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Dil 6grenimi ve 6gretimi iizerine yapilan ¢aligmalar son zamanlarda ogrenciler
ve onlarn dil ogrenimi siirecine bakis agilan iizerine odaklanmistir. Ogretme ve
Ogrenmenin s6z konusu oldugu her ortamda smifin dort duvart disindaki faktorlerin
Onemi ve bu faktorlerin 6grencilerin motivasyonu, tutumu ve amaglarina ulasabilmek igin
gosterdikleri cabayi etkileyecegi artik tartigma gotiirmez bir sekilde bilinmektedir. Bu
nedenle ikinci ve yabanct dil 6gretimi, kullamlan metod g6z oniine alinmaksizin, bireylere
olumlu tutumlar gelistirebilecekleri, motivasyonlarini yiikseltebilecekleri ve daha etkili dil
¢3rencileri olmalan igin uygun stratejileri kullanabilecekleri bir sinif ortamm yaratmayi
amaclamaktadir.

Diger tarafian, dil 6grenme kaygisiun ogrencilerin etkili 6grenmelerini
engelledigi de bilinen bir ger¢ektir. Bu yiizden, ikinci/yabanct dil dgretimi, daha bagarih
dil 6grencileri yaratabilmek amaciyla 6grenci-merkezli ve kaygidan uzak bir sinif ortami
olusturmay1 hedeflemektedir.

Bu ¢alisma, Ingilizce’yi yabanct dil olarak 6grenen Tiirk ogrencilerinin iki
uiretim odakli beceriyi -konugma ve yazma- 6grenme ve kullanmada yasadiklart yabanci
dil 6grenme kaygisinin sebeplerini ortaya ¢ikarmayt amaglamaktadir. 36 orta diizey
yabanc1 dil 6grencisinin yabanct dil 6grenme kaygisi, Yabanct Dil Ogrenme Kayg1 Olgegi
(FLCAS) kullanilarak belirlenmis ve her bir denek, 6lgege verdigi cevaplara gore yiiksek,
orta ve dusiik kaygili olmak lizere, i kaygi seviyesinden birine konulmugtur. Tim
deneklerden daha sonra konusma ve yazma dersleri igin 4 hafta boyunca giinliik tutmalar
istenmigtir. Rasgele seg¢ilmis 12 denek ile duyduklari kaygmin sebeplerini daha iyi

actklamak amaci ile milakat yapilmugtir. Caligmaya katilan 6grencilerin her biri aym



it

zamanda, dil 6grenimi hakkindaki inanglaniin kaygilan tzerindeki etkisini 6lgmek
amactyla Dil Ogrenimi Hakkindaki Inanglann Belirleme Olgegini (BALLI)
cevaplamiglardir.

Ogrencilerin giinlikk ve miilakatlarda ifade ettikleri goriigler her iki beceri igin
incelendiginde Gi¢ ana kategori ortaya ¢ikmustir. Caligmaya katilan 6grenciler, yasadiklari
kaygmin kigisel sebeplerden -dil 6Zrenme becerisinin birey tarafindan olumsuz
degerlendirilmesi, bireyin diger oOgrencilerle kendini kiyaslamasi, yiksek kisisel
beklentiler, dil 6grenimi hakkindaki yanhs inanglar- Gfretmenlerin tutumu ile ilgili
sebeplerden -6grencilere ve onlann hatalarina kargi- ve konusma ve yazma derslerinde
izlenen 6gretme prosediirlerinden -sinifin 6niinde konugma, sézli sunular yapma, bireysel
caligma, paragraf formunda yazma- kaynaklandifim ortaya ¢ikarmugtir. Caligma
sonuglarmin yabanci dil 6grenimi ve Ogretimine iligkin yansimalani da son bolimde
irdelenmis ve bu bulgular ¢ercevesinde yabanci dil 6gretimi ve 6grenimine iliskin

onerilerde bulunulmustur.
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ABSTRACT

The recent literature in language learning and teaching mainly focuses on
language learners and their perspectives about the language learning process. It is now
known that any teaching and learning will be affected by factors beyond the four walls of
the classroom, and these factors will be effective on the motivation of the learners, their
attitude and the effort they are prepared to make to achieve their goals. One of the
current challenges in second and foreign language teaching, regardless of the method, is
to provide learners a classroom environment in which they can adopt positive attitudes, a
Iﬁgh motivation and use appropriate strategies in order to become more effective
language learners.

