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Başlık: Yabancı Dil Ediniminde Yaş Faktörü: Lise Ve Üniversite Öğrencilerinin 

Kaygı Düzeylerinin Karşılaştırılması 

Yazar: Kutay UZUN 

Özet 

Bu tezin amacı Edirne ilinde öğrenim görmekte olan lise ve üniversite 

öğrencilerinin yabancı dil kaygı düzeylerini ortaya çıkarmaktır. Betimleyici araştırma 

modeli ile tasarlanmış olan bu çalışma, katılımcıların yabancı dil kaygı düzeylerini 

ve yabancı dil kaygısının alt boyutları olan iletişim korkusu, olumsuz 

değerlendirilme korkusu ve sınav kaygısı seviyelerini karşılaştırmaktadır.  

Çalışmaya 569 öğrenci katılmıştır. Araştırma 2012-2013 akademik yılının 

Bahar döneminde gerçekleştirilmiştir. Veri toplama aracı olarak Horwitz, Horwitz ve 

Cope (1986) tarafından geliştirilen Yabancı Dil Sınıf İçi Kaygı Ölçeği kullanılmıştır. 

Verilerin detaylı incelenebilmesi için Huang (2008) tarafından geliştirilen 3 alt 

boyutlu analiz modelinden yararlanılmıştır.  

Elde edilen sonuçlara göre yaşça daha büyük olan öğrenci grubunun, yabancı 

dil kaygısı, iletişim korkusu, sınav kaygısı ve olumsuz değerlendirilme korkusunu 

yaşça küçük olan gruba göre daha yoğun bir şekilde yaşadığı saptanmıştır. Bunun 

yanında, araştırmaya katılan kız öğrencilerin ölçeğin tümünde ve alt boyutlarında 

belirtilen kaygıları erkeklere göre daha yoğun bir şekilde yaşadığı tespit edilmiştir. 

Sonuçlara göre üniversite öğrencilerinin kaygı düzeyleri, ölçeğin tamamında ve tüm 

alt boyutlarında lise öğrencilerinden daha yüksektir. Elde edilen sonuçlar 

göstermiştir ki ebeveynleri herhangi bir akademik dereceye sahip olan katılımcıların 

yabancı dil kaygı düzeyleri daha düşüktür. İncelenen son değişken olan öğrencinin 

algıladığı yabancı dil seviyesinde de, öğrenci tarafından algılanan dil seviyesi 

arttıkça kaygı düzeyinin düştüğü saptanmıştır.  

Anahtar Kelimeler: Yabancı dil kaygısı, iletişim korkusu, sınav kaygısı, olumsuz 

değerlendirilme korkusu 
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Title: The Age Factor In Foreign Language Acquisition: A Comparison Of The 

Anxiety Levels Of High School And University Students 

Author: Kutay UZUN 

ABSTRACT 

The aim of the present study is to find out the foreign language anxiety levels 

of high school and university students in Edirne. A descriptive study in nature, this 

thesis compares the foreign language anxiety levels of the participants, including the 

comparisons of their communication apprehension, fear of negative evaluation and 

test anxiety levels.  

The participants of the study consisted of 569 students. 385 students who 

participated in the study were high school students and 184 were university students. 

The study was conducted in the spring term of 2012-2013. The Foreign Language 

Classroom Anxiety Scale (FLCAS), developed by Horwitz, Horwitz & Cope (1986) 

was used for data collection. In order to conduct in-depth analysis on the collected 

data, the 3-factor model of the FLCAS developed by Huang (2008) was used.  

The analysis results revealed that the older age group experienced foreign 

language anxiety as well as communication apprehension, test anxiety and fear of 

negative evaluation stronger than the younger group. Moreover, female participants 

of the study were found out to have a higher level of foreign language anxiety, 

communication apprehension, test anxiety and fear of negative evaluation than their 

male counterparts. The results also suggested that university students experienced 

foreign language anxiety at a higher level than high school students, including the 

three subdomains.  It was observed in the results that the participants whose parents 

had an academic degree at any level experienced a lower level of foreign language 

anxiety, including the subdomains except for test anxiety. Lastly, according to the 

results, the participants with a higher perceived English level experienced foreign 

language anxiety at a lower level than those with a lower perceived English level.  

Keywords: Foreign language anxiety, communication apprehension, test anxiety, 

fear of negative evaluation 
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CHAPTER ONE 

INTRODUCTION 

1.1 Background of the Study 

Language anxiety is a unique type of anxiety that is related to foreign language 

acquisition. This means that there are different forms of anxiety and foreign language 

anxiety is a separate and unexampled form of it (MacIntyre&Gardner, 1989).  

 

According to Horwitz et al. (1986) there are three processes causing foreign 

language anxiety and all three processes function interconnectedly.  These processes 

are communication apprehension, test anxiety and fear of negative evaluation. 

Communication apprehension occurs during interaction in a foreign language and it 

is caused by the concern of the speaker that total comprehension of the message in a 

foreign language is impossible. For that reason, the speaker is in a feeling of 

hindrance or obstruction. Text anxiety refers to the feeling of worry caused by a 

number of exams in classroom environment. The last process that causes anxiety, as 

mentioned above, is fear of negative evaluation. The term evaluation here may define 

either the evaluation made by teachers or one’s own evaluation. The speaker feels 

anxious due to the existence of an evaluative environment.  

 

Many factors have been proposed in different studies, which influence foreign 

language anxiety. The most frequently proposed ones, though, is learning motivation 

(Ryan & Deci, 2002), student attitudes towards language learning (Gregersen, 2003), 

individual factors (Dewaele & Furnham, 2000), the quality of student-teacher 

interaction (Vygotsky, 1986), language background of students (Frantzen & Magnan, 

2005), and cooperative learning environments (Oxford, 1997). 

In brief, foreign language anxiety is a significant psycholinguistic phenomenon 

that has been studied up to now. Communication apprehension, text anxiety and fear 

of negative evaluation are the causes and motivation, attitude, interactional quality, 

background knowledge, learning environment and individual factors are the elements 
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that influence foreign language anxiety, which affects students’ performance to a 

great extent.  

In the light of the literature about foreign language anxiety, the review of 

literature part of this thesis provides detailed information about second language 

acquisition theories including behaviourism, cognitivism and constructivism. 

Moreover, more formal and specific approaches to the acquisition of second 

language and the related theories in the literature are discussed in depth. Following 

those approaches, other factors affecting second language acquisition are examined 

and anxiety as a psychological factor is explained in-depth. Finally, age as a factor in 

second language acquisition and its relation with foreign language anxiety are 

studied in the review of literature section.  

In research methodology section, the research is thoroughly described as for its 

participants, data collection instruments and data analysis procedures. The number of 

the participants of this study is 569, 385 of which are high school students and 184 of 

which are university students in Edirne, Turkey. A 5-point Likert Scale, Foreign 

Language Classroom Anxiety Scale (FLCAS) by Horwitz, Horwitz & Cope (1986) 

was used as the data collection instrument of the study, which consists of 33 items 

depicting potentially anxiety provoking situations. The data collected was first used 

for percentile and frequency analysis followed by t-tests and analyses of variance in 

order to compare the anxiety scores of the participants according to their ages, 

genders, proficiency levels and the education levels of their family members. The 

same analysis pattern was also applied to the subdomains of the scale that are 

communication apprehension, test anxiety and fear of negative evaluation 

respectively.  

In the findings section of the study, the results of the analyses are presented in 

detail and the results are discussed in terms of the causal relationships in the light of 

the relevant literature as well as the potential effects.  

Lastly, conclusion part summarizes the whole study followed by suggestions 

for further research and teaching implications while indicating the limitations of the 

study.  
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1.2 Statement of the Problem 

Psychological factors such as anxiety in a foreign language setting play a 

crucial role in second language acquisition. In order to detect to what extent anxiety 

affects this acquisition process, it is obligatory to find out to what extent learners 

suffer from it. Discovering the anxiety levels of foreign language learners is the first 

step of finding out the causes of foreign language anxiety and reducing the undesired 

effects.  

1.3 Research Questions  

a) Is there any statistically significant difference between the anxiety levels of 

high school and university students? 

1.3.1 Research Sub-questions 

b) Does age play any role in the anxiety levels of students? 

c) Does gender status play any role in the anxiety levels of students? 

d) Do the institutions where the students study play any role in the anxiety 

levels of students? 

e) Does the education level of the students’ parents play any role in the anxiety 

levels of students? 

f) Does perceived English level play any role in the anxiety levels of students? 

1.4 Aim 

This thesis, upon reviewing the relevant literature, aims to reveal the anxiety 

levels of high school and university students and compare the acquired results in 

order to find out any statistically significant difference on the basis of age 

differences, genders, institutions where the participants study and the education level 

of their parents.  
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1.5 Significance 

This study bears significance as to the detection and evaluation of the 

psycholinguistic factors that may hinder learners from speaking English. Moreover, 

since the relationship between age and psycholinguistic factors is not a topic that has 

yet been studied in-depth, this study serves as an important resource as for its 

theoretical and statistical content. According to Spielberger (1983), anxiety is the 

feeling of strain, uneasiness, perturbation and irritation related to the stimulation of 

the nervous system. While speaking a foreign language, this feeling of anxiety occurs 

inevitably, which may result in a higher affective barrier that would slow down or 

obstruct the spoken production process. In that respect, the present study also bears 

importance as to if age, gender, education level and socioeconomic status play any 

role on the level of anxiety.  

1.6 Assumptions 

In this study, it is assumed that; 

a) Expert opinions on the data collection instruments are sufficient.  

b) The participants will provide the researcher with real information.  

c) The researcher will comply with the research ethics.  

d) Uncontrollable variables will affect each participant equally.  

e) The qualitative and quantitative techniques used by the researcher are 

sufficient in terms of providing answers for the research questions.  

f) The participants will respond to the data collection instrument in line with 

their knowledge, opinions and tendencies.   

1.7 Limitations 

This research is limited to: 

a) 2012-2013 Academic Year, 
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b) High school and University students living in Edirne,  

c) The responses given by the participants to FLCAS. 

1.8 Concepts/Definition of Terms 

Foreign language: A language that is not a native language in a country. 

(Richards, Platt, and Platt, 1992). 

Anxiety: The feeling of strain, uneasiness, perturbation and irritation related to 

the stimulation of the nervous system (Spielberger, 1983). 

Foreign Language Anxiety: A distinct complex of self-perceptions, beliefs, 

feelings and behaviors related to classroom language learning arising from the 

uniqueness of the language learning process (Horwitz et al., 1986:128). 

1.9 Abbreviations 

FLCAS: Foreign Language Classroom Anxiety Scale 

ELT: English Language Teaching 

EFL: English as a Foreign Language 
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CHAPTER TWO 

LITERATURE REVIEW 

2.1 Theoretical Aspects of Language Learning 

Before 1950’s, it was difficult to talk about the existence of a thorough theory 

of language learning, be it first or second language. The psychological factors that 

may affect language learning, on the other hand, were disregarded to a serious extent 

and anxiety being one of those factors was only considered to be a psychological 

disorder to be treated. However, as the number of the studies in psychology and 

applied linguistics increased, there emerged a growing interest in how human beings 

‘learned’, which unavoidably came to the point of how human beings learned 

‘languages’. These improvements in the academia inevitably led to the study of the 

psychological factors affecting language learning. 

The first paradigm, which is related to language learning, this section deals 

with is behaviourism (Skinner, 1937, 1959). Although the idea was not specifically 

intended to shed a light upon second language learning, the stimulus-response theory 

that came out of the operant conditioning model bore inferences to language learning 

as well. The developments in the behaviouristic stance of learning theories led to the 

development of Contrastive Analysis (Lado, 1957) and Error Analysis (Corder, 

1967) within the context of second language acquisition.  

Later on, the drawbacks of the behaviouristic stance in second language 

acquisition led to the emergence of another paradigm, namely cognitivism. By 

nature, cognitivism, unlike behaviourism, took into account the variables related to 

individual capacities and cognitive strategies and certain learning theories like the 

Cognitive Development Theory (Piaget, 1985) and the Schema Theory (Rumelhart, 

1980; Norman, 1983) were developed.  

However, both paradigms put the learner in quite a passive state and the 

criticism related to this fact paved the way for constructivism, which defended that 

knowledge is constructed by the learner himself, based on prior knowledge and 
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environment, therefore, the learner was taken to be in an active position 

(Cunningham, 1988; Harel & Papert, 1991; Johnson-Laird, 1980), unlike the 

previous paradigms of human learning.  

Also mentioned above, the history of learning theories are predominantly 

within the framework of psychology, however, they bear quite comprehensive 

insights to second language acquisition, too. In order to provide a clear grasp of the 

history and development of these theories in relation to implications of second 

language acquisition, this section provides a review of the relevant literature in 

learning theories.  

2.1.1 Behaviourism  

Although it was not particularly intended to shed a light on the phenomenon of 

second language learning, the behaviourist theory was extensively applied in the 

field of second language acquisition in the beginning. To get to the core of 

behaviourism, it is necessary to understand Thorndike’s law of effect (Thorndike in 

Moore, 2004). In his experimental study with constrained cats, Thorndike concluded 

that the behaviours which produced pleasant outcomes (strengthened behaviour) 

tended to be repeated and those which produced unwanted outcomes (weakened 

behaviour) were avoided by the subjects.   

Skinner in Morris, Smith and Altus (2005), employing the law of effect as the 

basis of his theory, put forward the term operant conditioning to define 

behaviourism. He defined operant behaviour as the process of functioning within the 

environment, disregarding the stimulus factor. He basically thought that the initial 

stimulus was a spontaneous one and thus it could be ignored. However, the stimulus 

to follow the response to the initial spontaneous stimulus was a point of concern for 

Skinner due to the fact that the latter stimulus may produce repetitions of behaviour, 

thus make the subject of the behaviour operate on the environment. The suggested 

tools for operant conditioning by Skinner were reinforcement and punishment, the 

former defined as the strengthening of a particular behaviour and provided upon a 

desired response, the latter defined as the attempt to reduce the rate of the recurrence 

of a particular response.  
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The theory was elaborated by Skinner in Palmer (2008), holding that it was 

through stimulus-response reinforcement, which resulted in habit formation, that 

language learning took place. Behaviouristic language learning theory mainly 

focused on spoken language and written production was of secondary importance 

regarding the fact that the natural order of the use of language is writing after 

speaking and there are even languages without any written form whatsoever. 

Moreover, learning a language meant forming habits that would lead to the correct 

use of language, which was a mechanical process through the conditioning of 

responses or reflexes. In that respect, conditioning, a stimulus-response chain in 

other words, was necessary to form these habits because through this stimulus-

response relationship, responses could be reinforced either positively or negatively 

and result in conditioning, and habit formation, consequently. Skinner also argued in 

his theory that human learning functioned in the same way for each individual, 

provided the same learning environment.  

However psychological an approach Skinner’s behaviourism may appear, it did 

not deal with anxiety or the other psychological factors affecting language learning 

as a part of the learning process. As a consequence of these theories which supported 

the view that learning a language was habit formation in a target language, Lado in 

Yang (1992) concluded that acquiring the habits necessary to speak a second 

language was difficult predominantly because of the differences between two 

languages and developed the ‘Contrastive Analysis Hypothesis’.  

2.1.1.1 Contrastive Analysis Hypothesis 

In line with the behaviouristic theory of language learning, Lado in Yang 

(1992) developed a hypothesis called ‘contrastive analysis’. In his hypothesis Lado 

argued that the differences between L1 and L2 were the main points causing 

obstruction, therefore, through identifying those linguistic and cultural points that 

would and would not cause problems in terms of errors, negative transfer would be 

largely constrained, which would cause fewer or no errors and a stronger formation 

of habits. However, certain questionable matters concerning the contrastive analysis 

hypothesis such as the strength of error prediction, practicability issues and 
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applicability on behalf of the language teacher (Ellis, 1985) led to search for an 

alternative eventually, which Corder in Hariri (2012) made use of as the basis of his 

‘Error Analysis Hypothesis’, which is also related to the concept of ‘interlanguage’, 

a term coined by Selinker (1972) in the following years.  

2.1.1.2 Interlanguage & Error Analysis Hypothesis 

According to Corder in Hariri (2012), second language acquisition is not 

initiated through the native language, but a universal structure which allows a learner 

to develop a self linguistic system, forming a type of competence which he named 

‘transitional competence’ and this particular type of competence allows the learner to 

develop both dependently and independently from the learning material provided in a 

formal learning environment (Corder, 1981:9). This structure, later called 

interlanguage by Selinker in Han (2004), is constructed by the learner during the 

language learning process personally, thus, it is not accurate to typify language 

learners even if they come from similar linguistic backgrounds (Corder in Hariri, 

2012). On that matter Kohn (1986) suggests that, in determining the interlanguage 

behaviour of a learner, one should look for his knowledge that is both autonomous 

and functional as well as his determination, not the typical characteristics of the 

group to which the learner belongs.  

