
3. To be able to synthesize if blended learning is the way forward for tomorrow’s learners.



(




this box should expand as you type)

	6
	Objectives of Research Act.

1. To evaluate if there is a particular age category predisposed to higher levels of anxiety. This will be achieved by comparing data of four age categories: (18-21), (22-30), (31-40) and (41 plus).
2. To analyse if there is a particular level of study or course that impacts greater on students’ anxiety levels.
3. To analyse students’ self-efficacy in using Information Technology skills.
4.  To evaluate social anxiety factors that present in both learning environments.
5. To draw a conclusion on the main factors which trigger the participants’ anxiety levels in both learning environments and to endeavour to understand why? 
6. To conclude a current preference of learning for today’s students.
7. To recommend changes and improvements in the way lecturers teach students and support students in both learning environments in order to reduce students’ anxiety levels. 
(this box should expand as you type)

	
	Proposed methods (maximum 600 words)
Provide a summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. You do not need to justify the methods here but should instead describe how you intend to collect the data necessary for you to complete your project.






	7
	
An electronic questionnaire’ comprising of thirteen questions which takes roughly on average five minutes to complete will be utilised to collect the data for this research, employing a blend of; semi-structured questions, multiple choice, Likert scale questions and an open-ended question using the platform of ‘Microsoft Forms’ which is connected to my UWTSD student account. 
 A hyperlink will be sent out to a cross sectional of participants who include: -
1. Fifty, Health and Social Care Students on levels 4,5 and 6 at University of Wales Trinity Saint David (UWTSD) Swansea Business campus, 
1. Fifteen students enrolled on an International Hotel and Management (MBA course) at UWTSD Swansea ‘s Business campus.

  Within UWTSD, a hyperlink will be sent to the students’ Health Portfolio Information Page known as (HPIP) within Health and Social Care via Lecturer Donna Morgan. On the MBA International Hotel Management module, a hyperlink will be sent to participants via their Moodle page by lecturer Jayne Griffith-Parry.  Both lecturers have reviewed the questionnaire prior and have agreed to deliver the electronic questionnaires to their students. 

 A cover letter will include; who I am, the contact UWTSD email addresses of my supervisor and myself, the research title, the purpose of the research, informed consent, a right to withdraw at any time, debriefing information with support contact details, how the research data will be collected and stored in line with the University’s’ GDPR guidelines, how the research will be utilised, who has access to the data and to specify the importance all participants’ anonymity. The research will collect no personal identification of the participants, because when I receive the questionnaire back, Microsoft Forms displays all responses as; ‘Respondent one, two etc.’   The research only requires an age range and the level of the course the participants are attending in order to compare the impact of anxiety on a certain age group and within different levels within education.  
The data collected on Microsoft forms can only be accessed by using my student email address and a password.  The laptop I use is my personal laptop and has a password to open it. The laptop always is used within my home. I will be analysing the data in my home. The only other person who will have access to the data will be my supervisor Junnine Thomas-Walters. 
Microsoft forms will calculate data using numbers, colour coded visualised bar charts, pie charts and graphs for each question and an overall Excel spread sheet.

· Microsoft forms is HIPAA and BAA compliant. 
· Microsoft forms is GDPR compliant as of May 2018. Information was updated on sept 2021 and can be found on Microsoft 365 Data Subject Requests for the GDPR.
· Meets the Family Educational Rights and Privacy Act (FERPA) of Students Educational records and meets BAA protection standards.
· Microsoft forms is encrypted both at rest and in transit.


 box should expand as you type)

	

	Location of research activity
Identify all locations where research activity will take place.

	8
	
1. University of Wales Trinity Saint David - Swansea Business Campus


(this box should expand as you type)

	
	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g., from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, cultural and/or legal sensitivities or vulnerabilities of participants. If you live in the country where you will do the research, then please state this.

	9
	
NO

(this box should expand as you type)



	10
	Use of documentation not in the public domain: Are any documents NOT publicly available? 

	NO
	☒

	
	
	YES
	☐

	11
	If yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with the current data protection law of the country in question and that of England and Wales.



(this box should expand as you type)



	
	Does your research relate to one or more of the seven aims of the Well-being of Future Generations (Wales) Act 2015?
	
YES
	
NO

	12
	A prosperous Wales
	☐
	☒

	13
	A resilient Wales
	☐
	☒

	14
	A healthier Wales
	☒
	☐

	15
	A more equal Wales
	☐
	☐

	16
	A Wales of cohesive communities
	☐
	☒

	17
	A Wales of vibrant culture and thriving Welsh language
	☐
	☒

	18
	A globally responsible Wales
	☐
	☒

	19
	If YES to any of the above, please give details:

	
	‘A healthier Wales’ promotes supporting people to act with compassion to facilitate understanding of mental well-being. This can be achieved by sign posting students to mental health student support, self-help websites. Lecturers acknowledging that there are significant factors within education that trigger students’ anxiety levels and the key is in addressing them and reducing those factors within lecturers all adheres to this aim within the ‘Well-being of future Generations (Wales) Act 2015’. 


(this box should expand as you type)



SECTION F: Scope of Research Activity
	
	Will the research activity include:
	YES
	NO

	1
	Use of a questionnaire or similar research instrument?
	☒
	☐

	2
	Use of interviews?
	☐
	☒

	3
	Use of focus groups?
	☐
	☒

	4
	Use of participant diaries? 
	☐
	☒

	5
	Use of video or audio recording?
	☐
	☒

	6
	Use of computer-generated log files?
	☒
	☐

	7
	Participant observation with their knowledge?
	☐
	☒

	8
	Participant observation without their knowledge?
	☐
	☒

	9
	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	10
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	11
	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	12
	Investigation of participants involved in illegal activities?
	☐
	☒

	13
	Use of procedures that involve deception?
	☐
	☒

	14
	Administration of any substance, agent or placebo?
	☐
	☒

	15
	Working with live vertebrate animals?
	☐
	☒

	16
	Procedures that may have a negative impact on the environment?
	☐
	☒

	17
	Other primary data collection methods. Please indicate the type of data collection method(s) below.
	☐
	☐

	
	Details of any other primary data collection method:



(this box should expand as you type)
	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants
If there are no participants then do not complete this section, but go directly to section H.

	
	Who are the intended participants:
	
YES
	
NO

	1
	Students or staff at the University?
	☒
	☐

	2
	Adults (over the age of 18 and competent to give consent)?
	☒
	☐

	3
	Vulnerable adults?
	☐
	☒

	4
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	☐
	☒

	5
	Prisoners?
	☐
	☒

	6
	Young offenders?
	☐
	☒

	7
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	8
	People engaged in illegal activities?
	☐
	☒

	9
	Others. Please indicate the participants below, and specifically any group who may be unable to give consent.

	☐
	☒

	
	Details of any other participant groups:



(this box should expand as you type)
	
	



	
	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	10
	How many participants are expected?

	
65

(this box should expand as you type)

	11
	Who will the participants be?

	
· Fifty, Level 4.5.6 Health and Social Care UWTSD students age 18 plus.
· Fifteen, International Hotel and Management (MBA) UWTSD students age 18 plus.