On the other hand, it is also known that language anxiety prevents learners
from adopting effective learning practices in the classroom situation. As a result,
second/foreign language teaching recently aims at providing students with a learner-
centered and anxiety-free classroom environment to help them become more successful
language learners.

This study was designed in order to find out the sources of foreign language
anxiety Turkish students learning English as a foreign language experience in two
productive skills; speaking and writing. The range and degree of foreign language
anxiety of 36 intermediate level language learners were determined by using the
questionnaire FL.CAS (Foreign Language Classroom Anxiety Scale), and considering the
answers they gave to the questionnaire each of the subjects was assigned to one of the
three anxicty levels, high, medium and low. All of the subjects were then told to keep
personal diaries about their speaking and writing classes for four weeks. Randomly
selected 12 subjects were also interviewed in order to credit or discredit evidence of
foreign language anxiety. Meanwhile, all the subjects were administered the
questionnaire BALLI (Beliefs About Language Learning Inventory) to examine whether
or not their beliefs about the language learning had any effects on their anxiety.

Analysis of the learners’ comments both in the diaries and the interviews for
each skill revealed ihree main sources of foreign language anxiety. Learners reported that

the anxiety they felt caused by personal reasons -negative self assessment of ability, self




comparison to other students, high personal expectations, and their irrational beliefs
about language learning-; their teachers’ manner -towards learners and towards their
error- and the teaching procedures in speaking -speaking in front of the classroom,
making oral presentations, studying individually-, and writing classes -writing in the
paragraph form-. Finally, implications of the findings for foreign language teaching /

learning are also discussed in the study.
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CHAPTER 1
INTRODUCTION

1.1. Background of the Study

“I just know I have some kind of disability: I can’t learn a foreign language no
matter how hard I try”.
“I feel like my French teacher is some kind of Martian death ray: I never know when
he’ll point at me!”.
“It’s about time someone studied why some people can’t learn languages”.

(Horwitz, Horwitz and Cope, 1986, p.125).
“When the teacher is giving explanations my heart beats strongly and I keep saying
to myself: It is going to be my turn now”.
“Today the teacher insisted a lot on tenses. I had beads of sweat! Me and English
tenses have never agreed!”.
“I will never forget today and the shame [ felt. Everything started when the English
teacher asked me to read a few sentences on the blackboard”.

(Cherchalli 1988, cited in Allwright and Bailey, 1991, p.175).

The fist three statements were collected by counselors at the Learning Skills
Center at the University of Texas, and the other three were taken from different language
learners’ diaries. They are quite familiar to foreign language teachers all around the
world. Many people express opinions similar to the ones cited above; they claim to have
a mental block against learning a foreign language. Although the same people may be
good, strongly motivated learners in other learning situations, such as learning
mathematics, science or music, as Horwitz, Horwitz and Cope (1986) state, they find
foreign language learning, especially in classroom situations, particularly stressful. In
many cases, one of the most obvious reasons for this stress, among other affective
variables, is the anxiety reaction which affects learners’ ability to perform successfully in

a foreign language classroom.



If the questions “Why should anxiety be considered a special problem for
language learners?”, or “Why is language learning different from other types of learning
situations?” could be answered, it would be easier to understand the effects of anxiety
reaction on language learning experience.

Anxiety literature suggests some possible arguments explaining why language
learners have good reasons to be anxious. Foreign language anxiety, contradicting the
common view, does not only affect students’ performance on oral exams, but as Phillips
(1992) states, by creating a mental block, it also affects students’ affective reactions such
as their motivation or attitudes toward language learning in general. Therefore, many
variables may interact to affect language learning, but foreign language anxiety should be
of considerable concern to language educators and students.

MaclIntyre and Gardner (1989) claim that learners do not begin the language
learning experience with language anxiety. Language anxiety, in their opinion, is a
learned emotional response. In other words, teachers do not encounter anxious language
learners when they first enter the language classrooms. Even if their students experience
anxiety, it is not specific to the language learning situation, it drives from the factors
other than the classroom situation. In their opinion, language anxiety occurs only after
attitudes and emotions which are specific to the language learning experience have been
formed. If the students’ experiences related to learning a new language are negative,
language anxiety may begin to develop. As ncgative experiences persist, this anxiety may
become a regular occurrence and the students begin to expect to be nervous and to
perform poorly. Thus, language anxiety is based on negative expectations which, in turn,
creates performance deficits. Poor performance and negative emotional reactions
reinforce the expectations of anxiety and failure. Once it has developed, language anxiety
can have a pervasive impact on the performance of language students, even affecting
future learning. According to MacIntyre and Gardner (1989), the negative effects of
language anxiety diminish over time as proficiency increases and more positive
experiences accumulate. They argue that the problem is not so much in the student but in
the language learning experience; therefore, in their opinion, language anxiety might be
an indication that language teachers are doing something fundamentally unnatural in their

language classes (see section 2.5.3).