In his Error Analysis hypothesis, Corder in Heydari&Bagheri (2012) states that 

errors serve as evidences of learner’s organizing the language at a particular spot 

(interlanguage) and that they are natural constituents of the process of second 

language acquisition. He continues by suggesting that they may actually be utilized 

by the learner to foster the learning process. Therefore, the purposes of error analysis 

are to comprehend the processes that the learner undergoes while learning a second 

or foreign language and to increase learning efficiency through the findings (Corder, 

1974:123). In that respect, Richards and Schmidt (2002:184) summarized the use of 

error analysis as diagnosing learner strategies and causes of errors as well as the hot 

spots of language learning as supportive information for language teachers.  

Nevertheless, the facts that this hypothesis focuses solely on errors and skips 

the correctly produced output, it is difficult to distinguish between errors and 
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mistakes and that the causes of errors are numerous so findings may be unreliable 

gave way to more cognitivist stances among the researchers within the field of 

second language acquisition.  

Behaviourism in general, including the aforementioned instructional 

approaches, was not free from criticism. The fact that the behaviouristic paradigm 

did not take individual differences into account and studies on the cognitive structure 

of the human mind were being furthered, it became subject to heavy criticism, 

therefore, the need for an approach that recognized the uniqueness, capacity and 

needs of the individual, which also includes cognitive styles and strategies, emerged 

(Cooper, 1993). 

2.1.2 Cognitivism 

Cognitivism, which comes after behaviourism as a response to heavy criticism, 

defends that knowledge and meaning are produced through the development of one’s 

cognitive abilities such as recognition, recall, reflection, analysis, application and 

evaluation. From a cognitivist perspective, in order for learning to occur, an internal 

cognitive structure should invigorate the synapses that carry electrical signals in the 

brain structure. Through this internal cognitive structure, the learner develops prior 

knowledge and integrates new knowledge into his system and thus learning occurs.  

2.1.2.1 Cognitive Development Theory 

Certain learning theories related to cognitivism exist. In a cognitivist manner, 

Piaget in Ojose (2008) puts forward the ‘Cognitive Development Theory’, which 

suggests that children’s cognitive states go through four stages: sensorimotor, pre-

operational, concrete operational and formal operational. The main idea behind this 

theory is that different cognitive structures are controlled in different stages and a 

child’s learning capability is limited within those stages.  

In a later study, Piaget in Velez et al. (2011) argues that the process of learning 

is repetitive and through the process, prior knowledge of the learner is used 

extensively to utilize the new information. This occurs in three different processes, 

assimilation, which is the utilization of a prior mental structure to perceive new 
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information, accommodation, the modification of already existing schemes or 

processes with the effect of new information, and equilibration, which covers both 

assimilation and accommodation to master the new and modified mental structures.  

2.1.2.2 Schema Theory 

Another cognitivist type of theory, the concept of schema was first put forward 

by Barlett in Brewer and Nakamura (1984), suggesting that people resorted to 

reconstruction of stories as they were trying to remember them because those stories 

were assimilated to pre-stored schemata which were based on prior experience. 

Later, Rumelhart (1980) defined a schema as structure of data used for the 

representation of concepts that are kept in memory.” In a later study, Rumelhart and 

Norman (1983) described the characteristics of schema as knowledge representation, 

capability to be connected to related systems, having space that can be filled with 

solid or changeable values, including both facts and generalizations and getting 

involved in restructuring and explicating input.  

As seen above, cognitivism appears to be quite an intricate paradigm which 

takes individualistic features into consideration. Nevertheless, the initial occurrences 

of these features and their relation to or functioning process in second language 

acquisition are best explained in its nativist/innatist stance.    

2.1.2.3 Nativism / Innateness 

Nativist approaches support the idea that human mind possesses certain 

learning skills and abilities by birth genetically. Modern nativists also defend that 

human beings have a number of cognitive modules, which are genetically received 

psychological abilities, that makes it possible for them to learn and acquire certain 

skills. Certain theories such as the Language Acquisition Device (LAD) and 

Universal Grammar by Chomsky (1965) are related to the innate ability to learn 

languages and formed through the adoption of a nativist/innatist approach.  

LAD is first proposed by Chomsky (1965) as an internal feature of the 

cognitive structure of the human mind, which serves as an innate basis for first 

language acquisition as the initial linguistic data that a child has. Given that first 
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language acquisition does not take place in an instructional environment where 

negative evidence is present and spoken language may not always occur 

systematically and grammatically correct in natural environments, he concludes that 

LAD exists.  

Later on, Chomsky modifies his theory of LAD, under the name Universal 

Grammar, and defined it as “the system of principles, conditions, and rules that are 

elements or properties of all human languages” (Chomsky, 1975:29). Putting forward 

his theory in-depth, Chomsky (1965) writes a fierce critique of Skinner (1957), 

arguing that children have an innate faculty guiding them in their acquisition of 

language, as they do not merely imitate the language around them, but routinely 

generate novel sentences and rules. This innate language faculty will subsequently 

become known as Universal Grammar (UG) (Chomsky, 1966). The claim is, 

children cannot deal with the abstract concepts related to language learning with 

language input alone and thus, there has to be something else, something innate, 

which makes this possible, because Chomsky (1981,1986) argues that a native 

language environment does not provide a child with information about the 

correctness of the grammar of a sentence or reformulation possibilities concerning a 

hypothesis. Furthermore, if there is a common innate faculty that makes it possible 

for everyone to acquire a native language, there has to be a commonality among 

languages, too.  

The mentioned commonalities, valid for every language are called the 

‘principles’ of Universal Grammar. Brown (2007:41) defines principles as 

“invariable characteristics of human language that appear to apply all languages 

universally”. Cook (1997) draws a parallel between driving and these principles by 

stating that in every country, one has to drive on only one side of the road and this is 

a global principle of driving. Parallel to this analogy, every language has certain 

typical characteristics, principles, which limit learners’ grammars (Otsu&Naoi, 

1986). 

If all languages known to mankind have the same characteristics, how should 

we define the differences among them? Referring back to the same analogy by Cook 
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(1997), some countries drive on the right side and some drive on the left under the 

principle of driving on one side and this type of differences are called ‘parameters’. 

Gass and Selinker (2008) suggest that the linguistic data a child obtains while 

learning his first language regulates which group of parameters he will use, therefore, 

the existence of parameters makes it easier for a child to acquire a language owing to 

the fact that parameters are language specific and thus limited.  

In his theory, Chomsky does not essentially deal with L2 acquisition, but his 

ideas have had a major impact on the field and its subsequent abandonment of 

behaviourism as an explanation of the SLA process. The idea is that, if all people 

innately have a representation of languages in their minds, it is not possible to say 

they cease to exist in the case of learning a new language, which takes us to the 

initial state of second language acquisition. 

The term ‘Initial State’ refers to the unconscious knowledge that exists before a 

learner actually acquires a second language. Leung (2005:40) claims that “it is often 

tied to the investigation of the functional domain of interlanguage grammar (i.e. the 

emergence of functional categories, the operation of features and feature strength).” 

Initial state research basically deals with what kind of a linguistic system a learner 

has when he first starts the process of second language acquisition.  

In order to get a good hang of the initial state of acquiring a second language, 

one should be familiar with the ‘Fundamental Difference Hypothesis’ and ‘Access to 

Universal Grammar Hypothesis’. Fundamental difference hypothesis, attempting to 

explain the initial state phenomena, suggests that child language acquisition and 

adult second language acquisition are fundamentally different from each other (Bley-

Vroman, 1989, 1990).  

Briefly, children’s internal reference mechanism to external input resources is 

nothing but Universal Grammar. This input coming from an external resource 

interacts with Universal Grammar and a meaningful and systematic first language 

model is constructed (Galasso, 2002). However, this process does not have anything 

to do with the adult way of learning a second language, which requires cognitive 

awareness and problem-solving skills (Piatelli-Palmarini, 1989). 
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As Stewart (2003) summarizes, Fundamental Difference Hypothesis suggests 

that Universal Grammar parameters and principles, to which adults do not have 

direct access, handles child language acquisition and the main difference between 

child and adult language acquisition is that while children’s acquisition is based on 

the recognition of the parameters of the native language and the internalization of 

these parameters as a result of direct Universal Grammar access, adults’ acquisition 

is an act of cognizant problem-solving with the aim of explicating second language 

grammar. Therefore, it is not possible to mention a similar way of acquiring a 

language for a child and an adult, according to the theory.  

As seen above, Universal Grammar theory by Chomsky (1966) has left such a 

huge impact within the field of Second Language Acquisition and thus several 

different hypotheses as to how this structure works have been put forth.  

Although Fundamental Difference Hypothesis attempts to provide an 

explanation to the processing differences between adults and children, the question 

of how to access universal grammar is left unanswered.   

Through the course of second language acquisition research history, different 

stances have been put forward as for the way humans access universal grammar, but 

White (2003) sketches out five main stances, Full transfer/Full access, Minimal 

Trees, Valueless Features, Initial hypothesis of Syntax and Full access/no transfer, to 

explain the phenomenon, which could be considered as ‘Access to Universal 

Grammar Hypothesis’.   

The Full Transfer / Full Access Hypothesis stands for the view that the initial 

state of second language acquisition is comprised of the first language grammar, that 

is, first language grammar is totally transferred to second language acquisition 

process and the learner has direct access to universal grammar without any problem 

whatsoever (Schwartz & Sprouse 1994, 1996; White 1989).  

The Minimal Trees Hypothesis, on the other hand, is based on the assumption 

that the initial state of second language learning is indeed in connection with the first 

language of the learner, but with a primary difference from the Full Transfer / Full 
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Access Hypothesis. Vainikka&Young-Scholten (1994) put forward that this initial 

stage incorporates only lexical categories such as nouns, adjectives, verbs, adverbs, 

but not functional categories like articles, plurals, tense markers. Therefore, transfer 

does not occur as suggested by the former hypothesis. Instead, second language input 

is what develops the final second language grammar.  

Valueless features hypothesis by Eubank (1996) defends that the initial state of 

second language acquisition contains all the first language grammar including 

functional categories as in Full Transfer / Full Access Hypothesis, but with a major 

difference. According to this hypothesis, there is a matter of strength in that 

functional and lexical categories have different rates of strength in different 

languages. Therefore, the learner has to acquire the appropriate strength values of the 

second language being learnt.  

However, Valueless Features Hypothesis is objected to by the Initial 

Hypothesis of Syntax, suggested by Platzack (1996), who claims that the initial state 

of language acquisition is syntax or SVO order. In his hypothesis, Platzack (1996) 

defends that within the initial state of language acquisition, there are no marked 

values. In other words, all values are weak in the beginning of the acquisition 

process. Therefore, the hypothesis can be summarized as having Universal Grammar 

as the initial state of language acquisition.  

The last hypothesis indicated by White (2003) to explain the phenomenon of 

accessing universal grammar is Full Access / No Transfer Hypothesis, which asserts 

that Universal Grammar is the initial state of language acquisition, just like the Initial 

Hypothesis of Syntax.  However, Full Access / No transfer Hypothesis is 

differentiated from the Initial Hypothesis of Syntax in that second language and first 

language grammars are not connected. Thus, second language acquisition should 

always be finalized at the level of native-like competence and the problems that may 

arise are performance-based, not competence based (Epstein, Flynn, and 

Martohardjono, 1996, 1998).  
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2.1.2.3.1  Theoretization of Second Language Acquisition 

Certain theories were put forward from the early days of second language 

acquisition research but many of them were inferences from first language 

acquisition studies and lacked a solid conclusion regarding the acquisition of a 

second language. However, with the introduction of constructivism, which suggests a 

more individualized notion of language learning, second language research has 

gained pace with satisfactory outcomes and direct conclusions. Studying the 

individual differences through the course of active learning procedures, unlike 

former approaches, certain physiological, psychological and environmental factors 

showing a direct impact on second language acquisition have been described, along 

with second language acquisition concepts such as input, intake, interaction and 

output, which are terms one should have a clear grasp of, in order to comprehend the 

formal approaches to second language acquisition.   

Sharwood Smith (1993) defines input as language data, come across with either 

consciously or unconsciously, that has the potential of being processed. Gass (1988, 

1997) proposes two types of input, apperceived input, which is recognized but not 

comprehended and comprehended input, which carries the potential of being 

analyzed, matched with prior knowledge, hypothetically tested and integrated. 

Krashen (1985) also puts forward the ‘Input Hypothesis’ which suggests that input 

should be comprehensible, that is, slightly above the learner’s level. This hypothesis 

will be discussed in a later chapter in detail.  

How much of the provided data is processed and utilized? In this sense, the 

question was raised by many linguists and it is concluded that second language 

learners process and utilize only a limited part of the input provided, the part that is 

actually used by the learner and defined as intake (Corder in Heydari&Bagheri, 

2012; Hatch, 1983; Yule, 2006).  

Having taken a look at the difference between input and intake, it is also 

necessary to describe if an actual conversation in the second language helps 

acquiring it. Richards and Schmidt (2010) describe interaction as “the way in which 

a language is used by interlocutors” (219). Obviously, interaction serves as a purpose 
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to language learning, but does it provide a means for the same purpose? Long 

(1983a, 1983b, 1985, 1996) sheds a light on the matter by putting forward the 

‘Interaction Hypothesis’. The hypothesis suggests that the modifications made by the 

learner in a conversation facilitate acquisition through supplying him with the needed 

input. Through negotiation, speakers indicate it when there is something they do not 

understand and the resulting exchange serves the purpose of providing them with 

receiving different input and having more possibilities to produce output (Long, 

1983a, 1983b, 1996; Swain, 1985, 1995). 

Although the Interaction Hypothesis suggests that interacting in the second 

language fosters second language acquisition, the proposed interaction cannot take 

place until the learner produces utterances in the second language, in other words, 

until he provides output. Output is defined by Richards and Schmidt (2010:416) as 

“language produced by a language learner, either in speech or writing”. On the 

importance of that matter, Swain (1995) claims that the concurrence of linguistic 

knowledge gaps makes it possible for a learner to actually learn by noticing, thus 

raising self-awareness and modifying output. Within the same study, Swain (1995) 

functionalizes output as providing awareness through letting the learner realize what 

he is not able to produce in the foreign language, test grammatical hypotheses 

through receiving feedback and reformulate it if necessary and reflect about the 

language he knows, enabling the learner to check and internalize the knowledge.  

The terms provided and defined above function in the centre of second 

language acquisition today. However, in order to understand how each of these 

concepts work within the framework of second language acquisition, Krashen’s 

theory of second language acquisition should be carefully studied.  

Krashen’s theory of second language acquisition covers a series of studies by 

Krashen (1981, 1982, 1985, 1989, 2003) and within the framework of this theory, it 

is possible to talk about five hypotheses, namely ‘Acquisition/Learning Hypothesis’, 

‘The Natural Order Hypothesis’, ‘The Monitor Hypothesis’, ‘The Input Hypothesis’ 

and ‘The Affective Filter Hypothesis’. 
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According to Krashen (1989), there are two ways of learning a second 

language, one can either acquire or learn it. Krashen (1981,1982,1985) states that 

acquisition is a subconscious process and the learner is not naturally aware of the 

process, so he cannot clearly tell when the learning takes place. Krashen (2003) also 

defends that adults, like children acquiring their native language, can acquire either 

written or spoken language subconsciously. In order for acquisition to occur, 

meaningful interaction in the foreign language is required, therefore, it would not be 

wrong to say that the focus is on meaning instead of form (Ellis, 1985:261) and there 

is no error correction or formal instruction, which means the process takes place 

implicitly.  

On the contrary, learning a language, according to Krashen (2003), refers to 

the conscious knowledge of a second language, being aware of the grammar and the 

rules related to a second language, to be more precise. So basically, learning is the 

result of formal instruction and explicit learning, also benefitting from error 

correction.  

Ellis (1985:261) states that acquired knowledge is stored in the language areas 

of the left brain hemisphere and automatic processing is possible for this type of 

knowledge, however, learnt knowledge, although also located in the left hemisphere, 

can be processed only consciously. Therefore, Krashen (1982) concludes that 

learning does not result in acquisition and his resemblance of second language 

acquisition with the native-language acquisition of a child is also supported by 

Karni&Ferman (2010), who presented artificial morphological rules of verb 

transformations to adults and children without any explicit instruction or formal 

teaching and observed age-dependent maturation in learning, in that  adults 

outranked their children counterparts in learning implicitly and the long-term 

retention of the learnt material.   

Related to the ‘Acquisition/Learning Hypothesis’, ‘Monitor Hypothesis’ 

explains how acquired and learnt knowledge are used in producing speech 

utterances. According to this hypothesis, speech utterances are set in motion through 

the acquired knowledge thanks to its automaticity, and learnt knowledge serves the 



19 

 

purpose of monitoring what has been uttered, allowing the output resulting from the 

acquired language to be monitored and edited (Krashen, 1982). 

As a matter of fact, certain conditions must be met in order to use the learned 

language for monitoring purposes. First of all, the producer of the utterance must be 

aware of the rule, because without knowing the necessary rule, the speaker cannot 

know if he is correct or not. Secondly, the speaker must actually be caring about the 

correctness of his utterance. This means that he has to be judging his use of a 

particular structure as he is trying to get a certain piece of meaning across and lastly, 

the speaker must have enough time to convey his meaning and monitor at the same 

time, which are all quite challenging tasks. When all these conditions are met, learnt 

language serves as a monitor (Krashen 2003:3) and the optimal use of monitor 

should be just enough to fill communication gaps instead of posing a communication 

obstacle (Krashen, 1982). 