(this box should expand as you type)

	12
	How will you identify the participants?
	
Each participant will be labelled ‘Respondent one, two three etc. ‘

(this box should expand as you type)




	
	Information for participants:
	
YES
	NO
	
N/A

	13
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	14
	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	15
	Will you obtain written consent for participation?
	☐
	☒
	☐

	16
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	17
	If the research is observational, will you ask participants for their consent to being observed?
	☐
	☐
	☒

	18
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	19
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☒
	☐
	☐

	20
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	21
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	22
	If NO to any of above questions, please give an explanation 

	
	
By clicking onto the questionnaire and submitting the questionnaire is the participants’ consent in being part of the research.  They have the right to withdraw at any time and if they have submitted and have changed their mind, I can delete the data off the system.

(this box should expand as you type)



	
	Information for participants:
	
YES
	NO
	
N/A

	24
	Will participants be paid?
	☐
	☒
	☐

	25
	Is specialist electrical or other equipment to be used with participants?
	☒
	☐
	☐

	26
	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	27
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	28
	If YES to any question, please provide full details 

	
	
· Students will need to access the questionnaire for the research using a hyperlink on their mobile phones, IPad/tablet, laptop or a computer.

(this box should expand as you type)



SECTION H: Anticipated Risks

	
	
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	1
	Full risk assessment completed and appended? 
	Yes 
	☒

	
	
	No
	☐

	2
	Risks to participants
For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	
	Risk to participants:

1. I anticipate that there should be no intentional physical or emotional harm to participants throughout this study, however, the researcher is aware that there is a possible risk of psychological emotional distress to certain participants, as the research focuses ‘the participants’ emotions using the term ‘anxiety’.


2. Anxiety is the body’s emotional response to stress and all participants are capable of feeling this emotion at one or more points throughout their learning journey. The term ‘Anxiety’ in this research does not focus solely on participants who have a mental health condition of anxiety. The research focuses on three different courses, a variety of education levels of study and age group categories. 

3. Given that the research question is personal and enquires about participants’ anxiety levels, some participants may recognise that they have high levels of anxiety, and it may be having a negative impact upon them. Cohen et al, (2018) advocate that the term ‘harm’ is subjective meaning that one person’s perception of harm differs to another. The researcher recognises that this piece of research draws mainly on subjectivity and does not intent to cause harm but is aware because it is subjective there may be some students who may find it distressing.

4. The researcher adheres to statements by Hammersley and Traianou (2012), who declare that harm to others should be no more than that of an everyday risk. Pekrun et al. (2007) assert that anxiety is a negative prospective emotion that occurs in students when worried about failure or the inability to control an outcome. Students will inevitably experience anxiety at some point in their learning journey which can be view as ‘no more harm than an everyday risk’.



5. There are no risks to participants’ identification linking their anxiety experience within the research study.

6. Financial disclosure and physical harm are not observed as personal risks to the participants in this research study. 


(this box should expand as you type)
	How you will mitigate the risk to participants:

1.The researcher will adhere to the ‘non-maleficence’ term in BERA (2018:84) guidelines which means to do no intentional harm which corresponds with the debrief informed consent cover letter stating, the full purpose of the research and aims.  Participants rights to withdraw for any reason before or throughout the questionnaire. If participants have any questions/concerns about the research, they have the lead researchers email contact details. The researcher is a qualified counsellor and works as a Mental Health Practitioner daily with patients on how to reduce anxiety and managing stress, therefore if participants email their queries, the researcher is on hand to sign post for self-help or give advice on managing feelings of anxiety. 


2.The researcher has outlined the clear meaning of the term ‘anxiety’ in this piece of research for participants, stating it does not mean you have a mental health disorder, or it is for participants who have a mental health diagnosis, but the term ‘anxiety’ is the mind and body’s response to stress. 

2. Sign posting participants to student support:
· https://www.uwtsd.ac.uk/student-services/

· Free 24-hour confidential helpline 0800 028 3766


· Download ‘My Healthy Advantage’ app from Goggle play or App store

· www.socialanxiety.org.uk

· Swansea Campus Counselling service 01792 481 206

.

·  https://www.silvercloudhealth.com/signup CBT online course for anxiety. 

· ‘Activate your life’ videos on reducing anxiety www.phw.nhs.wales 


· The researcher, a prior lecturer is aware of the high levels of student’s anxiety in learning, which is why the researcher feels this study is important to highlight the main triggers of students’ anxiety within the two-learning environment in order to support students more effectively. 
· There is no intentional harm to participants, but the researcher is hoping that if students are struggling with their feelings of anxiety, then sign posting students to ask or seek help or use self-help anxiety management sites may be a way to reduce their anxiety levels. 
· Prior research into the interest of Students’ anxiety levels whilst studying, has been undertaken in numerous subjects and across many countries within the last 30 years. This is not a new piece of research and over the last year there has been new research into students’ anxiety levels facing online learning due to covid-19 and this is where this piece of research continues that work.

· Adhere to UWTSD guidelines on research and GDPR (2018)
· Participant’s data on anxiety levels are confidential, there is full anonymity. no personal identifiable data is present in the research or recorded. The researcher or her supervisor have no knowledge of participants.
 
(this box should expand as you type)

	3
	If research activity may include sensitive, embarrassing or upsetting topics (e.g., sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	· Informed consent cover letter allows participants to make an informed choice if they wish to participate in this research.
· Right to withdraw without consequences at any point of the questionnaire or have their questionnaire deleted if they change their mind about their participation.
· No participant will be treated differently.
· Level of anonymity and confidentiality is explained.
· Explained that data will be used and stored for the research in accordance with GDPR 2018.
(thisGiven t box should expand as you type)

	4
	Risks to the investigator
For example: personal health & safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to the investigator:
There is no risk of conflict of interest as the researcher is independent and does not lecture or support any of the participants. 

The researcher is dependent on three other lecturers to engage participants in entering the research. The researcher does not have direct access to participants therefore, the uptake in participation may be less.

I do not anticipate any personal health and safety risk or physical harm as the research is done online and there is no direct contact with participants. 

I do not anticipate any emotional distress on my part. 

There is nothing in the questionnaire that participants can accuse the researcher of impropriety. The researcher has been transparent and upfront about the aim of the research and does not claim to fix the current situation participants face or use the research for anything other than personal use. this box should expand as you type)
	How you will mitigate the risk to the investigator:




To give a short Two-week time frame for participants to complete the questionnaire in, so it is present and has an urgency.  This is so the researcher does not have to continually chase up lecturers and participants over and over which may be inconvenient to everyone involved and impact the data being collected. 


	5
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to the University:

I do not predict any data protection or financial loss issues.

There may be issues/concerns/negative feedback that students raise about certain courses/lecturers within UWTSD or about the University as a whole.



(this box should expand as you type)
	How you will mitigate the risk to the University:



I will not disclose any issues raised by participant’s personally to those lecturers. (Adhering to confidentiality).  

The research data within my research will not outline/write any negativity that could discredit a particular lecture or university.

	6
	Environmental risks
For example: accidental spillage of pollutants, damage to local ecosystems

	
	Risk to the environment:

None 

(this box should expand as you type)
	How you will mitigate the risk to environment:



(this box should expand as you type)

	
	
	

	
	
	



	
	Disclosure and Barring Service

	
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	7
	Does your research require you to hold a current DBS Certificate?
	☒
	☐
	☐

	8
	If YES, please give the certificate number. If the certificate number is not available, please write “Pending”; in this case any ethical approval will be subject to providing the appropriate certificate number.
	Researcher holds a valid up to date DBS C8816534814 



SECTION I: Feedback, Consent and Confidentiality

	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	There is no formal one to one face to face or group debriefing session regarding feedback to participants, however, on the consent form, participants can email any queries or concerns prior or after their participation to my UWTSD email account or to my supervisor’s email address.
 I have listed self-help and counsellors’ details if participants wish to access if they felt they would like to address their anxiety.  