Based on MaclIntyre and Gardner’s argument about the development of language

anxiety, Ellis (1995) proposed a model to explain the role of anxiety in language

learning;
Stage ~ Type of anxiety S Effect on learning o
VBeginner 7 Very littlerestricted to state anxiety ‘ - None

Post beginner  Situation anxiety develops if learner develops negative  Learner expects to be
expectations based on bad learning experiences nervous and performs poorly
Later Poor performance and continued bad learning Continued poor performance

experiences result in increased anxiety
(Ellis, 1995, p.483, based on MacIntyre & Gardner, 1989).
FIGURE 1
Ellis’ Model of Language Anxiety

Maclntyre and Gardner’s argument suggests the uniqueness of language learning
experience. Therefore, language anxiety should be considered separately as a factor
affecting students’ perception of themselves and their efficiency in the learning process.

Horwitz, Horwitz, and Cope (1986) are other researchers who believe that
foreign language anxiety should be considered separately in education because of the
difference between foreign language learning experience and other learning experiences.
As they point out, foreign language learning experience is a complex process involving
learners’ self-perceptions, beliefs, feelings and behaviors related to classroom language
learning. In their view, since t1ie concept of “‘self-perception™ has not developed in young
children, anxiety does not present difficulty for young learners learning a foreign
language. It becomes a bigger problem especially for adults, because adults generally
perceive themselves as “reasonably intelligent, socially-adopt individuals, sensitive to
different socio-cultural mores” (p.128). When communicating in a native language it is
not difficult to understand others or to make oneself understood; therefore, these
assumptions are not challenged. However, foreign language learning situation involves
risk-taking, because almost every individual communication attempt is evaluated
according to “uncertain or even unknown linguistic and socio-cultural standards” (ibid).
Therefore, the learners’ immature command of the foreign language compared to the

first language becomes a big problem threatening adult language learners’ self-



perceptions while presenting themselves to others. As a result, the mismatch between the
learners’ “true-self” and “limited-self” creates anxiety and affects learners’ foreign
language learning experience negatively. The following statements of the two different

language learners indicate this mismatch clearly;

“You feel frustrated because you are an interesting adult and you sound like a
babbling baby”.
“My French is not good. It’s not really fluent enough to carry on anything
meaningful. I feel extremely uncomfortable speaking. 1 feel like I am stupid”.

(Price, 1991, p.105)

Another explanation related to the difficulties adults have in learning a second
language comes from Guiora (1972, cited in Brown, 1994). He suggests that the
language ego, “the identity a person develops in reference to the language he or she
speaks” (p. 50), creates the difference between young and adult learners. Since a child’s
ego is dynamic and flexible, a new language does not become a threat or inhibition to the
ego. Younger children, as Brown (1994) points out, are less frightened because they are
less aware of language forms and the possibility of making mistakes in thes: forms.
Therefore, adaptation is made easily. However, with the physical, emotional and
cognitive changes of puberty, the language ego becomes protective and defensive. The
language ego which is a part of self identity, is threatened and clings to the security of
native language, trying to protect the fragile ego of the young adult. Therefore, as Brown
(1994) points out, both for young adolescents and adults, who are comfortable and
secure in their own identity, the acquisition of a new language ego, a second identity, is
not a simple matter.

According to Allwright and Bailey (1991), language anxiety should be considered
separately because of the characteristics of the context. Foreign language learning aims
to provide the learners with the means of behaving normally, but it deprives them of the
means of behaving normally and being fully themselves with people of another langua; ¢
and probably of another culture. In a sense, learning a foreign language means acquiring
a way of looking at things from a different angle, getting a new world view. This itself

can be seen as threatening rather than exciting, because for some learners it means having
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two, perhaps somewhat contradictory ways of looking at everything, and also being
associated in some way with that alternative world view which may represent a threat to
their sense of identity.