The Natural Order Hypothesis, as another part of Krashen’s theory of second 

language acquisition, states that there is a predictable acquisition pattern of 

grammatical structures. The supposition of this hypothesis is that some grammatical 

structures are acquired earlier than others, although there may not be a total 

agreement among acquirers as to which structure is learnt earlier than another 

(Krashen 1982: 12). Moreover, Krashen & Terrell (1983:28) also state that structures 

can be acquired at the same time in groups. Although there are certain hypotheses 

about the sequence of the natural order or acquisition, Krashen (2003) claims that 

this order is neither related to the simplicity or complexity of structures and nor can 

the order be changed by the formal teaching of certain structures, therefore, the 

natural order of acquisition is to be discovered and comprehensive input should be 

provided accordingly for acquisition to occur.  

Based on the assumption that there is a natural order of second language 

acquisition, the concept of input is also emphasized by Krashen. Input Hypothesis 

implies that the learner will simply pick up the second language by being exposed to 

it, that is, without formal instruction. Thus, taking a further step in the natural order 

occurs “by understanding messages, or by receiving ‘comprehensible input’ 
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(Krashen, 1985:2). At this point, it may be necessary to define what comprehensible 

input is. 

Comprehensible input is defined by Krashen (1985) as input that is either heard 

or read and that is slightly above the learner’s current knowledge of the foreign 

language grammar. Neither input that is consisted totally of what the learner already 

knows nor structures that are too far ahead of learner’s knowledge contributes to 

language acquisition. If we take “i” as the current knowledge status of a learner, 

acquisition will take place when the learner has to face and understand input that is 

“i+1” and when acquisition occurs, speaking comes out as a result of competence 

through comprehensible input. Furthermore, when a sufficient amount of this type of 

comprehensible input is understood, grammar is also acquired. Thus teacher’s role, 

according to this hypothesis, is to provide learners with a sufficient amount of 

comprehensible input (Krashen, 1985), for which one needs to have a clear grasp of 

the level of the learners and their development process. However, Krashen also 

argues that comprehensible input alone is not enough for a learner to acquire a 

second language since there are psychological factors that may hinder or facilitate 

second language acquisition.  

The effects of mental or emotional states of learners have been described in the 

Affective Filter Hypothesis by Krashen (1982), claiming that affective factors such as 

motivation, attitude, self-confidence and anxiety may have a major impact on second 

language acquisition, directly affecting the amount of comprehensible input reaching 

the ‘Language Acquisition Device’, which is assumed by Krashen as a mental 

structure that is responsible for the acquisition of both native and foreign languages, 

like that of Chomsky’s. Therefore, a healthier affective state will reduce or lower 

what Krashen calls ‘the affective filter’, allowing a larger amount of comprehensible 

input into the language acquisition device, which is of vital importance for second 

language acquisition to occur.  

This hypothesis provides an answer as to why some students, although they 

receive a sufficient amount of input, cannot reach a high-level of proficiency because 

it suggests that a high affective filter does not let comprehensible input reach the 
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language acquisition device, so it is not possible for the learner to acquire the 

language, for the input to become intake, in other words. 

In a way, this theory of Krashen’s prove that second language acquisition is not 

only what is given to a learner in a learning environment but also how the learner 

feels and why he feels that way.  

To sum up, the nativist stance of second language learning left a huge impact 

on second language acquisition theories, but in general, cognitivist psychology and 

learning theories received criticism since they regarded learning as quite a passive 

process, in which learners simply acquired the knowledge and there was practically 

no room for learner autonomy. Moreover, cognitivism within the context of second 

language acquisition focused on generic ways of acquiring a foreign language, which 

meant the potential characteristic differences among learners were not considered to 

be affective in second language acquisition.  As a result, a more active type of 

learning theory which also takes into account the past experiences of a learner as 

well as environmental factors was formed and called ‘constructivism’.  

2.1.3 Constructivism 

Constructivism as a learning theory describes the process of knowledge 

construction and defines meaning-making, or the construction of mental models as 

bases of perception, in quite an individualistic manner. Constructivism regards 

knowledge as an active instead of a passive process and the process of knowledge 

construction may have both cognitive and physical aspects of meaning through the 

development of schemas (Cunningham, 1988; Harel & Papert, 1991; Johnson-Laird, 

1980). With relation to this, constructivists believe that the process of meaning-

making can be fostered through different activities as well as environmental factors 

such as learning actively, creating dialogue opportunities, creative activities and a 

student-centred learning environment (Brooks & Brooks, 1996).  

Vygotsky (1978), on the other hand, attributes a highly social aspect to learning 

in his theory of social constructivism. According to his theory, knowledge is 

collaboratively created by the members of a certain social group, and the member 
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who is willing to integrate himself into that group continuously learns about how to 

be a part of it. Therefore, he emphasizes that culture and language are the essentials 

of cognitive development, so that the individual can interact with the group to learn 

more.  Also in line with Vygotsky’s ideas on cognitive development, Nystrand 

(1996) argues that teachers who appreciate the independent expression of thoughts 

and classroom discussion in the target language create better learners owing to the 

fact that they are able to use language as a means of communicating their opinions 

and interacting with others. Through social constructivism, the interactive nature of 

human learning is reiterated. 

In general, all three learning theories are responses to one another. While 

behaviourism does not explicitly explain how learning occurs, it predominantly 

focuses on observable behaviours through stimulus-response. From a behaviouristic 

stance, learning is highly influenced by rewards and punishments and these help 

human memory hardwire knowledge.  

In cognitivism, however, learning takes place through the formation of 

schemas with prior knowledge and strategies applied by the learner. Therefore, the 

already existing schemas and the previous experiences of the learner have an impact 

on learning, which limits the function of memory to the storage and retrieval of 

information.  

Constructivism, on the other hand, individualizes learning by stating that 

meaning is created by each learner individually, while also emphasizing the social 

notion of learning through the collaborative creation of knowledge. For that reason, 

learning is profoundly influenced by the engagement and interaction of the learner 

with the new learning environment. Thus, the memory serves as a medium which 

integrates prior knowledge into the new context (Ireland, 2007).  

In the light of the learner roles having undergone a radical shift from passive to 

active, approaches to second language acquisition were also to be revised. 

Moreover, constructivism’s individualistic approach and the fact that different 

learners without any cognitive disorders perform differently under the same learning 

conditions takes one to the same point, too. At this point, studying the learner 



23 

 

psychology within the context of second language acquisition may provide answers 

as to what the aforementioned differences are caused by.  

2.1.4 Psychology of Second Language Acquisition 

From the beginning of the second chapter, theories regarding the acquisition of 

a second or foreign language have been discussed. However, humans are not 

composed solely of their cognitive or physiological construct, therefore, the 

psychological factors, that is, the factors beyond language will be discussed in this 

section of the study.  Anxiety, however, will be discussed in-depth in relation to 

learning theories since it is the main point of research in this thesis.  

A frequently used term in the psychological aspect of second language 

acquisition research is ‘affect’. As a simple definition, affect is “aspects of emotion, 

feeling, mood or attitude which condition behaviour” (Arnold&Brown 1999: 1). As 

the definition suggests, affect is a psychology related term and within the context of 

language acquisition, it refers to the psychological factors that affect language 

acquisition.  

One of the factors that is responsible for raising the affective barrier of a 

learner is ‘Language Shock’. The phenomenon is defined by Hile (2001) as “the 

frustration and mental anguish that results in being reduced to the level of a two-

year-old in one's ability to communicate”. As the definition suggests, a second 

language learner, especially during the initial stages of second language acquisition, 

is under a great deal of stress because of the fact that his communication ability is 

limited and he cannot convey the exact message that he wants to. Language shock 

and Culture Shock are related concepts and the term culture shock was first uttered 

by Oberg (1961) as the process of adjusting oneself to another culture. However, 

culture shock in recent years is classified as a single stage of acculturation which can 

be basically defined as learning a new culture (Acton and Felix, 1986:20). These two 

states, resulting in a huge amount of stress, are caused by a significant level of 

anxiety due to the fact that the ‘visitor’ cannot actually feel the motives behind 

certain ‘foreign’ patterns of behaviour (Oberg, 1961; Barna, 1976; Hofstede, 1991). 
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Research reveals that language shock and culture shock may hinder second 

language acquisition, but even under circumstances they do not exist, it is observable 

that some people are simply more successful than other when it comes to learning a 

foreign language (Grigorenko, Sternberg & Ehrman, 2000). Dörnyei&Skehan 

(2003:590) brings an explanation to the phenomenon, by defining this fact as 

‘language aptitude’, which is “a specific talent for learning foreign languages which 

exhibits considerable variation between individual learners”. 

Carroll (1965) theorizes language aptitude, suggesting that four factors, 

phonemic coding ability, associative memory, grammatical sensitivity and inductive 

language learning ability, have a significant impact on language learning. In addition, 

language aptitude is stable, independent of prior learning experience and 

unconnected to other cognitive factors such as intelligence (Skehan, 1991). 

Whether foreign language aptitude is related to first language acquisition is 

quite a debatable issue. However, Sparks and Ganschow (2001) defend that 

‘Linguistic Coding Differences Hypothesis’, which mainly asserts that foreign 

language aptitude should be based on the analysis of first language skills, should be 

used as a basis of predicting foreign language aptitude. As a matter of fact, there 

exist studies relating first language development to foreign language aptitude long 

before Skarks and Ganschow. For instance, Skehan (1986, 1988 in Skehan, 1991) 

concludes that foreign language aptitude tests and first language development rates 

have a significant correlation. As Carroll (1973) confirms, foreign language aptitude 

may be a remnant of the ability to learn a first language.  

McLaughlin (1995) conceptualizes foreign language aptitude within the 

framework of working memory. Taking into account the significance of working 

memory in first language acquisition (Gathercole&Baddeley, 1993) and second 

language acquisition both (Juffs&Harrington, 2011), working memory serves as 

quite a useful addition to the concept of foreign language aptitude (Sawyer&Ranta, 

2001).  

As can be seen, the concept of foreign language aptitude has developed to a 

serious extent the last twenty years and it can be utilized in order to enable learners 
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to be more successful (Erlam, 2005). Also, it may serve as a basis for language 

acquisition related problem-solving, on behalf of teachers. (Ehrman, 1996).  Yet 

again, foreign language aptitude may prove insufficient since two learners who have 

similar levels of foreign language aptitude may perform differently under similar 

circumstances. In such a case, exploring the impact of motivation on second 

language acquisition becomes necessary. 

Among the most frequent factors used to explain the different rates of language 

learning success among learners is motivation. Ryan and Deci (2000:54) define 

motivation as “to be moved to do something”, which suggests that a person should be 

incited to achieve something. In terms of language learning, Gardner (1978:9) 

defines motivation as “a desire to learn the second language, attitudes toward 

learning it, and a correspondingly high level of effort expended toward this end”. 

Related to this definition, Gardner (1985) argues that motivation is the most 

prominent factor, and Cohen and Dörnyei (2002) suggest that a learner cannot really 

achieve much without motivation. On the same topic, Wigfield&Wentzel (2007) 

hold that motivation affects second language acquisition regardless of the level of 

language aptitude.  

Upon reviewing the literature on the impact of motivation on second language 

acquisition, it is necessary to have a look at different types of motivation and the 

factors that affect motivation. 

The socio-educational model of motivation by Gardner&Lambert (1972) 

suggests that integrative motivation and instrumental motivation are the two types of 

motivation. While integrative motivation can be taken as an intrinsically driven type 

of motivation, instrumental motivation poses an extrinsic basis, as in the desire to 

increase job finding opportunities. In another study, Gardner (2001) states that there 

are two factors affecting motivation, integrativeness and attitude. He defines 

integrativeness as having interest in having closer connections with the foreign 

language community. Naturally, a person who wants to get involved in 

communication with a foreign language community or have in-depth knowledge 

about a foreign culture/community will be motivated to learn the language of that 

particular community. The other factor, attitude, refers to general attitudes towards 
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the language learning situation, such as teacher, activities, methods of teaching etc. A 

positive attitude, of course, motivates the student, enabling an easier process of 

achievement due to willing participation in the learning environment.  

Dörnyei and Otto (1998) suggest a different theory of motivation, also known 

as the process model of second language motivation, which consists of three stages, 

preactional stage, actional stage and postactional stage.  The preactional stage, 

which may also be referred to as ‘choice motivation’, implies that the subject 

undergoes processes of setting his goal, accumulating his intention and the 

commencement of this particular intention during the initial stage of motivation 

generation. The actional stage, or executive motivation, means that the subject in this 

stage forms and operates them, evaluates the process and controls his actions 

regardless of the distractions. Lastly, there occurs the postactional stage, also known 

as motivational retrospection, during which the subject evaluates the outcomes of the 

action for future reference.  

The classifications of motivation presented above have a great deal to relate to 

second language acquisition in that a high level of motivation will provide the learner 

with a strong driving force to learn the second language at hand. However, 

motivation cannot be regarded as an isolated factor in second language acquisition 

and it interacts with all the previously mentioned psychological factors, as well as 

self-esteem, self-confidence and self-efficacy, which are yet to be described in this 

thesis.  

If one were to provide a brief description of self-esteem, self-confidence and 

self-efficacy from a second language acquisition standpoint, it would be appropriate 

to say the three terms relate to a learner’s own feelings and attitudes towards his own 

competence and capacity of achievement in a foreign language task. While self-

esteem is better related to the characteristic traits of the learner, self-confidence and 

self-efficacy may alter according to the task at hand and when the learner has more 

control over the task assigned, the latter two increase, resulting in a higher level of 

motivation (Graham and Macaro, 2008). Therefore, higher levels of self-esteem, self-
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confidence and self-efficacy are thought to be leading to higher levels of willingness 

to show effort, therefore achievement (Mills, Pajares, & Herron, 2006). 

The impact of motivation on foreign language learning and how it interacts 

with some other psychological factors have been explained so far. However, 

according to MacIntyre (2002), motivation and all the other previously mentioned 

psychological factors interact with another psychological phenomenon, anxiety, 

which is the main point of research in this thesis (MacIntyre, 2002). Therefore, it is 

necessary at this point to have a closer look at anxiety as a phenomenon having an 

impact on second language acquisition.  

2.1.4.1 Anxiety 

Another factor which affects second language acquisition is ‘anxiety’. 

Scholarly definitions of anxiety vary greatly in number and content. According to 

Spielberger (1983), anxiety is the feeling of strain, uneasiness, perturbation and 

irritation related to the stimulation of the nervous system. Davison (2008) defines 

anxiety as a dissatisfying sensation of apprehension and distress. When an individual 

is in a state of anxiety, coping skills and social skills become lower and this usually 

leads the sufferer of anxiety to avoid interaction or challenge, in addition, anxiety 

may precipitate alienation, lower self-confidence and a feeling of social exclusion 

(Weeks at al., 2009). Moreover, among students, anxiety has been reported to result 

in avoiding classes and a decrease in academic achievement (McLoone et al., 2006).  

An important aspect that helps understand the coping skills when encountered 

with situations causing anxiety is the self-perception of the anxious individual over 

those particular situations. This perceived control reveals a lot in terms of the 

outcomes of anxious behaviour (Weems et al., 2003). Weems et al. (2007) claim that 

one’s awareness of his own capability to handle external or internal threats such as 

anxiety-causing objects, actions or one’s own reactions is directly affected by his 

perceived control over the anxiety-related event. According to Chorpita (2001), when 

an anxious individual perceives his control over the anxiety-causing event low, the 

state of anxiousness is intensified since the particular individual evaluates his 

dexterity to deal with the event that is responsible for the increasing anxiety to be 
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inadequate. Therefore, it can be concluded that the response of the anxious individual 

is affected both by one’s self-perception of coping skill and the state of fear or 

anxiety caused by a minatory event (Weems et al., 2003). 

However, from a pedagogical point of view, anxiety may not always serve as a 

feeling that has negative outcomes.  

The term anxiety is divided into two types by Horwitz and Young (1991), 

facilitative anxiety and debilitative anxiety. They claim that facilitative anxiety, as its 

name suggests, facilitates the reduction of emotional barriers when a new learning 

task is at hand motivates the student to overcome the obstacles to encountered during 

the task.  

2.1.4.1.1    Facilitative Anxiety 

Motivation, either positive or negative, has the capacity to intensify the 

learning a new subject, thus in performance arts, music, learning a language or 

speaking, one needs a type of anxiety ‘to arouse the neuromuscular system to optimal 

levels performance, but not so much arousal that the complex neuromuscular systems 

underlying those skills are disrupted’ (Scovel in Horwitz and Young, 1991:22) that 

would facilitate the learning process. This particular type of anxiety that actually 

improves the learning process is called facilitative anxiety.  