(this box should expand as you type)

	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	
· An informed consent cover letter will accompany the electronic questionnaire. 
· All participants are 18 years and above and there are no vulnerable adults on the courses therefore they have the right to consent themselves. 
· The cover letter states that students’ participation is voluntary, and they have the right to withdraw at any point of the questionnaire, without any consequences as outlined by the guidelines set by BERA (2018:31/32).  
· The participants information will be treated with dignity, respect, diversity, autonomy in alignment with the Academy of Social Science (AcSS, 2015). 
· Participants will be informed on the meaning of the terms’ anxiety’ and ‘blended learning.’
· Participants will be informed about the purpose of the research and a contact email address of the researcher and supervisor if they have any questions about the research. 
· The participants are informed that by clicking on the questionnaire they are giving consent to participate in the questionnaire, however, participants have the right to withdraw at any time and do not need to submit their answers. 
· Twelve questions are mandatory, but the last open-ended question is not mandatory. 


(this box should expand as you type)

	3
	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	· Confidentiality will be adhered to as set out by BERA (2018:40).
· All data will be collected anonymously electronically through Microsoft Forms and recorded as ‘Respondent one, two etc. 
· Participants personal data such as name, address, date of birth or email address will not be required on the questionnaire and is not recorded by Microsoft Forms. 
· The researcher has no knowledge of who the participants are.
· All qualitative and quantitative data will be stored on an electronic device which is password protected, the researcher’s laptop is password protected and Microsoft forms requires a login and password to be accessed which is in line with the General Data Protection Act 2018.
· The researcher and Supervisor will be the only people to have access to the data. 




SECTION J: Data Protection and Storage

	
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	1
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person. Any video or audio recordings of participants is considered to be personal data.
	☐
	x☐

	
	If YES, provide a description of the data and explain why this data needs to be collected:

	2
	


(this box should expand as you type)

	
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	3
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	☐
	x☐

	
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	4
	


(this box should expand as you type)



	
	
Will data from the research activity (collected data, drafts of the thesis, or materials for publication) be stored in any of the following ways?
	YES
	NO

	5
	Manual files (i.e. in paper form)?
	☐
	☒

	6
	University computers?
	☐
	☒

	7
	Private company computers?
	☐
	☒

	8
	Home or other personal computers?
	☒
	☐

	9
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☐
	☒

	10
	“Cloud” storage or websites?
	☒
	☐

	11
	Other – specify:

	☐
	☒

	12
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of backup procedures, password protection, encryption, anonymisation and pseudonymisation:

	
	· The researcher’s personal laptop is only used by her in her home and Is password protected. No other family members have access to the laptop as they all have their own. 
· The electronic form used by the platform of Microsoft Form is accessed by a login and a password, it is cloud based not an app stored on the laptop, it must be accessed each time by a login and password. 
· Microsoft Forms is HIPAA and BAA compliant. 
· Microsoft Forms is GDPR compliant as of May 2018. Information was updated on sept 2021 and can be found on Microsoft 365 Data Subject Requests for the GDPR.
· Meets the Family Educational Rights and Privacy Act (FERPA) of Students Educational records and meets BAA protection standards.
· Microsoft Forms is encrypted both at rest and in transit.


(this box should expand as you type)



	
	Data Protection

	
	Will the research activity involve any of the following activities:
	YES
	NO

	13
	Electronic transfer of data in any form?
	☐
	☒

	14
	Sharing of data with others at the University outside of the immediate research team?
	☐
	☒

	15
	Sharing of data with other organisations?
	☐
	☒

	16
	Export of data outside the UK or importing of data from outside the UK?
	☐
	☒

	17
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	18
	Publication of data that might allow identification of individuals?
	☐
	☒

	19
	Use of data management system?
	☒
	☐

	20
	Data archiving?
	☒
	☐

	21
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and Data Protection Act (2018) (and any international equivalents, where appropriate):

	
	
Data is held on Microsoft Forms and Microsoft forms adheres to GDPR (2018), (please refer to section J:12).

(this box should expand as you type)

	22
	List all who will have access to the data generated by the research activity:

	
	
Researcher 

(this box should expand as you type)

	23
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	The Researcher


(this box should expand as you type)

	24
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	· Data will be stored on Microsoft Forms until the research is completed and has been marked, once this process has occurred, the researcher will delete the data. 

· The deleted data will end up in the Recycle Bin. The Researcher will then click on the Recycle Bin which will permanently delete the data. 

(this box should expand as you type)

	25
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	
No

(this box should expand as you type)

	26
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)
	YES
	☒

	27
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒





SECTION K: Declaration
	
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 

	1
	Signature of applicant:
	S.J.Langford 
	Date:
04/04/22



For STUDENT Submissions:
	2
	Director of Studies/Supervisor:
	
	Date:

	3
	Signature:
	

	



For STAFF Submissions:
	4
	Academic Director/ Assistant Dean:
	
	Date:

	5
	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	☒
	I have read the guidance notes supplied before completing the form.

	☒
	I have completed ALL RELEVANT sections of the form in full.

	☒
	I confirm that the research activity has received approval in principle

	☐
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	☒
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☒
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.



	RESEARCH STUDENTS AND STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.
You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.

	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.



This form is available electronically from the Academic Office web pages: https://www.uwtsd.ac.uk/academic-office/appendices-and-forms/


Appendix 6-word count

	Abstract 
	457

	Chapter 1 Introduction 
	1,601

	Chapter 2 Literature review
	4, 182

	Chapter 3 Methodology
	3,671

	Chapter 4 Analysis
	4,406

	Chapter 5 Conclusion and recommendations
	2,287




Questions


Groupwork


Presentation


Interaction with lecturers


Concentration


Information overload


Online  digital learning

1. Not anxious	
Using Univeristy Apps /Moodle	Interaction with Lecturer	Resources	WIFI	Information overload	Seeing yourself online	Asking Questions	Group work	Home distractions	IT Skills	9	8	6	13	1	5	5	8	5	8	2. Slighlty anxious	
Using Univeristy Apps /Moodle	Interaction with Lecturer	Resources	WIFI	Information overload	Seeing yourself online	Asking Questions	Group work	Home distractions	IT Skills	16	10	9	10	5	7	8	7	6	11	3. Moderately anxious	
Using Univeristy Apps /Moodle	Interaction with Lecturer	Resources	WIFI	Information overload	Seeing yourself online	Asking Questions	Group work	Home distractions	IT Skills	5	2	10	7	15	5	3	5	9	6	4. Mostly anxious	
Using Univeristy Apps /Moodle	Interaction with Lecturer	Resources	WIFI	Information overload	Seeing yourself online	Asking Questions	Group work	Home distractions	IT Skills	5	12	7	2	11	8	14	9	8	6	5. Extremely anxious	
Using Univeristy Apps /Moodle	Interaction with Lecturer	Resources	WIFI	Information overload	Seeing yourself online	Asking Questions	Group work	Home distractions	IT Skills	0	3	1	2	1	8	4	4	5	Online questions