According to Littlewood (1984), the classroom situation and the second language
community where the second language learning takes place can easily generate situations
in which learners feel over anxious. In a language classroom situation, learners are
generally asked to “perform in a state of ignorance and dependence” (p. 58), which may
create feelings of helplessness; for example, they have to produce unfamiliar sounds in
front of an audience. If they do not perform adequately, they may be corrected, criticized
or even ridiculated for reasons that are not clear to them. Moreover, most of the
learners, especially at the initial stages, do not have the necessary linguistic tools to
express their own individuality; and even when they do, they usually have little
opportunity to do so, because the interaction is mostly dominated by the teacher.
Likewise, in a second language environment learners may feel anxious and constrained.
As Littlewood points out, unless people have firm confidence in themselves, they may
feel that “they project a silly and boring image” (p.59), in presenting themselves to
others; they may develop a sense of “reduced personality” and experience varying
degrees of culture shock. As a result, he argues that if learners feel anxious and insecure
in an environment, they are likely to have psychological barriers for communication; and
if their anxiety rises above a certain level, it becomes an obstacle to the learning process.

Another explanation for the uniqueness of anxiety problem in language learning
situation can be explained as the banishment of learners’ first language (L1) in foreign
language classrooms. Allwright and Bailey (1991) point out that the way foreign
language teaching is designed in the classroom often deprives learners of their mother
tongue, the means of communication they otherwise use in other lessons to help them
overcome their problems. They further believe that even if learners” L1 is permitted,
performing in the second language is more stressful and anxiety provoking than other
subject classes, because “the risk of making a fool of oneself is very high” (p. 175) in a
foreign language classroom. For example in mathematics, learners may get the answer
wrong, but at least they can be sure of saying the numbers correctly. In a language class,

on the other hand, even if they get the answer right, such as finding the correct form of



the verb in a blank-filling item, they may still make a lot of mistakes in what they say, like
imperfect pronunciation of sounds, wrong word stress, wrong sentence stress, and so on.
As a result, the probability of being wrong is greater in language learning, and
performing in a foreign language class is itself potentially more stressful than performing
in other subject classes. As stated by the researchers, it is almost impossible to avoid
being affected by feelings of anxiety in such a sefting, unless a person is a “robust”
character.

The relationship between anxiety and language learning or performance in general
has been examined in anxiety studies so far. However, the literature mostly focused on
significant negative correlations between anxiety and students’ performance in speaking,
in which students have been found to experience the greatest level of anxiety (see section
2.5.3). Little research is available that investigates language anxiety as it relates to the
other language skills. Some views focusing on the relationship between anxiety and
specific language skills have been pointed out by researchers as seen in the following
part. Nevertheless, these perceptions or impressions have not been scientifically studied
or measured.

Maclntyre and Gardner (1994), for example, believe that speaking can provoke
anxiety, because it usually requires one to comn:unicate with other people. Since
speaking includes more public and ego involving activities, raising one’s level of self
consciousness and reducing one’s control over the environment, it might easily generate
anxiety on the language learners.

According to Maclntyre (1995), anxiety influences second language activities,
such as listening, learning and comprehensica. There is a potential role for anxiety in
these processes, because he states that the anticipation of target language use in
receiving information can provoke an anxiety reaction. For example, anxious students
may worry about misunderstanding linguistic structures, or worry about inferring
meaning from context because of the potential for embarrassing errors.

Krashen (cited in Young, 1992) suggests that when listening is incomprehensible,
it may create anxiety and affect students’ performance. Anxious language learners
generally complain of difficulties in discriminating the sounds and structures of a target

language message. They may also have difficulty in grasping the content of the message.



In addition, according to Krashen, anxious students mostly have little or no idea of what
the teacher is saying in extended target language utterances.

Maclntyre, Noels and Clement (1997) perceive reading as the most private task,
because learners are allowed for repetition and clarification with minimal risk of
embarrassment. They can review a text many times without uttering a word, recover any
missed information, and gain confidence in their interpretation without publicly
acknowledging having trouble. Therefore, reading is not generally thought as an anxiety-
provoking skill.

On the other hand, for Krashen (cited in Young, 1992) even reading, which has
the advantage of a permanent, written stir:ulus to which students can return repeatedly,
can be anxiety provoking. He believes that especially individuals who have difficulty in
reading effectively or well in their native language due to a learning disability or lack of
appropriate reading strategies might find reading in another language anxiety provoking.