2.1.4.1.2    Debilitative Anxiety 

In opposition with this, debilitative anxiety makes the student get away from 

the learning task through developing avoidance behaviours. In that respect, 

MacIntypre, Noels, and Clement (1997) claims that learners with high levels of 

anxiety experience what is defined as debilitative anxiety, and even worse, it leads 

the learner to participate less frequently, which makes the anxiety level even higher. 

Therefore, the learner goes round in the circle of less frequent participation and 

higher anxiety without an end. 
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Another approach that deals with different types of anxiety divides the 

phenomenon into three types mainly, trait anxiety, state anxiety and situation-

specific anxiety.  

2.1.4.1.3    State Anxiety 

State Anxiety, according to Spielberger (1966:12) is a “transitory state of 

condition of the organism that varies in intensity and fluctuates over time”. McIntyre 

in Young (1999:28) state that state anxiety is the actual feeling of anxiety and the 

observable effects of anxiety on emotion, cognition and behaviour. While the 

sufferer over-evaluates himself, his automatic nervous system is way more sensitive 

than usual and he also feels under stress due to imaginary failure scenarios, thus 

attempting to avoid the situation along with an increased rate of heart (Spielberger, 

1966; McIntyre in Young, 1999:28). 

2.1.4.1.4    Trait Anxiety 

Trait Anxiety, as the name suggests, is “a constant condition without a time 

limitation” (Levitt, 1980:11). This state of anxiety should be taken as a characteristic 

feature of an individual due to its stability (McIntyre in Young, 1999:28) because a 

sufferer of trait anxiety has the potential to be anxious in practically any situation 

(Spielberger, 1983).  

2.1.4.1.5    Situation-specific Anxiety 

Unlike trait anxiety that may be experienced in any situation, Situation-specific 

Anxiety is experienced only in particular types of situations, which can be classified 

as maths anxiety, test anxiety, writing anxiety or language anxiety. On this type of 

anxiety, MacIntyre and Gardner (1989) claim that situation-specific anxiety densifies 

owing to suffering from state anxiety in particular occasions. 

However, in the centre of this thesis is another, more specific type of anxiety, 

named by Horwitz et al. (1986) as ‘Foreign Language Anxiety’.  
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2.1.4.1.6    Foreign Language Anxiety 

Foreign language anxiety is defined by Scovel (1978: 134) as ‘a state of 

apprehension, a vague fear’. In a later study, Horwitz et al. (1986) defined foreign 

language anxiety as a “distinct complex of self-perceptions, beliefs, feelings, and 

behaviours related to classroom language learning arising from the uniqueness of the 

language learning process” (p.128). Furthermore, Friedman (1980) claims that there 

are significant similarities between foreign language anxiety and communication 

anxiety such as a feeling of constraint, overly trying to avoid even the simplest 

mistakes and the fear coming related to this meticulous act of avoidance.  

Oxford (1999) claims that foreign language anxiety is one of the most 

important factors affecting language learning regardless of the time and place of the 

learning process. According to Arnold and Brown (1999), foreign language anxiety 

has the potential to be the most effective factor that may slow down, even hinder, 

language learning. On that matter, Dörnyei (2005) adds that foreign language 

anxiety, just as the other psycholinguistic factors that are not entirely distinct from it, 

is a factor that has a direct effect on foreign language achievement. The reason why 

foreign language anxiety poses a threat against learning a foreign language is that 

language acquisition, recollection and language use may be distracted due to anxiety 

(MacIntyre and Gardner, 1991). What is more, language anxiety may also affect the 

self-confidence, risk-taking skills and self-esteem of learners, which inevitably 

interferes with proficiency (Crookall&Oxford, 1991). Even worse, language learning 

experience may become even fearsome, damaging one’s self-confidence due to 

anxiety (Zheng, 2008).  

Foreign language learners go through different experiences during the state of 

anxiety. Oh (1990) states that language learners experience a state of self-centred 

thoughts, incompetence feelings, reluctance to make mistakes and reacting 

emotionally to situations and he classifies foreign language anxiety as a form of 

situational anxiety (p.56). Also, when a foreign language learner is in a state of 

anxiety, he is not quite likely to perform classroom duties such as doing homework, 

participating in oral activities or providing questions with answers (MacIntyre and 
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Gardner, 1991). Gregersen (2003) observes that non-anxious learners’ self-response 

efficiency levels upon making errors are significantly higher than those of anxious 

learners. Moreover, Onwuegbuzie et al. (1999) claim that the avoidance of relatively 

challenging linguistic structures emerge as a result of anxiety. Therefore, it would 

not be wrong to say that the correlation between student performance and anxiety is 

negative (Foss and Reitzel, 1991). 

The factors that have an impact on foreign language anxiety may be numerous. 

It is suggested in many studies that oral activities that take place in classroom 

environment raise a greater amount of foreign language anxiety in comparison to 

other type of activities.   (Steinberg and Horwitz, 1986, Price, 1991, MacIntyre and 

Gardner, 1994). Similarly, Young (1990) found out that speaking activities which 

necessitate that the learners be in front of their classmates reveals the highest levels 

of anxiety.  

As for the causes of language anxiety, Bailey (1983) puts forward the 

suggestion that competitiveness is quite influential. His study suggests that a 

learner’s comparison of himself with other learners, his intrinsic need to outrank 

them and his absorption with exams (yet again through comparisons with classmates) 

may serve as the embodiment of competitiveness. Thus, in times when the 

competitive learner feels less competent than others, anxiety occurs, Bailey claims. 

According to Liu & Jackson (2008), this particular type of anxiety is the result of the 

self-perceptions of learners that their proficiency level is low. However, Brown 

(2008) refuses this claim and puts forward that low self-esteem, shame and 

inferiority feelings are the main causes of foreign language anxiety. Moreover, 

Gregersen & Horwitz (2002) suggests that learners who can be defined as 

perfectionists are more likely to experience the hindering effects of anxiety. 

According to Brown, Robson & Rosenkjar (2001) introvert students have a higher 

tendency to experience foreign language anxiety in comparison to extrovert students. 

Kim (2009) suggests that errors may be causing anxiety because the person who is 

responsible for the error may regard it as a barrier that prevents him/her from getting 

involved in a positive social environment where the target language is spoken. Also, 

it can be inferred from the study of Worde (2003) that lack of group consciousness 
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may lead to anxiety since it provokes the student to be more self-conscious and to 

analyze his own actions as well as any possible group reaction to his action. Such 

learners normally avoid getting involved in activities such as starting a conversation 

or interacting in any way and they may even not come to the class at all because they 

want to escape any negative evaluation whatsoever (Gregersen, 2007). As a result, 

they grow even more anxious, which puts them in a vicious cycle (Jackson, 2002).  

However, Horwitz et al. (1986) say that there are three processes causing 

foreign language anxiety and all three processes function interconnected. These three 

processes are communication apprehension, test anxiety and fear of negative 

evaluation. Communication apprehension occurs during interaction in a foreign 

language and it is caused by the concern of the speaker that total comprehension of 

the message in a foreign language is impossible. For that reason, the speaker is in a 

feeling of hindrance or obstruction. Test anxiety refers to the feeling of worry caused 

by a number of exams in classroom environment. The last process that causes 

anxiety, as mentioned above, is fear of negative evaluation. The term evaluation here 

may define either the evaluation made by teachers or one’s own evaluation. The 

speaker feels anxious due to the existence of an evaluative environment.  

2.1.4.2 Research on Foreign Language Anxiety 

As for the empirical studies on foreign language anxiety, various results have 

been acquired. Foreign language anxiety was found to be negatively correlated with 

written and oral SAT and GRE scores (Gardner et al., 1987; Young, 1990). Campbell 

and Ortiz (1991) suggested that half of all language students may be experiencing 

debilitative anxiety. Phillips (1992) observes that a low level of anxiety meant a high 

level of oral performance and vice versa. Gardner, Tremblay and Masgoret (1997) 

demonstrated that self-confidence and anxiety had a negative correlation. Kitano 

(2001) substantiated that if students had a self-perception of low ability in the foreign 

language, they tended to have a high level of foreign language anxiety. Liu (2006) 

conveyed that anxiety levels decreased as the proficiency levels of learners 

increased. Woodrow (2006) investigated the correlation between anxiety and oral 

achievement, and he concluded that speaking performance was predictable through 
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anxiety level. Marcos-Llinás & Juan-Garau (2009) suggested that learner anxiety 

increases correlated positively with the language level. Ay (2010), in her study on 

Turkish adolescents, found out that anxiety was present in the receptive skills at 

beginner level, however, as the students improved their foreign language skills, 

anxiety also appeared in productive skills.  

The given research findings shed a light on how foreign language anxiety 

affects foreign language achievement, but the reason why foreign language anxiety 

affects the performances of foreign language learners can be revealed through the 

study of how it interacts with other psychological variables that have an impact on 

second language acquisition.  

Upon his research on 150 Taiwanese students to find out if there is any relation 

among anxiety, motivation, proficiency and learner autonomy, Liu (2012) concludes 

that foreign language anxiety may decrease motivation and thus damage learner 

autonomy and proficiency levels, which all together result in a poor performance. 

Furthermore, in their study, Sparks and Patton (2013) reveal that Foreign Language 

Anxiety levels of students are predictive in both L1 and L2 reading skills as well as 

language aptitude, in their longitudinal study with 128 American students. As for the 

relationship between self-esteem and anxiety, Weiten (1989:495) concludes that 

there is a negative correlation between the two, which means when one of the 

variables increases, the other one decreases.  

Research data provides insights as to the causes and effects of foreign language 

anxiety within the second language acquisition context. However, the effects of 

physiological differences on the same phenomenon cannot be explained by a 

psychological standpoint. When cognitive impairments are out of question, it is 

necessary to take a look at the impact of learning differences on foreign language 

anxiety.  

2.1.5 Learner Differences and Foreign Language Anxiety 

Given the causes and effects of foreign language anxiety, it should also be 

pointed out that not every student experiences it in similar ways. At this point, it is 
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thought that learner differences play a role in how a learner experiences foreign 

language anxiety. 

Proficiency level of the learner appears to have an impact on the foreign 

language anxiety experienced. Indeed, a number of studies support the conclusion 

that as the level of proficiency increases, foreign language anxiety decreases 

(Gardner, Smythe, & Brunet, 1977; Gardner, Lalonde, & Pierson, 1983; MacIntyre 

and Gardner, 1991, 1993).  

Frantzen and Magnan’s (2005) findings are also supportive of these studies. In 

order to determine if there is any difference in the anxiety levels of among true 

beginners and false beginners in first-semester university French and Spanish classes, 

they conduct a research using the FLCAS and additional open ended questions. Their 

results corroborate the other findings in that true beginners experience a higher level 

of anxiety, resulting in lower grades. All these studies signify that as the proficiency 

level of a learner goes higher, the foreign anxiety level is expected to decrease.  

Another learner difference that is thought to interact with foreign language 

anxiety is gender. Campbell and Shaw (1994), in their study for determining the role 

of gender in foreign language anxiety among learners of Spanish, German, Russian 

and Korean, conclude that female learners are less anxious than their male 

counterparts in a foreign language learning setting. Moreover, Zhang (2000), 

studying the reading anxiety levels of Chinese ESL students, confirm these findings.  

On the other hand, Kout et al. (2009), discovers in his study with English 

learners in Taiwan that male students are significantly less anxious than females. In a 

similar study, Park and French (2013) study the foreign language anxiety levels of 

948 students enrolled in English classes in a Korean university, in order to detect the 

impact of gender differences on the phenomenon. Their results reveal that female 

students are significantly more anxious than the males. As seen, the results related to 

the interaction between learner gender and the level of foreign language are 

conflicting.  
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The last learner difference that is going to be dealt with in this chapter, which 

is also the main focus of the present study, is age.  

2.1.6 Age and Language Learning Process 

When it comes to second language acquisition research, age is an important 

and frequently investigated variable as for its contribution to/inhibition of second 

language acquisition. It is a common belief that younger learners outrank their older 

counterparts, however, the literature on the matter is too contradictory to reach such a 

pretentious conclusion. Krashen, Long, and Scarcella (1979) and Singleton (1995) 

point out the "consensus view" in which they conclude that older learners are more 

successful at the early stages of second language acquisition, but as the proficiency 

level of the learners increase, younger learners receive the advantage on their behalf.  

As mentioned above, the literature covering the effect of age on second 

language learning varies in content to a serious extent. Asher&Price in 

Snow&Hoefnagel-Höhle (1978) claim that adults’ performance significantly 

surpasses that of children in formal classroom environment, under instructed 

teaching in other words. In a similar fashion, Asher&Garcia (1969) states that 

children are more able when it comes to picking up the language in comparison with 

adults, in natural settings such as a foreign country in which they live.  

However, at that point of the literature review, it would be more precise to 

review the language acquisition hypotheses related to the age of the learner.  

One important hypothesis dealing with the effect of age on second language 

acquisition is the ‘Brain Plasticity Hypothesis’ put forward by Penfield and Roberts 

in Mayberry and Lock (2003). In their study, Penfield and Roberts claim that the 

most favourable period to acquire a second language is until the age of ten because 

the brain keeps its plasticity during this period with enables it to keep its flexibility 

and adaptability. The main point of their argument in the Brain Plasticity Hypothesis 

is that the flexibility of brain functions makes it possible for different variables to be 

dealt with by the brain in both parts under necessary circumstances such as any type 

of cognitive impairment caused by accidents.  
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Like the other hypotheses, ‘The Critical Period Hypothesis’, developed by 

Lenneberg in Mayberry and Lock (2003), a biologist, is also among the significant 

hypotheses related to the age factor in language acquisition. Lenneberg hypothesizes 

that the learning ability of humans’ does not last until the end of their lives with the 

same strength. He holds that Language Acquisition Device, like other biological 

functions belonging to humans, can be used in full capacity by the brain only until 

puberty, 12-13 years of age in other words, because the brain gradually loses its 

ability to change constructively after this period, a process also called lateralization, 

therefore, although it is possible to acquire a language after this period, native-like 

proficiency is limited only to the critical period, according to Lenneberg. Besides this 

foundation of the hypothesis, Birdsong (2006) asserts that an immense shortcoming 

as for the receptive and productive skills of learners who acquire a foreign language 

after the critical period is to be observed, when their performance is compared to 

those whose acquisition process started before the period, which seems to come to an 

end in the beginning or the end of puberty.  

The Critical Period Hypothesis is supported by a great many studies. Oyama 

(1976), in a study on 60 immigrants in the USA, reached the conclusion that the 

younger the immigration age of the learner was, the closer to native-like 

pronunciation they reached. Fathman (1979) found out that younger students were 

more successful in terms of native-like pronunciation in comparison to their older 

counterparts, although they were past the puberty period only by a few years. 

Williams (1979) also reached the same conclusion that younger learners of foreign 

languages were more successful in terms of pronunciation without an accent. In a 

similar manner, Harley (1986) believes that the relatively higher success rate of 

younger learners over older learners is due to the ‘maturational turning point’, a 

change that comes off during puberty period, making it more difficult for adults to 

acquire a second language. Likewise, Munoz (2006) concludes that younger learners 

are more advantageous than older ones in tests of oral comprehension and 

pronunciation. Due to the fact that the basis of pronunciation is neuromuscular 

(Scovel, 1988), it is thought to be totally lateralized before adulthood. (Molfese, 

1977:206).   
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A number of studies support the existence of neurological processing 

differences in early and late learners of a second language. For instance, Hernandez, 

Hofmann, & Kotz (2007) made a comparison between native and non-native 

speakers of Spanish through an fMRI scan and they found out that left inferior 

frontal gyrus was used more extensively by non-native speakers who learnt Spanish 

at a later age. Likewise, Jeong et al. (2007) suggested that the areas of human brain 

that are responsible for the processing of phonology and syntax were more active in 

late bilinguals with the implication that they needed extra neural resources to reach a 

native-like performance.  

All these studies can be taken as evidences as for the existence of a critical 

period for language learning since it is clearly observed that learning languages at a 

later age result in a more extensive use of the prefrontal cortex.  

Another phenomenon related to and supporting the existence of a critical 

period in second language acquisition is called ‘fossilization’, which is distinct from 

first language acquisition and results in severe obstacles and a relatively lower rate of 

success among individual who undergo the L2 acquisition process after the critical 

period (Selinker in Han, 2004).  

Ellis (1994), putting forward age as a factor having an impact on fossilization, 

holds that young learners are better able to conceive and classify sounds belonging to 

the second language, which results in a higher level of success in terms of native-like 

pronunciation. Moreover, the neurological state of the learner, as in lateralization and 

cerebral maturation periods that occur in a certain age, has a significant impact on the 

acquisition of a second language. In addition, according to Ellis, due to the fact that 

children have a lower degree of communicative consciousness and anxiety, they have 

a higher degree of motivation to get in contact with the speakers of a foreign 

language and to integrate.  Also cognitively speaking, children are more 

advantageous than adults. In his study, Ellis suggests that children are able to make 

use of their inputting skills more capably than adults, and the fact that children’s first 

and second language information are stored in different parts of the brain which 
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make them use both languages separately in an automatic way, unlike adults whose 

first and second language information are stored by the brain together.  