Number of participants




Classroom learning

1. Not anxious	
Learning in a lecture room	Seating Arrangements	Arrivng to lecture on own	Asking questions	Presentations in group	Being called upon to answer questions	Interaction with lecturer	Arriving to lecture on time	20	19	22	9	2	4	16	16	2. Slighlty anxious	
Learning in a lecture room	Seating Arrangements	Arrivng to lecture on own	Asking questions	Presentations in group	Being called upon to answer questions	Interaction with lecturer	Arriving to lecture on time	9	7	6	14	5	11	10	7	3. Moderately anxious	
Learning in a lecture room	Seating Arrangements	Arrivng to lecture on own	Asking questions	Presentations in group	Being called upon to answer questions	Interaction with lecturer	Arriving to lecture on time	4	4	2	6	5	6	4	7	4. Mostly anxious	
Learning in a lecture room	Seating Arrangements	Arrivng to lecture on own	Asking questions	Presentations in group	Being called upon to answer questions	Interaction with lecturer	Arriving to lecture on time	1	2	2	3	12	9	3	3	Extremely anxious	
Learning in a lecture room	Seating Arrangements	Arrivng to lecture on own	Asking questions	Presentations in group	Being called upon to answer questions	Interaction with lecturer	Arriving to lecture on time	1	2	2	2	10	4	1	1	



Age group

Series 1	23%
17%
37%
23%

18-20	21-30	31-40	41 plus 	8	6	13	8	Column1	
18-20	21-30	31-40	41 plus 	Column2	
18-20	21-30	31-40	41 plus 	


Which level of study of education are you undertaking? 




Total	3%
49%
26%
6%
17%

level 3	Level 4	Level 5	Level 6	Master	1	17	9	2	6	

Social Anxiety 

Series 1	12%
12%
35%
29%

Classroom	Online	Both	Neither	4	8	12	10	
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Asking questions online

Bootsrap for Percent®
95% Confidence Interval

Cumulative
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 1 29 29 29 1 28 0 86
1. Not at all amxious 5 143 143 171 =g 58 29 267
2. Slightly anxious 8 229 229 400 3 72 1.4 EZ)
3. Moderately anxious 3 85 85 485 1 47 0 171
4. Mostly amxious 14 400 400 885 -2 86 220 57
5 Extremely anxious 4 1.4 1.4 1000 0 53 29 220
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Asking questions in front of peers

Bootsrap for Percent®
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a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Being called upon to answer a question in class

Bootsrap for Percent®

Cumulative 95% Confidence Interval
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 1 29 29 29 0 29 0 86
1. Not at all amxious 4 1.4 1.4 143 1 52 29 220
2. Slightly anxious 11 314 314 457 -4 80 171 488
3. Moderately anxious 6 174 174 629 0 66 57 314
4.Very anious 9 257 257 885 1 78 1.4 400
5 Extremely anxious 4 1.4 1.4 1000 2 53 29 220
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Working in groups in break out room

Bootsrap for Percent®

Cumulative 95% Confidence Interval
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 2 57 57 57 3 40 0 143
1. Not at all amxious 8 220 220 2856 =g 72 86 EZ)
2. Slightly anxious 6 174 174 457 1 63 57 314
3. Moderately anxious 7 200 200 657 0 67 86 343
4. Mostly amxious 8 229 229 885 -2 72 86 EZ)
5 Extremely anxious 4 1.4 1.4 1000 0 53 29 220
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Presenting group work in class

Bootsrap for Percent®

Cumulative 95% Confidence Interval
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 1 29 29 29 0 29 0 86
1. Not at all amxious 2 57 57 86 = 40 0 143
2. Slightly anxious 5 143 143 229 0 60 29 267
3. Moderately anxious 5 143 143 EiZ) -3 60 29 267
4.Very anious 12 343 343 74 3 82 200 514
5 Extremely anxious 10 285 285 1000 1 78 143 457
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Less Interaction with lecturer

Bootsrap for Percent®
95% Confidence Interval

Cumulative
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 1. Notatall andous, 8 229 229 229 = 69 86 ER)
2. Slightly anxious 10 285 285 514 1 75 143 429
3. Moderately anxious 4 1.4 1.4 629 1 54 29 220
4. Mostly amxious 10 285 285 914 0 % 143 429
5 Extremely anxious 3 85 85 1000 -1 48 0 200
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Interaction with lecturer in class

Bootsrap for Percent®

Cumulative 95% Confidence Interval
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 1 29 29 29 0 29 0 86
1. Not at all amxious 16 457 457 488 -3 86 2856 629
2. Slightly anxious 10 285 285 771 -2 78 143 457
3. Moderately anxious 4 1.4 1.4 885 1 54 29 220
4.Very anious 1 29 29 914 0 28 0 86
5 Extremely anxious 3 85 85 1000 3 48 29 171
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Home distractions whilst being on online lecturers.

Bootsrap for Percent®

Cumulative 95% Confidence Interval
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 1 29 29 29 1 28 0 86
1. Not at all amxious 6 171 171 200 = 62 57 2856
2. Slightly anxious 6 174 174 EiZ) 0 65 57 314
3. Moderately anxious 9 257 257 629 0 73 1.4 400
4. Mostly amxious 8 229 229 857 -1 71 86 EZ)
5 Extremely anxious 5 143 143 1000 2 60 29 285
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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Experiencing Information Overload from screen time, PowerPoints and online resources.

Bootsrap for Percent®

Cumulative 95% Confidence Interval
Frequency Percent  ValidPercent _Percent Bias  Sto.Emor  Lower Upper
Valid 2 57 57 57 1 40 0 143
1. Not at all amxious 1 29 29 86 = 29 0 1.4
2. Slightly anxious 5 143 143 229 -3 59 29 267
3. Moderately anxious 15 423 423 657 3 82 2856 57
4. Mostly amxious 11 314 314 971 -1 78 171 488
5 Extremely anxious 1 29 29 1000 0 29 0 86
Total 38 1000 100.0 0 0 100.0 100.0

a Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples
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learning&gt;
Cumulative
Frequency Percent  ValidPercent  Percent
Valid 1 Notatall 13 371 371 371
2 Alitle 12 343 343 714
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Total 38 1000 100.0
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11. Which style of learning suits your style of learning

More Details
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@ onlineonly 3

@ Blended style 15
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2. Which age group category are you?
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3. Which level of study of education are you undertaking?
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4. Please tell me about any learning online experience that has triggered you to feel anxious

Enter your answer
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5. 0n a scale 1 to 5, how much does your satisfaction with online learning influence your
feelings of anxiety?
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6. Please tell me about any learning experience where you have felt anxious learning in a
classroom environment.

Enter your answer
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9. How does your fear of public speaking affect your student experience of leaming in higher
education?

Enter your answer
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1. Which style of learning suits your style of learning
(O Classroom only
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12. Please list your ideas on how your learning environments could reduce your levels of anxiety.

Enter your answer
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ID Start time Completion time Email


1 2/17/23 16:38:37 2/17/23 16:43:36 anonymous


2 2/17/23 16:36:21 2/17/23 16:46:03 anonymous
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Name Using the University's Apps/Technology platforms e.g Moodle Less Interaction with lecturerSourcing resources/e-learning on Teams or Moodle for your course.