This suggestion of Ellis’s is also supported by a neurophysiological study by 

Wartenburger et al. (2003), who claim that in the case of bilinguals who has two 

languages by birth, functional and electrical responses in first and second language 

processing, especially for the processing of grammar, bear no significant difference. 

This claim of Ellis’s is also confirmed by Kim et al. (1997) through the utilization of 

fMRI, who observed that only late bilinguals’ brain scans revealed different 

activation areas for first and second languages in the left inferior frontal cortex. 

Along with the Critical Period Hypothesis, another opinion concerning the 

impact of age on second language acquisition is the ‘Sensitive Period Hypothesis’. 

Sensitive periods in general are different than the critical period and the term refers 

to a lengthier period during which one has a few or no problems in terms of the 

difficulty or speed of his learning owing to the fact that he is more frequently 

stimulated by his environment (Lee&Schachter, 1997). Studies conducted by Scott in 

Colombo (1982) and Oyama (1979) assert that such sensitive periods are fairly 

lengthy, not discernibly characterized, vary in terms of their duration and stimulus-

dependent.  

Early experimental studies related to the sensitive period in language 

acquisition date back to 70’s. Curtiss (1977, 1988),  studying two people who were 

not exposed to any language until the ages of 13 and 30 respectively, finds out that 

both people could acquire a first language, but with the deficit of syntax and 

phonology. Mayberry (1993) concludes that deaf children who acquire American 

Sign Language between the ages 9-13 are less successful than those who acquired it 

between the ages 8-15, but as a second language. More importantly, Mayberry 

observes that both groups are less successful than American Sign Language natives. 

Bates et al. (2001) investigates the linguistic abilities of children who had injuries 

resulting in focal brain lesions before six months of age. Their study reveals that by 

the age of 5-8, there is no relation between those brain lesions and language abilities. 

However, significant relations exist in their adult counterparts with similar lesions. 
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Furthermore, patients suffering from perinatal brain injuries do not demonstrate an 

abnormal language development but a delay in age-related controls (Wulfeck, Bates, 

Krupa-Kwiatkowski, & Saltzman, 2004). 

Under the light of the studies presented, it is not inaccurate to say that a 

sensitive period for first language acquisition during which a person is more 

responsive to linguistic stimulus exists. But is the same case for acquiring a second 

language? 

Sensitive period studies related to second language acquisition are regarded 

quite differently. However, there is evidence supporting the phenomenon. After two 

tests related to the age of arrival and length of residence of sixty immigrants coming 

from Italy, Oyama (1976,1978) finds out that arrivals between the ages 6-10 perform 

better than those who arrived after the age of 10, concluding that it is the age that 

matters more than the length of residence in second language acquisition. 

In a similar fashion, Johnson and Newport (1989) conduct a study supporting a 

sensitive period for second language acquisition, documenting that the as the age of 

arrival grows older, linguistic performance declines, especially after the age of 

fifteen.  

Skill specific studies also support the existence of a sensitive period in second 

language acquisition. Werker & Tees (2005) argue that the ability to learn both 

receptive and productive skills deteriorate in late childhood. Related to this 

argument, Kuhl et al. (1997) reveal that native speakers of Japanese lose their ability 

to distinguish between /r/ and /l/ around the age of 10 months.  

To conclude, it is possible to say that immersion into a second language 

environment does not always produce near-native language skills (Mochizuki, 1981) 

due to the fact that age, or sensitive periods within the human life span have a major 

impact on second language acquisition. 
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2.1.6.1 Research on Age and Foreign Language Anxiety 

Although the number of the studies concerned with the relation between age 

and foreign language anxiety remain to be a few, several studies have been 

conducted to detect if the level of foreign language anxiety is somehow related to the 

age of the subject.  

On that matter, Onwuegbuzie et al. (1999) suggest that there is a positive 

correlation between age and foreign language anxiety, that is, as the age grows 

higher, so does foreign language anxiety, based on their findings upon the study of 

210 individuals, aged between 18-71. In a similar fashion, Bailey, Daley and 

Onwuegbuzie (2000), as a result of their study on 184 students taking French, 

Spanish, German and Japanese classes in various levels in USA assert that younger 

students experience a lower level of foreign language anxiety compared to the older 

ones who partook in the study.  

In addition, Donovan and MacIntyre (2005), taking into account the results of 

their study on 741 students of junior high school, high school and university, whose 

ages ranged from 11 to 47, conclude that university students tend to experience a 

higher level of foreign language anxiety in comparison to the younger subjects.  

Likewise, Dewaele (2007) report that younger subjects go through a lower 

level of foreign language anxiety unlike the older subjects, in his study on 106 

students whose ages varied between 18-75. 

Although the literature on the relation between age and foreign language seems 

to be consisting mainly of studies that are supportive of its existence, there are also a 

few studies in the literature which have not found similar results.  

For instance, MacIntyre et al., (2002:550), in their study which they compare 

the anxiety levels of 268 French immersion programme students whose ages ranged 

between 11-16, demonstrate that older students undergo a lower level of foreign 

language anxiety than the younger students. 
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In like manner, Dewaele et al. (2008) notes that negative correlations have 

been found between age and communication apprehension / foreign language anxiety 

scores, based on their study on 464 multilingual students, which means that a higher 

age would mean a lower level of anxiety.  

As mentioned above, the literature on the relation between age and foreign 

language anxiety is relatively small in content and the findings of the existing studies 

are conflicting, which makes it necessary to conduct further analytical studies on the 

matter.  
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CHAPTER THREE 

THE RESEARCH 

3.1 Research Method 

The aim of the present study is to reveal the anxiety levels of high school and 

university students. Therefore, qualitative research method was employed by the 

researcher in order to obtain numerical data through statistical analysis in order to 

test the interaction of independent variables with foreign language anxiety and the 

domains related to it.  

The collected data was analyzed to find out the possible factors that had an 

impact on foreign language anxiety. The results were compared with respect to the 

ages, genders, institutions and perceived English levels of the participants as well as 

their families’ levels of education.  

3.1.1 Participants 

The participants of the study are high school and university students who all 

took at least one English course in 2012-2013 academic year and the participation 

was on volunteer base. The distribution of the participants is shown below in Table 

(1).  

Table 1. The Distribution of Participants  

 
Frequency Percent 

High School 385 67,7 

University 184 32,3 

Total 569 100,0 

 

385 high school students and 184 university students studying in various 

departments, which means a total of 569 students, voluntarily participated in the 

study. The participants consisted of 318 female and 251 male students. The ages of 
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the participants varied between 14 and 27 and 169 of them were above 18 while 400 

participants were 18 and below. When asked, 271 of the students ranked their 

English levels A1 – A2 and 270 ranked it B1 – B2. Only 28 participants claimed 

their level of English was C1 – C2 according to the Common European Framework. 

The highest level of education within the family was primary school or below for 84 

participants, secondary or high school for 272 participants and university at any level 

for 213 participants. The schools or departments at which the participants studied 

were chosen randomly for the study.  

3.1.2 Data Collection  

Quantitative data was collected through a questionnaire in the study. The 

questionnaire, called Foreign Language Classroom Anxiety Scale (FLCAS) by 

Horwitz, Horwitz & Cope (1986) was used.  The FLCAS is a 33-item Likert scale 

that is proposed to measure foreign language anxiety as well as communication 

apprehension, text anxiety and fear of negative evaluation. The items range from 

“Strongly Disagree” (1) to “Strongly Agree” (5). However, there are 9 negatively 

worded items that would be reversely coded. The minimum possible score is 33 and 

the maximum possible score is 165. Higher scores indicate higher levels of anxiety. 

Horwitz (1986, 1991) examined the internal reliability of the FLCAS and achieved a 

Croanbach’s Alpha Coefficient of .98 and an r value of .83 (p<0,01) in the test-retest 

reliability check over 8 weeks.  

Moreover, the scale was found out to be in significant correlation with 

communication apprehension (r=.28, p<0,05) when McCroskey’s Personal Report of 

Communication Apprehension was taken as a basis, with text anxiety (r=.53, p<0,01) 

when Sarason’s Test Anxiety Scale was taken as a basis and with fear of negative 

evaluation (r=.36, p<0,01) when Watson and Friend’s Fear of Negative Evaluation 

Scale was taken as a basis (Horwitz, 1991). All these correlation analyses are 

confirmatory of the validity of the FLCAS.  

In order to determine which statements in the scale could be attributed to which 

type of anxiety, the 3-factor model of Huang (2008), which was found to be better fit 
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the scale by Cao (2011) than the 4-factor model of Zhao (2007), was used. The 

distribution of the statements according to factors is presented below in Figure 1. 

 

 

 

 

 

 

 

 

 

All the analyses regarding the FLCAS were administered by the researcher in 

the light of the model above.  

However, in order to eliminate the potential linguistic barriers which could 

affect the results of the study, a translation of the scale by Zhanibek (2001) was 

given to the participants.  

Following the administration of the questionnaire by the researcher on 569 

participants, the reliability of the results were checked and the Croanbach’s Alpha 

Coefficient was found out to be 0,92. Moreover, the Croanbach’s Alpha Coefficient 

within the factors were 0,81, 0,78 and 0,79 for communication apprehension, test 

anxiety and fear of negative evaluation respectively, which were all acceptable 

values in terms of reliability.  

3.1.3 Data Analysis and Interpretation 

The quantitative data collected were analyzed and interpreted statistically. 

Firstly, the response frequencies and percentages were calculated for the whole scale 

and for each factor afterwards. Following this, mean values and standard deviations 

were calculated in order to figure out the average anxiety level of the participants. 

Foreign Language 

Classroom Anxiety 

Communication  

Apprehension 

Item 1, 4, 9, 14, 15, 

18, 24, 27, 29, 30, 

32 

Test Anxiety,  

Item 3, 5, 6, 8, 

10, 11, 12, 16, 17, 

20, 21, 22,  

25, 26, 28 

Fear of Negative  

Evaluation 

Item 2, 7, 13, 19, 

23, 31, 33 

Figure 1. 3-factor model of the FLCAS by Huang (2008) 
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After that, gender, age and institution groups were compared using t-tests to detect if 

there were statistically significant differences. The other independent variables, the 

education levels of the parents of the participant as well as the perceived English 

level were analyzed using analysis of variances (ANOVA) for potential differences 

that are statistically significant, since they included more than three groups. The 

same analysis pattern was used for each one of the three factors.  

The same criteria that was used by Horwitz (1986) to measure the levels of 

anxiety was used. For each factor and the whole scale, the mean score and standard 

deviation values were calculated and ‘high’ scores were considered to be those above 

the sum of the mean score and the standard deviation value. In that respect, “low” 

scores were considered to be the ones below the value obtained by subtracting the 

standard deviation value from the mean score. “Moderate” scores were taken as the 

scores between the lowest high score and the highest low score.  
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CHAPTER FOUR 

FINDINGS AND INTERPRETATION 

4.1 Findings of the Whole Scale 

As previously mentioned, the lowest possible score is 33 and the highest is 165 

in FLCAS which has 33 items. In order to have an overview of student responses to 

the scale, sums and mean score were calculated and displayed in Table 1. 

Table 2.  Mean Anxiety Score, Minimum and Maximum Scores 

  
N Minimum Maximum Mean 

Std. 

Deviation 

Total Anxiety Score 569,00 38,00 156,00 89,21 22,13 

Valid N (listwise) 569,00         

 

As shown in Table 2, the mean anxiety score of the participants is 89,21 

(sd=22,13) with a minimum score of 38 and a maximum score of 156. Within the 

responses of the sample of the present study, a score of 67 or below indicates low 

anxiety, scores between 68 and 111 indicate a moderate level of anxiety and the 

scores above 111 reveal a high level of anxiety. Frequencies and percentages of the 

low, moderate and high anxiety scores are presented in Table 2 below.  

 

Table 3. Distribution of the Participants 

According to Their Anxiety Levels 

 
Frequency Percent 

Low Anxiety 99 17,4 

Moderate Anxiety 378 66,4 

High Anxiety 92 16,2 

Total 569 100,0 
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Frequency analysis results reveal that 17,4% of the participants (n=99) 

experience foreign language anxiety in a low level, 66,4% (n=378) have a moderate 

level of anxiety and 16,2% of the participants (n=92) experience a high level of 

anxiety.  

In order to see if there is a statistically significant difference between age 

groups (14-18 and 18+), group means were calculated and a t-test was administered. 

The results are shown below in table 3. 

Table 4.  Means and T-Test Results According to Age Groups 

 

Age  

Groups 
N Mean 

Std.  

Deviation 
t  Df 

Sig. (2-

tailed) 

Total Anxiety 

Score 

14-18 400 86,98 20,88 -3,7424 567 ,000 

18+ 169 94,49 24,07 

 

Table 4 presents that the mean score of the 400 participants aged 18 and below 

is 86,98 (sd=20,88) and the mean score of the 169 participants over 18 is 94,49 

(sd=24,07). Computed through these scores, the statistically significant difference 

(p<0,01) computed through these scores reveal that the anxiety score of the older 

group is higher than that of the younger one.  

 

Another t-test was administered in order to demonstrate if there is a statistically 

significant difference between the mean scores according the genders of the 

participants. Table 5 exhibits the results of the analysis.  

Table 5. Means and T-Test Results According to Genders 

 
Gender N Mean 

Std. 

Deviation 
T df 

Sig. (2-

tailed) 

Total Anxiety 

Score 

Male 251 84,24 20,60 -4,856 567 ,000 

Female 318 93,14 22,53 

 

As displayed in Table 5, 251 male participants have a mean anxiety score of 

84,24 (sd=20,60) and the 318 female participants of the study have a mean anxiety 
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score of 93,14 (sd=22,53). The t-test results reveal that there is a statistically 

significant difference (p<0,01) between the mean scores, which suggest that female 

participants of the study are more anxious than their male counterparts.  

 

In order to check if there is any difference between the mean scores according 

to the institutions where the participants study, a t-test was administered. The results 

are shown in Table 6.  

 

Table 6. Means and T-Test Results According to Institutions 

 
Institution N Mean 

Std. 

Deviation 
T Df 

Sig. (2-

tailed) 

Total Anxiety 

Score 

High School 385 86,82 21,18 -3,775 567 ,000 

University 184 94,22 23,25 

    

Table 6 demonstrates that 385 High School students who participated in the 

study have a mean anxiety score of 86,82 (sd=21,18) and the 184 University students 

have a mean anxiety score of 94,22 (sd=23,25).  The statistically significant 

difference (p<0,01) resulting from the t-test reveals that university students are more 

anxious than high school students in foreign language classes.  

 

The means and standard deviation values according to the education levels of 

the participants’ fathers are shown below in Table 7.  

 

Table 7. Mean Anxiety Scores According to the 

Education Levels of the Participants' Fathers 

 
N Mean 

Std. 

Deviation 

Primary School or Below 100 93,79 22,64 

Secondary or High School 287 89,20 21,32 

University 182 86,72 22,80 

Total 569 89,21 22,13 
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As seen in Table 7, the participants whose fathers had an education level of 

primary school or below have a mean anxiety score of 93,79 (sd=22,64), the 

participants whose fathers have an education level of secondary or high school have 

a mean anxiety score of 89,20 (sd=21,32) and those whose fathers attended 

university in any level have a mean score of 86,72 (sd=22,80).  

 

In order to see if the differences among these mean scores are statistically 

significant, a one-way ANOVA was administered. The results are displayed in Table 

8.  

 

Table 8. ANOVA Results According to the Education 

Levels of the Participants' Fathers 

 

Sum of 

Squares 
df 

Mean 

Square 
F Sig. 

Between Groups 3226,32 2 1613,160 3,322 ,037 

Within Groups 274828,37 566 485,562 
  

Total 278054,69 568 
   

 

Following the analysis of variances suggesting a significant difference related 

to the mean anxiety scores and the education levels of the participants’ fathers, an 

LSD test was administered in order to see which groups had a statistically significant 

difference. The LSD results are shown below in Table 9. 

 

Table 9. LSD Results According to the Education Levels of the Participants' 

Fathers 

(I) Education 

(Father) 
(J) Education (Father) 

Mean Difference 

(I-J) 
Std. Error Sig. 

Primary School 

or Below 

Secondary or High 

School 

4,59488 2,56 ,073 

University 7,07022
*
 2,74 ,010 
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According to the LSD results demonstrated in Table 9, the mean anxiety scores 

of the participants whose fathers have attended a university are significantly lower 

(p<0,05) than those whose fathers have an education level of primary school or have 

received no formal education at all. No other statistically significant difference 

among mean anxiety scores was found in the analysis of variances according to the 

education levels of the participants’ fathers.  

 

The means and standard deviation values according to the education levels of 

the participants’ mothers are shown below in Table 10.  

 

Table 10. Mean Anxiety Scores According to the 

Education Levels of the Participants' Mothers 

 
N Mean 

Std. 

Deviation 

Primary School or Below 151 93,42 21,98 

Secondary or High School 296 88,83 21,47 

University 122 84,92 23,12 

Total 569 89,21 22,13 

 

As shown in Table 10, the participants whose mothers have an education level 

of primary school or below have a mean anxiety score of 93,42 (sd=21,98), the 

participants whose mothers have an education level of secondary or high school have 

a mean anxiety score of 88,83 (sd=21,47) and the participants whose mothers 

attended a university have a mean score of 84,92 (sd=23,12).  

 

To reveal if the differences among the mean scores are statistically significant, 

an ANOVA, whose results can be seen in Table 11, was administered.  
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Table 11. ANOVA Results According to the                                                    

Education Levels of the Participants' Mothers 

  Sum of Squares df Mean Square F Sig. 

Between Groups 4961,908 2 2480,954 5,142 ,006 

Within Groups 273092,784 566 482,496 
  

Total 278054,692 568 
   

 

The results of the analysis of variances in Table 11 suggest that there is a 

statistically significant difference (p<0,01) among the mean anxiety scores of the 

participants according to their mothers’ education levels. To see which groups 

differentiated from each other on the basis of statistically significant difference, an 

LSD test was administered by the researcher. The results of the LSD test can be seen 

in Table 12 below.  

 

Table 12. LSD Results According to the Education Levels of the Participants' 

Mothers 

(I) Education 

(Mother) 
(J) Education (Mother) 

Mean Difference 

(I-J) 
Std. Error Sig. 

Primary School 

or Below 

Secondary or High School 4,58276
*
 2,20 ,037 

University 8,49919
*
 2,68 ,002 

Secondary or 

High School 

Primary School or Below -4,58276
*
 2,20 ,037 

University 3,91643 2,36 ,098 

 

The results of the LSD test in Table 12 demonstrate that the difference between 

the participants whose mothers have an education level of primary school or below 

and those whose mothers have an education level of secondary school, high school 

(p<0,05) or university (p<0,01) is statistically significant. On the contrary, there is no 

statistically significant difference between the mean anxiety scores of the participants 

whose mothers have an education level of secondary or high school and those whose 

mothers have attended a university in any level.  



52 

 

The last piece of nonnumerical data obtained within this study is the perceived 

English levels of the participants. The means and standard deviation values 

according the perceived English levels of the participants are displayed in Table 13 

below.  

 

Table 13. Mean Anxiety Scores According to the 

Perceived English Levels of the Participants 

 
N Mean Std. Deviation 

A1 - A2 271 97,29 20,99 

B1 - B2 270 83,41 20,13 

C1 - C2 28 67,00 18,75 

Total 569 89,21 22,13 

 

Table 13 shows that the mean anxiety score of the participants with a perceived 

English level of A1 – A2 is 97,29 (sd=20,99), the mean anxiety scores of the 

participants with a perceived English level of B1 – B2 is 83,41 (sd=20,13) and the 

scores of those with a perceived level of C1 – C2 is 67,00 (sd=18,75).  

 

Following the calculation of the mean anxiety scores according to the 

perceived English levels of the participants, an analysis of variances was 

administered by the researcher to detect if there was any statistically significant 

difference within the level groups. The results can be seen in Table 14 below.  

 

Table 14. ANOVA Results According to                                                                             

the Perceived English Levels of the Participants 

  Sum of Squares Df Mean Square F Sig. 

Between Groups 40585,957 2 20292,979 48,368 ,000 

Within Groups 237468,735 566 419,556 
  

Total 278054,692 568 
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The ANOVA results demonstrate that there is a statistically significant 

difference among the perceived English level groups (p<0,01). In order to figure out 

which groups significantly differed from each other, an LSD test was administered 

by the researcher. The results are displayed in Table 15 below.  

 

Table 15. LSD Results According to the Perceived English Level of 

the Participants 

(I) Perceived 

English Level 

(J) Perceived 

English Level 

Mean Difference (I-

J) 

Std. 

Error 
Sig. 

A1 - A2 B1 - B2 13,88042
*
 1,76 ,000 

C1 - C2 30,28782
*
 4,07 ,000 

B1 - B2 A1 - A2 -13,88042
*
 1,76 ,000 

C1 - C2 16,40741
*
 4,07 ,000 

C1 - C2 A1 - A2 -30,28782
*
 4,07 ,000 

B1 - B2 -16,40741
*
 4,07 ,000 

 

The LSD test results disclose that the mean anxiety scores of all perceived 

English level groups significantly differ from each other (p<0,01). The mean anxiety 

score of the A1 – A2 group is significantly higher (p<0,01) than those of B1 – B2 

and C1 – C2 groups and the mean anxiety score of the B1 – B2 group is significantly 

higher than that of C1 – C2 group (p<0,01).  

4.2 Findings of Communication Apprehension 

Within the communication apprehension domain of the FLCAS, the lowest 

possible score is 11 and the highest one is 55. An overview of student responses to 

the aforementioned domain is presented below in Table 16.  
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Table 16. Mean Communication Apprehension Score,                                             

Minimum and Maximum Scores 

  N Minimum Maximum Mean Std. Deviation 

Communication 

Apprehension 

569 11,00 53,00 29,76 8,13 

Valid N (listwise) 569 
    

 

Table 16 shows that the mean score for the communication apprehension 

domain of the FLCAS is 29,76 (sd=8,13) with a minimum score of 11 and a 

maximum score of 53. 38 points and above indicate a high level of communication 

while 21 points and below indicate a low level of communication apprehension. The 

scores above 21 and below 38 signify a moderate level of communication 

apprehension. The frequencies and percentages according to the level of 

communication apprehension are given below in Table 17.  

 

Table 17. The Distribution of the Participants According 

to Their Levels of Communication Apprehension (CA) 

 
Frequency Percent 

Low CA 98 17,2 

Moderate CA 376 66,1 

High CA 95 16,7 

Total 569 100,0 

 

Table 17 illustrates that 17,2% (n=98) of the participants experience a low 

level of communication apprehension while 66,1% (n=376) experience it in a 

moderate level. The remaining 16,7% (n=95) have a high level of communication 

apprehension.  

To reveal if there is a statistically significant difference between age groups 

(14-18 and 18+), group means were calculated and a t-test was administered. The 

results are tabulated below in table 18. 
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Table 18. Means and T-Test Results According to Age Groups 

 
Age Groups N Mean 

Std. 

Deviation 
t df 

Sig. (2-

tailed) 

Communication 

Apprehension 

14-18 400 28,84 7,74 -4,218 567 ,000 

18+ 169 31,93 8,61 

    

It is demonstrated in Table 18 that the mean communication apprehension 

score of the participants who are 18 and below is 28,84 (sd=7,74) and that of the 

participants over 18 is 31,93 (sd=8,61). The 2-tailed significant value, 0,00, obtained 

through a t-test, indicates that the mean difference between the two age groups is 

statistically significant (p<0,01).  

 

Following the t-test within the age groups of the participants, mean 

communication apprehension scores according to genders were calculated and 

another t-test was administered to reveal if the difference of mean communication 

apprehension scores within genders is statistically significant. The mean scores and t-

test results are displayed below in Table 19.  

 

Table 19. Means and T-Test Results According to Genders 

 
Gender N Mean 

Std. 

Deviation 
t df 

Sig. (2-

tailed) 

Communication  

Apprehension 

Male 251 27,98 7,39 -4,726 567 ,000 

Female 318 31,16 8,41 

    

As seen in Table 19, the mean scores of the male participants within the 

domain of communication apprehension is 27,98 (sd=7,39) and that of the female 

participants is 31,16 (sd=8,41). The t-test results imply that the difference between 

those mean scores is statistically significant (p<0,01) and female participants are 

more apprehensive in communication in English classes.  
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The next analysis is related to the mean communication apprehension scores of 

the participants and their relation to the institution where they study. To figure that 

out, the mean scores according to institutions are calculated and a t-test is 

administered to find out statistically significant differences between two values, the 

mean communication apprehension score of high school students and that of 

university students.  

 

Table 20. Means and T-Test Results According to Institutions 

 
Institution N Mean 

Std. 

Deviation 
t df 

Sig. (2-

tailed) 

Communication 

Apprehension 

High School 385 28,79 7,84 -4,160 567 ,000 

University 184 31,78 8,36    

 

The mean communication apprehension scores of high school and university 

students as seen in Table 20 are 28,79 (sd=7,84) and 31,78 (8,36) respectively and 

the difference between these mean scores is statistically significant (p<0,01) 

according to the t-test results, which indicate that university students experience 

communication apprehension stronger than high school students.  

 

The next analysis takes into account the education level of the participant’s 

father and its relation to communication apprehension. The mean communication 

apprehension scores and standard deviation values are presented below in Table 21.  

 

Table 21. Mean Communication Apprehension  Scores According 

to the Education Levels of the  Participants' Fathers 

  N Mean Std. Deviation 

Primary School or Below 100 31,52 8,12 

Secondary or High School 287 29,80 8,08 

University 182 28,72 8,08 

Total 569 29,76 8,13 
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Table 21 demonstrates that the mean communication apprehension score of the 

participants whose fathers have an education level of primary school or below is 

31,52 (sd=8,12). On the other hand, the participants whose fathers have an education 

level of secondary or high school have a mean score of 29,80 (sd=8,08) and those 

whose fathers have an education level of university have a mean score of 28,72 

(sd=8,08).  

 

In order to reveal if the differences among the aforementioned mean scores are 

statistically significant, ANOVA results, shown in Table 22, should be investigated.  

 

Table 22. ANOVA Results According to the                                                    

Education Levels of the Participants' Fathers 

  Sum of Squares df Mean Square F Sig. 

Between Groups 507,096 2 253,548 3,877 ,021 

Within Groups 37015,948 566 65,399 
  

Total 37523,044 568 
   

 

ANOVA results in Table 22 suggest that there is a statistically significant 

difference (p<0,05) among the groups divided by the education levels of the 

participants’ fathers. In order to detect which groups have the statistically significant 

different, an LSD test was administered by the researcher. The results of the LSD test 

are shown below in Table 23.  

 

Table 23. LSD Results According to the Education Levels of the Participants' 

Fathers 

(I) Education (Father) (J) Education (Father) 
Mean Difference 

(I-J) 

Std. 

Error 
Sig. 

Primary School or 

Below 

Secondary or High School 1,72209 0,94 ,067 

University 2,80022
*
 1,01 ,006 
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The LSD results reveal that there is a statistically significant difference 

between the participants whose fathers have an education level of primary school or 

below and those whose fathers have an education level of university. The results 

indicate that the former group experience communication apprehension stronger than 

the latter. No other statistically significant difference was found in the LSD test 

among the groups according to the education level of the participant’s father.  

 

In order to see how the communication apprehension tendencies of the 

participants differ according to the education level of their mothers, means and 

standard deviation values were calculated and displayed in Table 24.  

 

Table 24. Mean Communication Apprehension                    

Scores According to the Education Levels                                              

of the  Participants' Mothers 

  N Mean 
Std. 

Deviation 

Primary School or Below 151 31,64 8,06 

Secondary or High School 296 29,46 8,07 

University 122 28,14 7,97 

Total 569 29,76 8,13 

 

As demonstrated in Table 24, the mean communication apprehension scores of 

the participants according to their mothers’ education levels vary. The participants 

whose mothers have an education level of primary school or below have a mean 

score of 31,64 (sd=8,06), those whose mothers have an education level of secondary 

or high school have a mean score of 29,46 (sd=8,07) and the participants whose 

mothers have had academic education in any level have a mean score of 29, 76 

(sd=8,13). However, in order to see if the differences among these numbers are 

statistically significant, ANOVA results in Table 25 should be interpreted.  
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Table 25. ANOVA Results According to the                                                    

Education Levels of the Participants' Mothers 

 
Sum of Squares df Mean Square F Sig. 

Between Groups 882,211 2 441,105 6,814 ,001 

Within Groups 36640,833 566 64,736 
  

Total 37523,044 568 
   

 

The results of the analysis of variances indicate that there is a statistically 

significant difference (p<0,01) when the groups according to the education levels of 

the participants’ mothers are compared. Following the ANOVA, an LSD test to 

compare the aforementioned groups was administered. Table 26 below demonstrates 

the results of the LSD test.  

 

Table 26. LSD Results According to the Education Levels of the Participants' 

Mothers 

(I) Education 

(Mother) 
(J) Education (Mother) 

Mean Difference 

(I-J) 
Std. Error Sig. 

Primary School or 

Below 

Secondary or High 

School 

2,18292
*
 0,80 ,007 

University 3,50304
*
 0,98 ,000 

 

According to the LSD results presented in Table 26, the differences between 

the mean scores of the participants whose mothers have an education level of 

primary school or below and the other two groups are statistically significant 

(p<0,01). These results denote that the participants of the first group experience 

communication apprehension stronger than the second and the third groups. Other 

comparisons within the groups according to the education levels of the participants’ 

mothers revealed no difference.  

 

The last analysis that deals with the mean communication apprehension scores 

of the participants takes their perceived English levels as its basis. In order to find 
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out how the scores differ from each other, the mean scores and standard deviation 

values are calculated and tabulated for further analysis (Table 27).  

 

Table 27. Mean Communication Apprehension Scores 

According to the Perceived English Levels of the Participants 

  N Mean Std. Deviation 

A1 - A2 271 32,59 7,77 

B1 - B2 270 27,75 7,42 

C1 - C2 28 21,64 6,94 

Total 569 29,76 8,13 

 

The mean communication apprehension scores of the participants according to 

their perceived English levels are displayed in Table 27. The A1 – A2 group has a 

mean score of 32,59 (sd=7,77), the B1 – B2 group has a mean score of 27,75 

(sd=7,42) and the last group, C1 – C2, has a mean score of 29,76 (sd=8,13).  

 

As seen in the table, the numbers reduce as the level rises but an analysis of 

variances is necessary to detect if these differences are statistically significant or not 

(Table 28).  

Table 28. ANOVA Results According to                                                                             

the Perceived English Levels of the Participants 

  Sum of Squares df Mean Square F Sig. 

Between Groups 5104,706 2 2552,353 44,562 ,000 

Within Groups 32418,338 566 57,276 
  

Total 37523,044 568 
   

 

When the ANOVA results according the perceived English levels of the 

participants are investigated, it is seen that there is a statistically significant 

difference (p<0,01) among level groups. To see which groups differ from each other 

significantly, LSD results should be interpreted. The results are displayed below in 

Table 29.  
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Table 29. LSD Results According to the Perceived English Levels of 

the Participants 

(I) Perceived 

English Level 

(J) Perceived 

English Level 

Mean Difference (I-

J) 

Std. 

Error 
Sig. 

A1 - A2 B1 - B2 4,83855
*
 0,65 ,000 

C1 - C2 10,94755
*
 1,50 ,000 

B1 - B2 A1 - A2 -4,83855
*
 0,65 ,000 

C1 - C2 6,10899
*
 1,50 ,000 

C1 - C2 A1 - A2 -10,94755
*
 1,50 ,000 

B1 - B2 -6,10899
*
 1,50 ,000 

 

The LSD results indicate that all the differences within the groups divided by 

the perceived English levels of the participants are significant (p<0,01). This shows 

that the mean communication apprehension score of the B1 – B2 group is 

significantly higher than that of the C1 – C2 group, while the mean score of the A1 – 

A2 group is the highest.  

4.3 Findings of Test Anxiety 

The second domain within the FLCAS that is to be scrutinized is the domain of 

Test Anxiety. The minimum score within this domain is 15 and the maximum score 

is 75. The mean text anxiety scores, standard deviation values and 

minimum/maximum scores are presented in Table 30.  

 

Table 30. Mean Text Anxiety Score,                                             

Minimum and Maximum Scores 

  N Minimum Maximum Mean 
Std. 

Deviation 

Test Anxiety 569 17,00 70,00 40,84 9,67 

Valid N (listwise) 569 
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As seen in the table, the minimum score within the Text Anxiety domain of the 

FLCAS is 17 and the maximum score is 70. The mean score of 569 participants 

within this domain is 40,84 (sd=9,67). Within this domain, a high score is 51 and 

above while a low score is 31 and below. The scores between 32-50 are considered 

moderate. Frequencies and percentages of the responses within the domain of test 

anxiety according to the levels are presented below in Table 31.  

 

Table 31. The Distribution of the Test 

Anxiety Scores According to Their Levels 

 
Frequency Percent 

Low Test Anxiety 96 16,9 

Moderate Test Anxiety 386 67,8 

High Test Anxiety 87 15,3 

Total 569 100,0 

 

Table 31 shows that 16,9% (n=96) of the students experience a low level of test 

anxiety while 67,8% (n=386) experience the same type of anxiety in a moderate 

level. The percentage of the participants who experience a high level of test anxiety 

is 15,3 (n=87).  

 

In order to check if the text anxiety scores differ according to the ages of the 

participants, the mean text anxiety scores of the two age groups (14-18 and 18+) 

were calculated and a t-test was administered to compare the two groups. T-test 

results are shown below in Table 32.  

 

Table 32. Means and T-Test Results According to Age Groups 

 

Age 

Groups 
N Mean 

Std. 