2. Slightly anxious 2. Slightly anxious  1. Not at all anxious


 1. Not at all anxious 4. Mostly anxious  1. Not at all anxious


3. Moderately anxious  1. Not at all anxious 2. Slightly anxious


4. Mostly anxious 4. Mostly anxious


 1. Not at all anxious 2. Slightly anxious  1. Not at all anxious


2. Slightly anxious 3. Moderately anxious 2. Slightly anxious


2. Slightly anxious 3. Moderately anxious 2. Slightly anxious


 1. Not at all anxious 5. Extremely anxious 4. Mostly anxious


2. Slightly anxious 4. Mostly anxious 4. Mostly anxious


 1. Not at all anxious 5. Extremely anxious 4. Mostly anxious


 1. Not at all anxious 2. Slightly anxious 3. Moderately anxious


 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious


2. Slightly anxious 4. Mostly anxious 2. Slightly anxious


4. Mostly anxious 4. Mostly anxious 4. Mostly anxious


4. Mostly anxious  1. Not at all anxious 2. Slightly anxious


3. Moderately anxious 4. Mostly anxious 3. Moderately anxious


2. Slightly anxious 5. Extremely anxious 4. Mostly anxious


 1. Not at all anxious 3. Moderately anxious 5. Extremely anxious


2. Slightly anxious 3. Moderately anxious 2. Slightly anxious


2. Slightly anxious 4. Mostly anxious 3. Moderately anxious


2. Slightly anxious 4. Mostly anxious 4. Mostly anxious


3. Moderately anxious 2. Slightly anxious 2. Slightly anxious


2. Slightly anxious  1. Not at all anxious 2. Slightly anxious


4. Mostly anxious 2. Slightly anxious


2. Slightly anxious 4. Mostly anxious 3. Moderately anxious


 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious


3. Moderately anxious  1. Not at all anxious 3. Moderately anxious


2. Slightly anxious 2. Slightly anxious 3. Moderately anxious


3. Moderately anxious 2. Slightly anxious 3. Moderately anxious


4. Mostly anxious  1. Not at all anxious 4. Mostly anxious


2. Slightly anxious 2. Slightly anxious 3. Moderately anxious


2. Slightly anxious 4. Mostly anxious 3. Moderately anxious


 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious


2. Slightly anxious 2. Slightly anxious 2. Slightly anxious


2. Slightly anxious 2. Slightly anxious 3. Moderately anxious







Wifi issues Experiencing Information Overload from screen time, PowerPoints and online resources.Seeing yourself online Asking questions online 


2. Slightly anxious 2. Slightly anxious 3. Moderately anxious 4. Mostly anxious


 1. Not at all anxious 3. Moderately anxious 4. Mostly anxious 4. Mostly anxious


 1. Not at all anxious 3. Moderately anxious 4. Mostly anxious 2. Slightly anxious


4. Mostly anxious 4. Mostly anxious


 1. Not at all anxious 2. Slightly anxious 2. Slightly anxious  1. Not at all anxious


3. Moderately anxious 3. Moderately anxious  1. Not at all anxious 2. Slightly anxious


2. Slightly anxious 3. Moderately anxious 2. Slightly anxious 2. Slightly anxious


 1. Not at all anxious 2. Slightly anxious 5. Extremely anxious 2. Slightly anxious


3. Moderately anxious 3. Moderately anxious 5. Extremely anxious 4. Mostly anxious


 1. Not at all anxious 4. Mostly anxious  1. Not at all anxious  1. Not at all anxious


 1. Not at all anxious 3. Moderately anxious 2. Slightly anxious 4. Mostly anxious


 1. Not at all anxious 2. Slightly anxious  1. Not at all anxious  1. Not at all anxious


 1. Not at all anxious 3. Moderately anxious 2. Slightly anxious 4. Mostly anxious


3. Moderately anxious 3. Moderately anxious 4. Mostly anxious


 1. Not at all anxious 3. Moderately anxious  1. Not at all anxious 2. Slightly anxious


4. Mostly anxious 4. Mostly anxious 5. Extremely anxious 5. Extremely anxious


3. Moderately anxious 5. Extremely anxious 5. Extremely anxious 5. Extremely anxious


 1. Not at all anxious 4. Mostly anxious  1. Not at all anxious 4. Mostly anxious


5. Extremely anxious 4. Mostly anxious 5. Extremely anxious 4. Mostly anxious


5. Extremely anxious 3. Moderately anxious 5. Extremely anxious 5. Extremely anxious


2. Slightly anxious 3. Moderately anxious 3. Moderately anxious 4. Mostly anxious


 1. Not at all anxious 4. Mostly anxious 2. Slightly anxious 2. Slightly anxious


 1. Not at all anxious 3. Moderately anxious  1. Not at all anxious  1. Not at all anxious


3. Moderately anxious 5. Extremely anxious 3. Moderately anxious


2. Slightly anxious 4. Mostly anxious 4. Mostly anxious 3. Moderately anxious


 1. Not at all anxious  1. Not at all anxious 2. Slightly anxious 2. Slightly anxious


2. Slightly anxious 3. Moderately anxious 3. Moderately anxious 2. Slightly anxious


2. Slightly anxious 3. Moderately anxious 4. Mostly anxious 3. Moderately anxious


3. Moderately anxious 4. Mostly anxious 4. Mostly anxious 4. Mostly anxious


4. Mostly anxious 4. Mostly anxious 4. Mostly anxious 4. Mostly anxious


2. Slightly anxious 4. Mostly anxious 4. Mostly anxious 4. Mostly anxious


2. Slightly anxious 3. Moderately anxious 4. Mostly anxious 4. Mostly anxious


3. Moderately anxious 3. Moderately anxious 2. Slightly anxious  1. Not at all anxious


2. Slightly anxious 2. Slightly anxious 5. Extremely anxious 5. Extremely anxious


2. Slightly anxious 4. Mostly anxious 4. Mostly anxious 4. Mostly anxious







Working in groups in break out roomHome distractions whilst being on online lecturers. Your IT skills Which age group category are you?