Deviation 
T df 

Sig. (2-

tailed) 

Test 

Anxiety 
14-18 400 40,08 9,10 -2,910 567 ,004 

 
18+ 169 42,64 10,71 
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Table 32 presents the mean text anxiety scores and standard deviation values 

according to age groups. The first and the younger age group has a mean text anxiety 

score of 40,08 (sd=9,10) and the second and the older age group has a mean score of 

42,64 (sd=10,71). The t-test results signify that the difference is statistically 

significant (p<0,01) and the older group has a higher level of text anxiety.  

 

The next analysis reveals if there is a statistically significant difference 

between the mean text anxiety scores of two genders. The mean values according to 

genders and t-test results are displayed in Table 33 below.  

 

Table 33. Means and T-Test Results According to Genders 

 
Gender N Mean 

Std. 

Deviation 
t df Sig. (2-tailed) 

Test 

Anxiety 

Male 251 39,19 9,61 -3,655 567 ,000 

Female 318 42,14 9,53 

    

As seen in Table 33, the mean text anxiety score of the male participants is 

39,19 (sd=9,61) while that of the female participants is 42,14 (9,53). The t-test 

results indicate that the difference in the mean text anxiety scores of males and 

females is statistically significant (p<0,01) and female participants are more anxious 

in tests than their male counterparts.  

 

Following the analyses according to genders, the mean text anxiety scores and 

standard deviation values were computed by the researcher according to the 

institutions where the participants studied. In addition, a t-test was administered to 

detect if the difference between the mean scores of the two institutions, high school 

and university, were significantly different. The results are demonstrated below in 

Table 34.  
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Table 34. Means and T-Test Results According to Institutions 

 
Institution N Mean 

Std. 

Deviation 
T df 

Sig. (2-

tailed) 

Test 

Anxiety 

High School 385 40,00 9,24 -2,998 567 ,003 

University 184 42,58 10,31 

    

As shown in Table 34, the mean text anxiety score of the participants who 

study at a high school is 40,00 (sd=9,24) and that of the participants who study at a 

university is 42,58 (sd=10,31). The t-test result denote that the difference is 

statistically significant (p<0,01) and university students are more anxious in tests 

than high school students.  

 

After the analyses according to institutions where the participants study, it is 

necessary to calculate the mean text anxiety scores of the participants according to 

their fathers’ education levels to detect the potential effects of the variable on text 

anxiety.  

 

Table 35. Mean Test Anxiety Scores According to 

the Education Levels of the  Participants' Fathers 

  N Mean 
Std.  

Deviation 

Primary School or Below 100 42,74 10,03 

Secondary or High School 287 40,61 9,19 

University 182 40,14 10,10 

Total 569 40,84 9,67 

 

The calculation of the mean text anxiety scores according to the education 

levels of the participants’ fathers revealed quite close results. The mean text anxiety 

score of the participants whose fathers have an education level of primary school or 

below is 42,74 (sd=10,03), while those whose fathers have an education level of 

secondary or high school have a mean score of 40,61 (sd=9,19). The lowest mean 
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score within the domain of text anxiety belongs to the participants whose fathers 

have an education level of university, which is 40,14 (sd=10,10).  

 

In order to see if the differences among the mean test anxiety scores according 

to the education levels of the participants’ fathers were statistically significant, an 

analysis of variances was administered. The results are shown below in Table 36. 

 

Table 36. ANOVA Results According to the                                                    

Education Levels of the Participants' Fathers 

  Sum of Squares df Mean Square F Sig. 

Between Groups 464,204 2 232,102 2,498 ,083 

Within Groups 52597,595 566 92,929 
  

Total 53061,800 568 
   

 

It is displayed in Table 36 that the ANOVA results denote no statistically 

significant difference (p>0,05) among the mean text anxiety scores of the 

participants according to their fathers’ education level, thus it would not be wrong to 

say that the differences in the mean text anxiety scores are arbitrary.  

 

The purpose of the next set of analyses related to the domain of text anxiety 

within the FLCAS is to figure out the mean text anxiety scores of the participants 

according to their mothers’ education level. The results of the mean score 

calculations are shown below in Table 37.  
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Table 37. Mean Test Anxiety Scores According to 

the Education Levels of the  Participants' Mothers 

  N Mean 
Std. 

Deviation 

Primary School or Below 151 42,07 9,92 

Secondary or High School 296 40,77 9,14 

University 122 39,47 10,44 

Total 569 40,84 9,67 

 

The mean text anxiety score of the participants whose mothers have an 

education level of primary school or below, secondary or high school and university 

are 42,07 (sd=9,92), 40,77 (sd=9,14) and 39,47 (sd=10,44) respectively. However, an 

analysis of variances is necessary to find out if there is a statistically significant 

difference among these numbers. The results of the ANOVA are tabulated below in 

Table 38.  

 

Table 38. ANOVA Results According to the                                                    

Education Levels of the Participants' Mothers 

  Sum of Squares df Mean Square F Sig. 

Between Groups 458,259 2 229,129 2,465 ,086 

Within Groups 52603,541 566 92,939 
  

Total 53061,800 568 
   

 

As shown in Table 38, there is no statistically significant difference (p>0,05) 

according to the education levels of the participants’ mothers within the domain of 

text anxiety in FLCAS. The numerical differences among the mean text scores of the 

participants within this variable are considered arbitrary.  

 

In order to understand the interaction of text anxiety with the perceived English 

levels of the participants, a last set of analyses is administered through the mean text 

anxiety scores, that are shown in Table 39, within the perceived English level groups. 
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Table 39. Mean Test Anxiety Scores According to the 

Perceived English Levels of the Participants 

  N Mean Std. Deviation 

A1 - A2 271 44,11 9,30 

B1 - B2 270 38,39 8,90 

C1 - C2 28 32,82 8,81 

Total 569 40,84 9,67 

 

As illustrated in Table 39, the mean test anxiety score of the perceived English 

level groups differ in numbers. The A1 – A2 group has a mean text anxiety score of 

44,11 (sd=9,30), the B1 – B2 group has a mean score of 38,39 (sd=8,90) and the C1 

– C2 group has a mean score of 32,82 (sd=8,81). In order to find out if these 

numerical differences are statistically significant, an analysis of variances is 

necessary to be administered (Table 40).  

 

Table 40. ANOVA Results According to                                                                             

the Perceived English Levels of the Participants 

  Sum of Squares df Mean Square F Sig. 

Between Groups 6319,855 2 3159,928 38,264 ,000 

Within Groups 46741,945 566 82,583 
  

Total 53061,800 568 
   

 

The ANOVA results according to the perceived English levels of the 

participants indicate that there is a statistically significant difference (p<0,01) among 

the mentioned groups. Following the ANOVA, the results of the LSD test should be 

interpreted in order to see which groups significantly differ from each other (Table 

41). 
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According to the LSD results, all the differences within the groups divided by the 

perceived English levels of the participants are significant (p<0,01). This shows that 

the mean test anxiety score of the B1 – B2 group is significantly higher than that of 

the C1 – C2 group, while the mean score of the A1 – A2 group is the highest and that 

text anxiety decreases as the perceived English level increases.  

 

4.4 Findings of Fear of Negative Evaluation 

The next domain within the FLCAS to be analyzed is the domain of Fear of 

Negative Evaluation. In order to conduct detailed analysis within the mentioned 

domain, mean fear of negative evaluation score, standard deviation value, minimum 

and maximum scores are calculated (Table 42). 

 

Table 42. Mean Fear of Negative Evaluation Score,                                       

Minimum and Maximum Scores 

  N Minimum Maximum Mean 
Std. 

Deviation 

Fear of Negative Evaluation 569 7,00 35,00 18,62 6,02 

Valid N (listwise) 569 
    

 

Table 41. LSD Results According to the Perceived English Levels of the 

Participants 

(I) Perceived English                

Level 

(J) Perceived English 

Level 

Mean 

Difference (I-J) 

Std. 

Error 
Sig. 

A1 - A2 B1 - B2 5,72183
*
 ,78141 ,000 

C1 - C2 11,28558
*
 1,80392 ,000 

B1 - B2 A1 - A2 -5,72183
*
 ,78141 ,000 

C1 - C2 5,56376
*
 1,80423 ,002 

C1 - C2 A1 - A2 -11,28558
*
 1,80392 ,000 

B1 - B2 -5,56376
*
 1,80423 ,002 
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Table 42 shows that the mean fear of negative evaluation score of the 

participants is 18,62 with a standard deviation value of 6,02. The minimum score 

obtained within this domain is 7 while the maximum is 35. Within this domain, a 

high score is 25 and above while a low score is 12 and below. The scores in between 

are considered moderate. The distribution of the participants according to their levels 

of fear of negative evaluation is presented below in Table 43. 

 

Table 43. The Distribution of the Participants According 

to Their Levels of Fear of Negative Evaluation 

 
Frequency Percent 

Low Fear of Negative Evaluation 92 16,2 

Moderate Fear of Negative Evaluation 373 65,6 

High Fear of Negative Evaluation 104 18,3 

Total 569 100,0 

 

As seen in Table 43, 16,2% (n=92) of the participants experience a low fear of 

negative evaluation while 65,6% (n=373) experience a moderate fear. A high fear of 

negative evaluation is felt by the remaining 18,3% (n=104).  

 

To see if the fear of negative evaluation differed according to the ages of the 

participants, the groups that were used in other domains were used (14-18 and 18+) 

and a t-test was administered by the researcher. The results are displayed below in 

Table 44.  

 

Table 44. Means and T-Test Results According to Age Groups 

 

Age 

Groups 
N Mean 

Std. 

Deviation 
t df 

Sig. (2-

tailed) 

Fear of 

Negative 

Evaluation 

14-18 400 18,07 5,77 -3,374 567 ,001 

18+ 169 19,92 6,41 
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Table 44. reveals that the mean fear of negative evaluation score of the 14-18 

age group is 18,07 (sd=5,77) and the mean score of the 18+ age group is 19,92 

(sd=6,41). Moreover, the t-test results indicate that the difference between the mean 

fear of negative evaluation scores of the two groups is statistically significant 

(p<0,01).  

 

The next analysis is to find out the mean fear of negative evaluation scores and 

the standard deviation values according to genders and to detect if there’s any 

statistically significant difference between the mean values obtained. The results are 

shown below in Table 45.  

 

Table 45. Means and T-Test Results According to Genders 

 
Gender N Mean 

Std. 

Deviation 
T df 

Sig. (2-

tailed) 

Fear of 

Negative 

Evaluation 

Male 251 17,08 5,34 -5,571 567 ,000 

Female 318 19,84 6,26 
   

 

As shown in Table 45, the mean fear of negative evaluation score of the male 

participants is 17,08 (sd=5,34) and that of the female participants is 19,84 (sd=6,26). 

According to the t-test results, the difference between the mean scores is statistically 

significant (p<0,01) and female students experience the fear of negative evaluation 

stronger than their male counterparts.  

 

The institution at which the participant studies is another variable in the present 

study. In order to see if this variable had any effect on the fear of negative 

evaluation, mean values and standard deviations were calculated and a t-test was 

administered by the researcher. The results of the calculations and the t-test are 

presented below in Table 46.  
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Table 46. Means and T-Test Results According to Institutions 

 
Institution N Mean 

Std. 

Deviation 
T df 

Sig. (2-

tailed) 

Fear of 

Negative 

Evaluation 

High School 385 18,03 5,83 -3,428 567 ,001 

University 184 19,86 6,23 
   

 

Table 46 shows that the mean fear of negative evaluation score of the 

participants who study at a high school is 18,03 (sd=5,83) and that of the participants 

who study at a university is 19,86 (sd=6,23). According to the t-test results, the 

difference between the mean scores according to institutions is statistically 

significant (p<0,01), which indicates that university students experience the fear of 

negative evaluation stronger than high school students.  

 

The next variable to be analyzed is the education level of the participant’s 

father. In order to conduct analysis on the mentioned variable, mean fear of negative 

evaluation values according to the education levels of the participants’ fathers and 

standard deviation values were calculated. The results are displayed below in Table 

47.  

 

Table 47. Mean Fear of Negative Evaluation Scores 

According to the Education Levels of the  Participants' 

Fathers 

  N Mean Std. Deviation 

Primary School or Below 100 19,53 6,22 

Secondary or High School 287 18,78 5,87 

University 182 17,86 6,09 

Total 569 18,62 6,02 
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Table 47 shows that the mean score of the fear of negative evaluation domain 

according to the education levels of the participants’ fathers. The participants whose 

fathers have an education level of primary school or below have a mean score of 

19,52 (sd=6,22), those whose fathers have an education level of primary school or 

below have a mean score of 18,78 (sd=5,87) and the participants whose fathers have 

studied at a university at any level has a mean score of 17,86 (sd=6,02).  

 

In order to see if the differences among the mean scores are statistically 

significant, an analysis of variances was administered by the researcher. The results 

are displayed below in Table 48. 

 

Table 48. ANOVA Results According to the                                                                       

Education Levels of the Participants' Fathers 

 
Sum of Squares df Mean Square F Sig. 

Between Groups 196,441 2 98,22 2,725 0,066 

Within Groups 20403,802 566 36,049 

  Total 20600,243 568 

    

As seen in Table 48, there is no statistically significant difference among the 

groups according to the education levels of the participants’ fathers within the 

domain of Fear of Negative Evaluation (p>0,05).  

 

The next variable to be investigated within this domain is the education level of 

the participant’s mother and its effect on the fear of negative evaluation domain. In 

order to conduct analyses, mean and standard deviation values were calculated and 

illustrated in Table 49.  
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Table 49. Mean Fear of Negative Evaluation Scores According to 

the Education Levels of the  Participants' Mothers 

  N Mean Std. Deviation 

Primary School or Below 151 19,71 5,99 

Secondary or High School 296 18,60 5,96 

University 122 17,31 6,00 

Total 569 18,62 6,02 

 

According to Table (), the mean fear of negative evaluation score of the 

participants whose mothers have an education level of primary school or below is 

19,71 (sd=5,99), the mean score of the participants whose mothers have an education 

level of secondary or high school is 18,60 (sd=5,96) and those whose mothers have 

attended a university have a mean score of 17,31 (sd=6,00).  

 

In order to test if the aforementioned mean scores have statistically significant 

differences among one another, an analysis of variances was administered and the 

results are displayed below in Table 50.  

 

Table 50. ANOVA Results According to the                                                                          

Education Levels of the Participants' Mothers 

 Sum of Squares Df 
Mean 

Square 
F Sig. 

 

Between Groups 387,940 2 193,970 5,432 ,005 

Within Groups 20212,302 566 35,711 
  

Total 20600,243 568 
   

 

The ANOVA table above signifies that the mean fear of negative evaluation 

scores according to the education levels of the participants’ mothers are statistically 

significant (p<0,01). In order to see which groups differed from each other, an LSD 
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test was administered by the researcher. The results of the LSD test are shown in 

Table 51. 

 

Table 51. LSD Results According to the Education Levels of the 

Participants' Mothers 

(I) Education 

Level of the 

Mother 

(J) Education Level of 

the Mother 

Mean Difference 

(I-J) 

Std. 

Error 
Sig. 

University Primary School or 

Below 

-2,39713
*
 ,72747 ,001 

Secondary or High 

School 

-1,28988
*
 ,64293 ,045 

 

LSD results reveal that the mean fear of negative evaluation score of the 

participants who have had university education is significantly lower than those 

whose mothers have an education level of high school, secondary school, primary 

school or below (p<0,05). The interpretation of the results is that those whose 

mothers have had university education experience the fear of negative evaluation 

weaker than the other groups.  

 

The last set of analyses regarding the domain of fear of negative evaluation is 

related to the perceived English levels of the participants. To conduct statistical 

analyses, the mean fear of negative evaluation scores of the participants according to 

their perceived English levels and standard deviation values were calculated by the 

researcher (Table 52).  
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Table 52. Mean Fear of Negative Evaluation Scores According 

to the Perceived English Levels of the Participants 

  N Mean Std. Deviation 

A1 - A2 271 20,59 5,75 

B1 - B2 270 17,27 5,61 

C1 - C2 28 12,54 4,72 

Total 569 18,62 6,02 

 

The mean fear of negative evaluation scores and standard deviation values 

according to the perceived English levels of the students are displayed above. 

According to Table 52, the participants who consider their level of English as A1 – 

A2 have a mean fear of negative evaluation score of 20,59 (sd=5,75), those whose 

perceived English level are B1 – B2 have a mean score of 17,27 (sd=5,61) and the 

mean score of the participants with a perceived English level of C1 – C2 is 12,54 

(sd=4,72).  

 

In order to detect if the differences in the mean scores in Table () had 

statistically significant differences, an ANOVA was administered by the researcher. 

The results are displayed below in Table 53.   

 

Table 53. Mean Fear of Negative Evaluation Scores According to 

the Perceived English Levels of the Participants 

  
Sum of 

Squares 
Df 

Mean 

Square 
F Sig. 

Between Groups 2580,480 2 1290,240 40,526 ,000 

Within Groups 18019,762 566 31,837 
  

Total 20600,243 568 
   

 

The ANOVA results suggest that the differences among the mean fear of 

negative evaluation scores according to the perceived English levels of the 
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participants are statistically significant (p<0,01). However, ANOVA results alone 

cannot explain which groups have statistically significant differences, therefore, an 

LSD test was administered. The results are displayed below in Table 54.  

 

Table 54. LSD Results According to the Perceived English Levels of the 

Participants 

(I) Perceived 

Linguistic               

Level 

(J) Perceived 

Linguistic            

Level 

Mean Difference (I-J) 
Std. 

Error 
Sig. 

A1 – A2 B1 – B2 3,32004
*
 ,48518 ,000 

C1 – C2 8,05469
*
 1,12005 ,000 

B1 – B2 A1 – A2  -3,32004
*
 ,48518 ,000 

C1 – C2 4,73466
*
 1,12025 ,000 

C1 – C2 A1 – A2 -8,05469
*
 1,12005 ,000 

B1 – B2 -4,73466
*
 1,12025 ,000 

 

The results of the LSD test reveal that all the differences among the groups 

according to the perceived English levels of the participants are statistically 

significant (p<0,01). The results suggest that the mean fear of negative evaluation 

score of the B1 – B2 group is higher than that of the C1 – C2 group and the mean 

score of the A1 – A2 group is the highest and that the fear of negative evaluation 

increases as the perceived English level of the participant decreases.  
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CHAPTER FIVE 

DISCUSSION 

5.1 Discussion 

The present study investigates the foreign language anxiety of 569 high school 

and university students. The findings indicate that the majority of the students have a 

moderate level of anxiety while a relatively small number of students experience 

foreign language anxiety in low or high levels.  

 

The results revealed that the older age group experienced foreign language 

anxiety as well as communication apprehension, test anxiety and fear of negative 

evaluation stronger than the younger group. The results related to age are in line with 

Onwuegbuzie et al. (1999)  and Bailey, Daley and Onwuegbuzie (2000), who  also 

suggested that anxiety increases with age. The reason for the fact that older student 

group reported a higher level of anxiety may be that the capability of speaking a 

foreign language without a salient accent has a negative correlation with age 

(Newport, 1986). Moreover, the age-related factors affecting the cognitive 

processing capacity of individuals, processing speed, working memory function, 

inhibitory function and sensory function as proposed by Park (2000) may be 

responsible for the occurrence of the unwillingness to make mistakes among older 

participants.  

 

Horwitz (1984, 1988) suggests that older students believe that accuracy should 

be a criterion of speaking a foreign language and guessing technique should not be 

used when it comes to unknown words, which supports the results of the present 

study. Finally, students may have the tendency to be more inclined to avoid 

situations have the potential of humiliating them as they grow older (Johnstone, 

2009), which may cause foreign language anxiety.  

 

The results of the present study, suggesting that anxiety increases with age, are 

in conflict with the studies of MacIntyre et al., (2002:550) and Dewaele et al. (2008) 
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who found negative correlations between age and anxiety, that is, their results 

revealed that anxiety decreases with age. However, the former study included that 

participants of an immersion program and the latter was conducted on multilingual 

students, which could be considered a major difference with the participants of the 

present study, in which only 4,9% percent claimed to be advanced speakers of 

English. This means that a considerable majority of the participants of the present 

study have never been exposed to English as a foreign language as an immersion 

student would be, which may be the main cause of the conflicting results acquired. 

Gender also seems to play an important role according to the results of the 

present study. The findings called forth that females experience foreign language 

anxiety, communication apprehension, test anxiety and fear of negative evaluation 

more firmly than their male counterparts. The findings of the present study regarding 

the relationship between gender and foreign language anxiety are consistent with 

those of Stephenson (2007), Abu-Rabia (2004) and Machida (2001), whose results 

also suggest that females are inclined to report a significantly higher level of foreign 

language anxiety in comparison with their male counterparts. 

 

In order to explain the reason why females reportedly have a higher level of 

anxiety, it is inevitable to take a look at the gender roles within societies. Clark & 

Trafford (1996) assert that female students are more open in their responses and  

male students pay less importance to learning a foreign language, which may serve 

as a reason of higher foreign language anxiety among females. Underneath girls’ 

being more open to report anxiety, it could be the fact that males are restricted by 

their society when it comes to express their feelings, especially of fear and stress 

while females are driven into asking for social support, talk about their fears and 

avoid fearsome situations (Chambless & Mason, 1986). These suggestions may 

explain as to why male participants reported a lower level of anxiety than their 

female counterparts. 

 

Moreover, according to Zalta & Chambless (2008), females seem to have a 

lower level of mastery of their environment in comparison to men, which is the result 
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of the society expecting more power and mastery of males in comparison to females 

(Lips, 2002). In parallel with this, females are more danger-conscious and cautious, 

thus more alert than males, which causes a higher level of anxiety among them  

(Krohne et al., 2001), as supported by the findings of this study.  

 

However, the results of the present study within the gender variable are in 

conflict with those of Campbell and Shaw (1994) and Zhang (2000), who conclude 

that female students, being more open to and willing for learning a foreign language, 

experience a lower level of anxiety than male students. The explanation to the reason 

why there exists such a difference may be within the cultural features of the 

participants, that is, the causal relations provided in this study as to why females tend 

to report a high level of anxiety may not be valid for every foreign language learning 

setting, highly depending on the particular culture, be it the national culture or the 

culture of foreign language learning in the participants’ country. 

The institution where the participants study, that is, if a student studies at a 

high school or university, also revealed statistically significant differences. 

University students were found to have a higher level of foreign language anxiety, 

communication apprehension, test anxiety and fear of negative evaluation than high 

school students. Obviously, there is an age difference between university and high 

school students and the higher level of anxiety among university students may be 

because of higher age as mentioned above in the present study. However, one should 

also take into account the structural and methodological differences between high 

schools and universities, which may have an impact on foreign language anxiety.  

The education level of the participants’ family members was also found to be a 

statistically significant factor affecting foreign language anxiety, communication 

apprehension and fear of negative evaluation. The findings suggest that the 

participants whose parents have an academic level of education at any level 

experience a weaker level of the abovementioned domains related to anxiety. These 

findings are in line with those of Mji and Mbinda (2005), who conclude that parental 

involvement may have a significant effect on a student’s academic work if their level 

of education is relatively high. Also, McCarthey (2005) assert that the values of 
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parents have an impact on their children’s writing practice and attitudes. Therefore, it 

would not be wrong to say that the present study support the findings of those 

studies.  

Moreover, again in line with the results acquired in this study, Sclafani (2004) 

states that parents who have an education level below university are less involved in 

their children’s education since they are less educated and have more stress in their 

lives, which disturbs their interaction with their children. Given that the education 

level of a student’s family members actually affect the academic personality of his, 

the same variable may also mean that the higher the education level of a student is, 

the lower his foreign language anxiety level will be because a higher education 

means a higher level of educational experience so this may positively affect their 

educational interactions with their children. In addition, having had a larger number 

of foreign language classes, such parents may be more linguistically aware and direct 

their children for their foreign language classes accordingly, which may have a 

reductive effect on foreign language anxiety.  

 

It was only in the domain of Test Anxiety that the ANOVA results revealed no 

statistically significant difference according to the education level of the participants’ 

parents. This result is notable in terms of the fact that nearly all the students in 

Turkey have to undergo a number of examinations from very early ages on and 

having encountered it in their childhood, it seems that all the students who partook in 

the present study experience test anxiety in similar strengths when the family effect 

on test anxiety is taken into account.    

 

The last independent variable that was thought to interact with foreign 

language anxiety was the perceived English level of the participants. Indeed, the 

results of the analyses revealed that the perceived English level of the participants 

had an effect on foreign language anxiety, communication apprehension, test anxiety 

and fear of negative evaluation. The findings are consistent with those of Gardner, 

Tremblay, and Masgoret (1997) who concluded that foreign language anxiety has a 

downhill correlation with proficiency, and with the results Liu (2006) obtained, 
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which led him to confirm that students with a lower level of proficiency demonstrate 

a higher level of anxiety.  

 

On that matter, Brown (2001) suggests that language learners with a high level 

of proficiency are more emotionally stable and less anxious while being more 

balanced in their behaviors in a language learning setting. All these findings, 

including the findings of the present study, may be caused by the fact that students 

with a higher level of English proficiency are more willing to take risks and learn 

from their mistakes (Brown, 1994), which means they may be averting from 

avoidance when the matter is a linguistic challenge. Moreover, a higher level of 

proficiency naturally means a stronger self-confidence since the student would not 

take an English examination as a difficult one. All these factors may be reducing the 

level of foreign language anxiety among proficient students.  

 

Finally, according to the results of the study, it can be said that age, gender, the 

institution where a student studies, the education level of the students’ family and 

proficiency level all have an effect on foreign language anxiety and the domains 

within. Future research related to the phenomenon of foreign language anxiety 

should focus on the reasons why that specific type of anxiety occurs and how it could 

be eliminated.  
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CHAPTER SIX 

CONCLUSION AND SUGGESTIONS 

6.1 Conclusion 

The aim of this study was to explore the foreign language anxiety levels of 

high school and university students and to detect the differences of anxiety levels 

according to their ages, genders, the institutions they study at and the education 

levels of their parents. 569 students, who had English classes at their schools, were 

the subjects of the study and they were given the Foreign Language Classroom 

Anxiety Scale to measure their levels of anxiety.  

 

In the first chapter of the study, the problem and the rationale for the study was 

stated in detail in that psychological factors had a significant impact in the course of 

second language acquisition and exploratory research was necessary to be able to 

come forth with facilitative applications. Following these, the aim and the 

significance of the study was presented, showing that foreign language anxiety could 

serve as an obstructive factor in second language acquisition, thus needs to be 

studied. The last points mentioned in the first chapter were key concepts, definitions 

and abbreviations.  

 

In chapter two, the relevant literature was reviewed in relation to foreign 

language anxiety. Learning theories such as behaviourism, cognitivism and 

constructivism were presented in the light of the studies by notable scholars like 

Skinner, Chomsky, Piaget, Cunningham and Brooks. After the learning theories, 

other factors that have an impact on second language acquisition were reviewed. In 

those sections, factors affecting language acquisition such as input, interaction and 

output were studied along with psychological factors like affect, motivation or 

anxiety. Being the major problem of the present study, the phenomenon of anxiety 

was presented in detail with its different types and effects on second language 

acquisition. Age, being another point of importance of this study, was also studied in 

detail with different theories such as the Brain Plasticity Hypothesis, Critical Period 
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Hypothesis and Sensitive Period Hypothesis. The last section of this chapter was 

related to the relation between age and anxiety.  

 

In the third chapter, the research structure was the focal point. The research 

method was presented as quantitative with a 33-item, 5-point Likert scale since the 

aim of the study was to measure anxiety levels. After that, the features of the 

participants of the study were detailed to have a clear grasp of the sample. Then, 

statistical data regarding the reliability and validity of the data collection instrument 

were given. The types of tests and different statistical analyses to find out and 

interpret the results were the last part of this chapter. Frequencies, percentages, mean 

and standard deviation values were calculated to be tested by t-tests and ANOVA in 

order to reveal the statistically significant differences between and within groups.  

 

Chapter four dealt with the results of the statistical analyses. Firstly, the whole 

scale results, that is, the anxiety score of the participants were subject to 

comparisons. The results revealed that age, gender, the institution of studies, the 

education level of parents and the perceived proficiency levels of the participants all 

had an impact on foreign language anxiety, since they were all found statistically 

significant. 

To be more specific, the findings revealed that the foreign language anxiety 

levels of female students were higher than males and that of less proficient students 

were lower than those with a higher level of proficiency. Moreover, lower level of 

parent education and a lower age are indicative of a higher level of foreign anxiety, 

according to the findings, which confirm  the findings acquired by Frantzen and 

Magnan (2005), Campbell and Shaw (1994), Donovan and MacIntyre (2005). 

However, there were 3 subdomains within the scale and it was necessary to 

analyze all 3 of them in order to have a better grasp of the foreign language anxiety 

phenomenon. The same method that the researcher adopted to find out what actually 

affects foreign language anxiety was used in order to analyze the subdomains.  
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The results revealed that all variables, age, gender, proficiency levels, the 

institution of studies and the education level of participants’ parents had an impact on 

the subdomains of communication apprehension and fear of negative evaluation. 

That is, an older age and higher levels of proficiency and parent education indicated 

higher levels of communication apprehension and fear of negative evaluation 

corroborating the findings of Gardner, Lalonde, & Pierson (1983), Zhang (2000), 

Dewaele (2007) and MacIntyre et al. (2002:550). 

Test Anxiety, on the other was found to be interacting with all variables but the 

level of parent education, since the testing system in Turkey are common for all 

schools and all students have to take similar types of tests.  

The fifth chapter was the discussion of the acquired results. The results of the 

study were summarized and their possible causes were discussed. In brief, the fact 

that anxiety increased in the older age groups was explained with the increase of the 

fear of making mistakes with age, as suggested also by Johnstone (2009).  

 

The gender related findings were associated from a sociological perspective, 

that is, from the perspective of gender roles within societies. The reason why female 

participants tend to report a higher level of anxiety was shed a light on, thanks to the 

study of Chambless & Mason (1996) suggesting that the predominant culture and 

society claim females more vulnerable, thus making them more subject to asking for 

help by expressing fear.  

 

Parent education level was also found to be an effective factor in foreign 

language anxiety and this was interpreted as the family effect on a student’s 

education awareness as well as language awareness, as put forward by Mji and 

Mbinda (2005) on the parental involvement in education. 

 

The findings which confirmed that the level of English proficiency negatively 

correlated with foreign language anxiety was explained with the increasing self-

esteem and decreasing fear of making mistakes among proficient students, since 
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Brown (2001) suggests that a better emotional stability comes through a higher level 

of proficiency in language classes. 

 

To conclude, age, gender, institution, parent education level and proficiency 

level were found to be significant factors affecting foreign language anxiety, 

communication apprehension, test anxiety and fear of negative evaluation, making 

them phenomena to be researched individually in application environments.  

6.2 Suggestions 

Today, it is a well-known fact that biological and psychological factors such as 

age, motivation, aptitude, affect and anxiety have serious impacts on second 

language acquisition. Therefore, teachers are expected to provide psychological 

support as to increase motivation or decrease anxiety, instead of merely teaching the 

rules of the foreign language or providing the class with a pool of activities. This 

section provides teaching implications and future research ideas to aid future 

applications and research. 

 

In the study, it was seen that the higher anxiety groups were the older age 

group, females, university students, students whose parents have a relatively low 

level of education and those with a relatively low English proficiency. At this point, 

teachers of English should keep in mind that anxious groups should be approached 

carefully as this factor may have a destructive effect on the course of second 

language acquisition. With such groups, the correct teaching methodology should be 

carefully chosen and teachers should make sure that their class has enough pair and 

group work due to the fact that such activities promote learner autonomy while 

diminishing the effect of being monitored or evaluated by the teacher. This way, 

there will be more opportunities for the more anxious students to be involved in the 

foreign language class.  

 

Obviously, a teacher cannot alter the education level of a student’s parents. 

However, bringing in activities that promote language awareness which will 
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undoubtedly reduce foreign language anxiety is what he should do in a foreign 

language class. This way, the lack of the family effect on education could be 

compensated.  

 

To sum up, the teacher effect on foreign language anxiety should not be 

underestimated. In other words, foreign language teachers must be aware of the fact 

that reducing anxiety in a classroom may have positive effects on the course of the 

lesson as well as second language acquisition. Reducing anxiety should be regarded 

as an important task for the language teacher. Further research could be made in 

order to explain a larger part of the phenomenon of anxiety and to develop practical 

applications that could reduce anxiety. 

 

Naturally, there are limitations to this study. First of all, the present study is 

limited to its own sample, high school and university students studying in Edirne. 

Secondly, the results are valid only for the 2012-2013 Academic Year. Lastly, the 

responses of the study are limited to the Foreign Language Classroom Anxiety Scale 

and the domains within. Different aspects of foreign language anxiety could be 

discovered through interviews with open ended questions.  

6.3 Limitations 

The present study is limited to the 569 high school and university students 

living in Edirne. Therefore, applying the same methodology in a different city or 

country may yield different results due to the changes in learning environments and 

more importantly, a change in cultures, especially in a location where genders roles 

and methods of language teaching are different than those of Edirne, Turkey. 

 

In addition, the data was collected in 2012-2013 Academic Year and the testing 

system may be affecting especially the test anxiety findings of the present study. 

Therefore, conflicting results could be achieved with a group of students subject to a 

different testing system.  
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Lastly, the data collected throughout this research is limited only to the FLCAS 

by Horwitz, Horwitz & Cope (1986). Using different data collection instruments may 

result in conflicting results.  

6.4 Suggestions for Further Study 

The present study is descriptive in nature, therefore, further research needs to 

be made as to develop a method that would reduce the level of foreign language 

anxiety in order to foster foreign language learning. Moreover, since this study is 

limited to the students in Edirne, Turkey, who take English classes, it should be 

replicated in different locations so as to come to a more generalized conclusion, also 

including the learners of different foreign languages.  Lastly, the present study deals 

only with anxiety as a factor affecting foreign language acquisition, other factors that 

might have an impact should also be investigated in order to have a full grasp of the 

psychological factors that have an impact on foreign language acquisition.  
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