3. Moderately anxious 3. Moderately anxious 2. Slightly anxious 18-20


 1. Not at all anxious 4. Mostly anxious 3. Moderately anxious 31-40


2. Slightly anxious  1. Not at all anxious 3. Moderately anxious 31-40


31-40


4. Mostly anxious 4. Mostly anxious  1. Not at all anxious 31-40


 1. Not at all anxious 2. Slightly anxious 2. Slightly anxious 31-40


2. Slightly anxious 2. Slightly anxious 2. Slightly anxious 31-40


 1. Not at all anxious 3. Moderately anxious  1. Not at all anxious 31-40


3. Moderately anxious 4. Mostly anxious 3. Moderately anxious 21-30


 1. Not at all anxious 3. Moderately anxious 2. Slightly anxious 41 plus


4. Mostly anxious 3. Moderately anxious 2. Slightly anxious 21-30


3. Moderately anxious 3. Moderately anxious  1. Not at all anxious 21-30


3. Moderately anxious 2. Slightly anxious 2. Slightly anxious 31-40


 1. Not at all anxious 2. Slightly anxious 3. Moderately anxious 41 plus


2. Slightly anxious  1. Not at all anxious  1. Not at all anxious 31-40


5. Extremely anxious 3. Moderately anxious 2. Slightly anxious 18-20


5. Extremely anxious 5. Extremely anxious  1. Not at all anxious 21-30


3. Moderately anxious 4. Mostly anxious 3. Moderately anxious 31-40


5. Extremely anxious 5. Extremely anxious 4. Mostly anxious 41 plus


4. Mostly anxious 5. Extremely anxious 3. Moderately anxious 41 plus


4. Mostly anxious 4. Mostly anxious 5. Extremely anxious 41 plus


 1. Not at all anxious  1. Not at all anxious 2. Slightly anxious 18-20


 1. Not at all anxious 3. Moderately anxious  1. Not at all anxious 21-30


5. Extremely anxious 3. Moderately anxious 41 plus


4. Mostly anxious  1. Not at all anxious 2. Slightly anxious 18-20


2. Slightly anxious 4. Mostly anxious  1. Not at all anxious 18-20


3. Moderately anxious 3. Moderately anxious 4. Mostly anxious 31-40


3. Moderately anxious 4. Mostly anxious 4. Mostly anxious 21-30


4. Mostly anxious 4. Mostly anxious 4. Mostly anxious 41 plus


4. Mostly anxious 2. Slightly anxious 4. Mostly anxious 31-40


2. Slightly anxious  1. Not at all anxious  1. Not at all anxious 18-20


4. Mostly anxious 2. Slightly anxious 2. Slightly anxious 18-20


 1. Not at all anxious 3. Moderately anxious  1. Not at all anxious 41 plus


5. Extremely anxious  1. Not at all anxious 2. Slightly anxious 18-20


2. Slightly anxious 5. Extremely anxious 4. Mostly anxious 31-40







Which level of study of education are you undertaking? Please tell me about any learning online experience that has triggered you to feel anxiousDoes your satisfaction with online learning influence your feelings of anxiety? Please tell me about any learning experience where you have felt anxious learning in a classroom environment.


Level 4 When online being shut down by the lecturer and not being able to ask my question.2. Slightly anxious Giving presentations with the whole class watching, playing kahoot and your name is on the board 


Level 4 Teams presentation 3. Moderately anxious Presentations 


Level 4 What triggered me to feel anxious is when uploading documents 3. Moderately anxious None


Level 4 Experience overload from screen time 3. Moderately anxious Presenting group wok in class


Level 5 Break out rooms - specifically when placed in random group with unfamiliar students from the other campus2. Slightly anxious Haven't experienced feeling anxious learning in a classroom


Level 5 Online makes me feel like I don't want to ask questions in case I interrupt others.


Level 4 2. Slightly anxious


Level 5 I struggle with learning through teams 2. Slightly anxious Only doing a presentation in a group


Level 5 Lack of previous experience 3. Moderately anxious Presentations cause anxiety levels to raise dramatically due to lack of experience in presenting face to face  


Level 4 Being unable to interact with the tutor like you would in a classroom. 4. very anxious I have not felt anxious in the classroom 


Level 4 When the lecture would ask you a question online and not knowing the answer is harder to communicate online rather than in person 2. Slightly anxious Describing yourself in front of your peers 


Level 5 I find online lessons fine as it give me the flexibility around work and childcare, when we are out into break out rooms I find it slightly pointless because nothing really gets done in that time 1. Not at all anxious I’m finding it difficult to juggle everything, I’m either having to rush to lectures or leave them early to get my children from crèche 


Level 4 Answering questions thrown at you with everyone waiting for you to answer2. Slightly anxious All of it, specially when you have to tell the class who you are and why you're here.. a few people cried! Not nice at all.. and presentations well felt like we was on trail, some don't even show up as its too much for the nerves and pressure. Some students haven't even come back to do semester 2 due to anxiety and stress 


Level 4 3. Moderately anxious


Level 4 id rather do more work from home as onlone lectures as find it easier to juggle homelife.1. Not at all anxious presentations and also working in groups as not all students are really friendly.


level 3 Talking or doing things alone for everyone to see3. Moderately anxious Having to speak out


Master I get really anxious when it comes to participating in online lectures, I find them awkward especially when noone has their camera on or even worse, I'm the only one with a camera on so all questions are directed at me with no input from anyone else. It's difficult to read different non-verbal ques when you're not in a room with people so again, participation is affected and then I feel we miss out on valuable discussions that we would've had in a class room. Building relationships with lecturers and peers has been really difficult, losing out on the social side of studying as well as feeling very alone/ not supported on the course. I find it takes a lot more energy and effort for me to concentrate in online lectures and it has also impacted my routine negatively e.g. staying in pyjamas/ not getting out the house etc which all has its impact on mental wellbeing and connection with others.5, Extremely anxious Mainly in practical sessions where I've had to demonstrate skills in front of lecturers or peers or having to role play scenarios. Also in lectures I find it really difficult to contribute to discussions or answer questions in case I get them wrong. 


Level 4 5, Extremely anxious


Master I feel anxious when asked a question online in group discussions as I feel it takes me too long to react to the question as Im trying to find the 'unmute' button - meanwhile the lecturer keeps asking if I am there - then when it finally unmutes I feel that all eyes (or ears) are on me, and its nerve wracking.4. very anxious I always feel anxious when it is the first day or first week of any course.  I try hard to talk to people straight away, this way I will have someone to talk to at break times etc


Master I have very poor wifi access at home.  I always get kicked out of lessons due to my internet freezing, then having to dial back in - this can happen 3 or 4 times in one lesson - its infuiating3. Moderately anxious I sometimes feel anxious when undertaking group work if I am working in a group with peers who are unfamiliar - although its semester 2 now and I am getting to know the majority of my group for the modules where we are classroom taught - so becoming less of an issue


Master Not really understanding the topic but too nervous to ask in front of people I don’t know as it was a drop in course. I didn’t want to look stupid 5, Extremely anxious I haven’t 


Level 4 Feeling I need to remember  everything quickly and rushing 2. Slightly anxious Getting called for the answer and forgetting 


Level 4 2. Slightly anxious


Master Too much infomation, too much distraction such as cleaning Worried about where I am going to sit 


Level 4 I’m break out rooms with other people and not knowing what to do. Worried about not contributing enough and then not being able to answer the lecturer and look stupid. 3. Moderately anxious Running late after the bus was late and walking into a class when the lecture had started and everyone looked at me. 


Level 5 None 3. Moderately anxious Group work where I did not like the people and some did not do the work until the last minute I felt very anxious and stressed I thought I was going to fail


Level 5 Trying to listen to a live lecture whilst having children at home4. very anxious I haven’t 


Level 5 Not understanding what I needed to do and left without saying anything to anyone I felt anxious all night and wanted to leave the course. Had I been in a classroom I feel I could have approached the lecturer without anyone hearing my concerns. Worried about voicing my lack of knowledge in front of people or in the chat. 3. Moderately anxious When you are asked to work in a group and you don’t feel you are part of a group 


Level 6 Not being able to follow the lesson due to home distractions and feeling bored 4. very anxious Most days as I’m trying to take notes and the pace of class is too fast. I prefer online so I can re watch the videos and PowerPoints. 


Level 6 I don’t like online learning. I can’t concentrate. I switch off and often switch of camera I loose interest 4. very anxious I don’t 


Level 4 I struggle to concentrate on line 4. very anxious


Level 4 Feel very isolated online 3. Moderately anxious I have dyslexia and find note taking hard and I worry about taking the right information in. I forget lots of things 


Master Loose motivation and concentration 4. very anxious When I have worked a night shift and I sit in the class and I am not taking anything in . Poor concentration 


Level 4 I prefer online learning as I experience panic attacks and have depression I don’t like leaving the house I like online learning 2. Slightly anxious I had a panic attack in a classroom and I hate being in a confined room. If I do go in I arrive late and sit in the back of the class


Level 5 I struggle to concentrate and loose focus on line I get up half way through and put a wash on3. Moderately anxious I don’t I love coming into class to see my friends and have a coffee. I feel more motivated to learn in the classroom. 







learning in the lecture roomThe layout of Seating arrangements Arriving to class on time Asking questions in front of peers


2. Slightly anxious 2. Slightly anxious 1. Not at all anxious  3. Moderately anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  2. Slightly anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  2. Slightly anxious


3. Moderately anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


2. Slightly anxious 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


1. Not at all anxious  1. Not at all anxious  2. Slightly anxious 2. Slightly anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


2. Slightly anxious 2. Slightly anxious 1. Not at all anxious  3. Moderately anxious


1. Not at all anxious  1. Not at all anxious  2. Slightly anxious 1. Not at all anxious 


4. Very anxious 4. Very anxious 4. Very anxious 5. Extremely anxious


1. Not at all anxious  1. Not at all anxious  2. Slightly anxious 2. Slightly anxious


2. Slightly anxious 3. Moderately anxious 3. Moderately anxious 3. Moderately anxious


4. Very anxious 3. Moderately anxious 4. Very anxious 4. Very anxious


4. Very anxious 5. Extremely anxious 3. Moderately anxious 4. Very anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  2. Slightly anxious


1. Not at all anxious  2. Slightly anxious 1. Not at all anxious  2. Slightly anxious


2. Slightly anxious 2. Slightly anxious 1. Not at all anxious  2. Slightly anxious


1. Not at all anxious  1. Not at all anxious  2. Slightly anxious 2. Slightly anxious


1. Not at all anxious  2. Slightly anxious 1. Not at all anxious  3. Moderately anxious


2. Slightly anxious 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


1. Not at all anxious  3. Moderately anxious 3. Moderately anxious 2. Slightly anxious


2. Slightly anxious 2. Slightly anxious 4. Very anxious 2. Slightly anxious


1. Not at all anxious  2. Slightly anxious 3. Moderately anxious 2. Slightly anxious


2. Slightly anxious 1. Not at all anxious  3. Moderately anxious 2. Slightly anxious


1. Not at all anxious  1. Not at all anxious  2. Slightly anxious 3. Moderately anxious


4. Very anxious 4. Very anxious 3. Moderately anxious 4. Very anxious


1. Not at all anxious  1. Not at all anxious  2. Slightly anxious 2. Slightly anxious


1. Not at all anxious  3. Moderately anxious 3. Moderately anxious 3. Moderately anxious


2. Slightly anxious 1. Not at all anxious  2. Slightly anxious 2. Slightly anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


5. Extremely anxious 5. Extremely anxious 5. Extremely anxious 5. Extremely anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 







Presenting group work in classBeing called upon to answer a question in classInteraction with lecturer in class Arriving to a lecture on your own


4. Very anxious 4. Very anxious 3. Moderately anxious 2. Slightly anxious


3. Moderately anxious 3. Moderately anxious 3. Moderately anxious 1. Not at all anxious 


5. Extremely anxious 3. Moderately anxious 2. Slightly anxious 1. Not at all anxious 


2. Slightly anxious 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


3. Moderately anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 


2. Slightly anxious 2. Slightly anxious 2. Slightly anxious 1. Not at all anxious 


5. Extremely anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 


5. Extremely anxious 3. Moderately anxious 1. Not at all anxious  2. Slightly anxious


1. Not at all anxious  1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


4. Very anxious 4. Very anxious 3. Moderately anxious 2. Slightly anxious


4. Very anxious 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


5. Extremely anxious 5. Extremely anxious 5. Extremely anxious 5. Extremely anxious


1. Not at all anxious  4. Very anxious 1. Not at all anxious  2. Slightly anxious


5. Extremely anxious 4. Very anxious 2. Slightly anxious 1. Not at all anxious 


4. Very anxious 4. Very anxious 5. Extremely anxious 3. Moderately anxious


5. Extremely anxious 5. Extremely anxious 4. Very anxious 3. Moderately anxious


4. Very anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 


2. Slightly anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 


3. Moderately anxious 2. Slightly anxious 1. Not at all anxious  2. Slightly anxious


4. Very anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 


3. Moderately anxious 4. Very anxious 2. Slightly anxious 1. Not at all anxious 


2. Slightly anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 


5. Extremely anxious 4. Very anxious 2. Slightly anxious 4. Very anxious


4. Very anxious 3. Moderately anxious 2. Slightly anxious 4. Very anxious


4. Very anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 


4. Very anxious 2. Slightly anxious 2. Slightly anxious 1. Not at all anxious 


4. Very anxious 4. Very anxious 3. Moderately anxious 1. Not at all anxious 


5. Extremely anxious 4. Very anxious 2. Slightly anxious 1. Not at all anxious 


5. Extremely anxious 5. Extremely anxious 2. Slightly anxious 1. Not at all anxious 


4. Very anxious 3. Moderately anxious 1. Not at all anxious  1. Not at all anxious 


4. Very anxious 3. Moderately anxious 2. Slightly anxious 2. Slightly anxious


3. Moderately anxious 1. Not at all anxious  1. Not at all anxious  1. Not at all anxious 


5. Extremely anxious 5. Extremely anxious 5. Extremely anxious 5. Extremely anxious


2. Slightly anxious 2. Slightly anxious 1. Not at all anxious  1. Not at all anxious 







Social anxiety is a term used to describe 'an overwhelming fear of social situations of meeting people, making eye contact and speaking to others'.   Which learning environment do you find yoursel...How does your fear of public speaking affect your student experience of learning in higher education?Does Blended learning trigger any feelings of anxiety in your learning>Which style of learning suits your style of learning


Both I am scared to ask questions, speak up, say my opinion. 2. A little  Blended style


Classroom Nervous 1. Not at all  Classroom only


Online  I'm not sure 3. Moderately  Classroom only


Both confidence 1. Not at all  Classroom only


Online  3. Moderately  Classroom only


Online  I feel I ramble 2. A little  Classroom only


Online  3. Moderately  Classroom only


Neither It does not effect it 1. Not at all  Classroom only


Both No comment 3. Moderately  Classroom only


Online  Extremely 3. Moderately  Classroom only


Both Slightly, has gotten better the more I have experienced public sleep king 2. A little  Blended style


Neither I’m fine contributing within a lesson like asking questions etc but I’ve got a presentation coming up and I’m dreading it, I’m very anxious about it and I’m starting to feel stressed the closer the date gets1. Not at all  Blended style


Both Just feels horrid, I don't know anyone who enjoys doing presentations. I didn't sleep, didn't leave my laptop for weeks trying to get it right. My anxiety was through the roof to the point I was dreaming and just lying in bed staring at the ceiling! Alot of people go through this and it's scary when you speak to others how stressed they are.3. Moderately  Blended style


Neither I don't have much confidence 2. A little  Classroom only


Classroom hugely puts me off 1. Not at all  Online only


Both Not being able to feel comfortable speaking publicly in lectures or in front of fellow students 4. very  Blended style


Both I'd say a lot. I have a lots of things I want to contribute but feel unable to due to anxiety, this in turn then impacts my confidence or my sense of having a voice/ opinions. 4. very  Classroom only


Online  2. A little  Classroom only


Online  I dont really have a fear of public speaking in a face to face environment - presentations are nerve wracking, yes, but I dont hate them - however I do hate speaking online and get very anxious - I feel that I cannot get my point across well without gestures3. Moderately  Classroom only


Classroom I dont have one 3. Moderately  Blended style


Neither I worry that my grades will drop if I don’t perform well 2. A little  Classroom only


Both I find it uncomfortable speaking infront of teachers and students 2. A little  Blended style


Both 2. A little  Blended style


Both I worry for weeks beforehand, I don’t sleep the night before. I dread the morning of and feel sick. I worry I am going to fail2. A little  Classroom only


Neither I don’t feel i do very well as my voice is quiet and I feel it is a disadvantage to my marks as I am not confident. 1. Not at all  Blended style


Neither I don’t like speaking in-front of others if lots of people look at me. 1. Not at all  Blended style


Neither I worry that I don’t come across very well I stumble on my words when I am nervous, I feel so embarrassed speaking to a group1. Not at all  Blended style


Both I automatically think I have failed this as my kind goes blank and I can’t think what I have to say then afterward I feel I could have said a lot 2. A little  Blended style


Classroom I dread this . I feel that I have failed it before I start so I wonder why I should bother 1. Not at all  Online only


Online  I would prefer to upload a pre recorded presentation and not do one in front of others 1. Not at all  Classroom only


I over write too much in the slides as I can’t remember when I am nervous what I need to say I worry I will forget everything 1. Not at all  Blended style


Neither I try to avoid if I can. I hate presentations 2. A little  Blended style


Neither I am a bit nervous but I do over prepare. I worry about going over time. 1. Not at all  Blended style


Both I avoid it if I can . This is my biggest fear speaking in front of people as I will have a panic attack 2. A little  Online only


Neither I don’t like it but I do it. I always worry it was not good enough and dread when the marks come out . 1. Not at all  Classroom only







Please list your ideas on how your learning environments could reduce your levels of anxiety. 


Making sure people understand the subject 


Classroom learning will less my anxiety 


Classroom best way forward reduce my anxiety 


Online sessions could be more structured, and breakout rooms either gone completely - or maybe give the students the option to work in breakout rooms with fellow students they feel comfortable around. Many of us felt we could have achieved more during the breakout room sessions had we been with one another, rather than students we didn't even know.


Structure is all I need,


Face to face only


Being in class 


Consistency on face to face learning 


By continuing to learn in the classroom 


I think everyone will feel anxious at some point no matter what happens, I think it’s just a normal feeling to feel during this time due to dead lines etc 


Everyone is already stressed, so to add stress when people should have a choice I feel is unnecessary. Uni would be alot less stressful if you asked the student what they would like, what makes them feel comfortable as that would boost there confidence on the day 


I like to learn face to face. As I can ask questions there. 


less time in unoi and more time to get on with work as in lectures you have to sit and listen and i feel it can sometimes be counterproductive and find it a bit frusrating.


Typical way of learning. Face to face, back and forth with lectures and students 


Online I feel like it's easier for the lecturer to take the lead, really encourage participation by asking for cameras on, giving time for discussion, making the environment warmer. One lecturer would always ask us at the start of the lecture to type how we're feeling in one word into the chat box which was daunting but actually a really nice way to feel connected to the others in the group and break the ice.


More support from the lecturers.


Not being online?


Perhaps in the modules where we are online these could be blended where we are in class for a week or 2, to get to know each other... then perhaps we could be alternating between face to face and online... this way, we may not be so reluctant to interact with each other.


Lecturers be more organised 


Teachers coming to help students after explaining in small groups if those people are not so confident of what they just taught 


Give more instructions on what I need to do. More time to answer questions and do work


Some lecturers explain the subject well and some lecturers are hard to understand. 


Lecturers be more organised 


Lecturer having good class control where it is fair and not allowing peopleTo constantly talk over others 


More integration. There are lots of different age groups. More class control as people just leave when they want to. 


Lecturers do not give enough time to write good notes, they move on too quick. Pace needs to be slower 


More direction and more stimulation not sitting passively watching PowerPoint slides 


Send out prerecorded lessons beforehand  to have some prior knowledge and so I can prepare to ask questions as when I go home I have a list of questions and no one to answer me


Help with structuring my notes  and the pace of lesson being slower


Upload pre recorded lectures so if I am on a night shift I can watch it from home I prefer blended learning with my work patterns


Lecturers having an understanding of mental health especially panic attacks. 


I love learning in the classroom it is more of a learning environment where I feel comfortable in. I feel I get my questions answered and feel motivated 







Online sessions could be more structured, and breakout rooms either gone completely - or maybe give the students the option to work in breakout rooms with fellow students they feel comfortable around. Many of us felt we could have achieved more during the breakout room sessions had we been with one another, rather than students we didn't even know.


Everyone is already stressed, so to add stress when people should have a choice I feel is unnecessary. Uni would be alot less stressful if you asked the student what they would like, what makes them feel comfortable as that would boost there confidence on the day 


Online I feel like it's easier for the lecturer to take the lead, really encourage participation by asking for cameras on, giving time for discussion, making the environment warmer. One lecturer would always ask us at the start of the lecture to type how we're feeling in one word into the chat box which was daunting but actually a really nice way to feel connected to the others in the group and break the ice.


Perhaps in the modules where we are online these could be blended where we are in class for a week or 2, to get to know each other... then perhaps we could be alternating between face to face and online... this way, we may not be so reluctant to interact with each other.







Online sessions could be more structured, and breakout rooms either gone completely - or maybe give the students the option to work in breakout rooms with fellow students they feel comfortable around. Many of us felt we could have achieved more during the breakout room sessions had we been with one another, rather than students we didn't even know.


Online I feel like it's easier for the lecturer to take the lead, really encourage participation by asking for cameras on, giving time for discussion, making the environment warmer. One lecturer would always ask us at the start of the lecture to type how we're feeling in one word into the chat box which was daunting but actually a really nice way to feel connected to the others in the group and break the ice.
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1. Over the last twelve months of studying, please indicate on a scale of 1 to 5, how anxious have you felt
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4. Please tell me about any learning online experience that has triggered you to feel anxious
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5. Onascale 1 to 5, how much does your satisfaction with online learning influence your feelings of anxiety?
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6. Please tell me about any learning experience where you have felt anxious learning in a classroom
environment.
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7. In the last twelve months of studying, please indicate on a scale 1 to 5, how anxious have you felt learning
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8. Social anxiety is a term used to describe ‘an overwhelming fear of social situations of meeting people,
making eye contact and speaking to others'.
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9. How does your fear of public speaking affect your student experience of learning in higher education?
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10. Blended learning is a term to describe a ‘combination of both online and in-person learning’. Online may
consist of recorded lectures, online lectures, learning activities and projects to complete online.
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11. Which style of learning suits your style of learning
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12. Please list your ideas on how your learning environments could reduce your levels of anxiety.
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The layout of Seating arrangements
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Arriving to class on time
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Using the University's Apps/Technology platforms e.g Moodle
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Arriving to a lecture on your own
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Sourcing resources/e-learning on Teams or Moodle for your course.
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Wifi issues
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Seeing yourself online
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