Smith (1985) argues that the reason of anxiety related to reading skill is the
emphasis on test and memorization in many school situations. He believes the common
procedure known in schools as a “comprehension test” (p. 46) is usually an imposition
on long-term memory, because it is given when reading is over. Therefore, language
learners who are afraid of making mistakes as they read, and of not comprehending and
remembering every detail, will over-load their memory and confuse themselves into
complete “bewilderment” (p.46). As a result, as he points out, the more the learners are
concerned and anxious about reading, the less they are likely to comprehend.

Omaggio Hadley (cited in Young, 1992) believes that writing is not an anxiety-
provoking skill, because in writing students have time to think and response.

Blanton (1987), on the contrary, claims that language learners often associate
written work with tests, marks and examinations, and therefore with potential failure.
They bring to their courses perceptions about writing that create anxiety and work
against their becoming proficient writers.

According to Rogers (1989) the reason of anxiety in writing in a foreign language
is the “deep-seated sense of inadequacy” (p.10) in students. In his opinion, students are

generally afraid that teachers will “see through” them if they put anything down on
paper.



For Daly (1991), “rule rigidity” is the reason of anxiety experienced in writing.
Some people are “blocked” while writing because they have certain beliefs about what
good writing is. For example, if they believe that they must have a “perfect” opening
sentence in a composition, they cannot go further into the essay until they write that
perfect first sentence. Non-anxious people might share similar rules, but the difference
lies in the application part; they do not apply the rule that rigidly. He states that “people
with writer’s block let the rules run them; people who get over blocks run the rules”
(p.12). Daly applies the same characteristics to speaking anxiety, that is, while non
anxious students mispronounce some words, change the structure or even the meaning of
some materials, anxious students focus too much on what “should” be done.

Oner and Kaymak (1986) point out that culture plays an important role in the
frequency with which anxiety occurs, and also in the form of its expression. In Turkish
culture, as they state, although anxiety is more pervasive than in others, it is a recently
recognized and accepted emotional experience. They claim that existing parent child-
rearing attitudes and the educational system foster the development of high anxiety
among Turkish students. Students at all levels of education, including even pre-school,
express apprehension, tension, fear, and worry over school matters. Concern over
academic achievement, rather than actual learning, is often the source of these feelings.
They argue that “the highly structured and authoritarian organization of Turkish schools,
the non supportive and critical behavior of teachers, and the strict grade promotion
policies generate fear of failure and anxiety” (p. 227).

Vanct-Osam (1996) believes that learning a foreign language is an anxiety-
provoking experience for all the learners in general. For Turkish learners, in her opinion,
because of the unfamiliarity with the typical in-class activities and tasks in foreign
language learning process, the situation is even worse. In her study with language
learners at METU she found that although the students were aware of the importance of
participation in classroom activities, they were quite inhibited, self-conscious and

nervous in the classroom.

5

v IKSEKOGRETIM KURULY
OKTMANTASYON MERKEZE



1.2. Goals of the Study

The fact that inconclusive research examining the role of language anxiety on
specific language skills and the sources of this anxiety prompted this study to examine
the sources of foreign language anxiety in two productive skills from the perspective of
language learners. The aim of this study is to find out why -and if- Turkish students
learning English in an EFL environment experience language anxiety while performing in
the foreign language. This study tries to find out the range and degree of foreign
language anxiety experienced by Turkish EFL learners, mainly focuses on identifying the

problem from the language learners’ perspectives. Language teachers’ perspectives of
| foreign language anxiety are not included in the study.

The literature suggests that learners’ beliefs about the language learning
experience is one of the major sources of foreign language anxiety (see section 2.5.1).
Therefore, another aim of this study is to find out what Turkish EFL learners believe
about the nature of language learning and the effects of these beliefs on learners” anxiety
experienced in the classroom. This study only deals with identifying the problem. It does
not try to answer the question of how language anxiety can be reduced or eliminated at
all. Only suggestions in dealing with anxiety problem are made, however, the
effectiveness of the anxiety reducing techniques are not tested.

Test anxiety, offered as one of the sources of foreign language anxiety is not
included in the study either; it is believed that a completely different design would be
necessary to deal with test anxiety problem.

This study is also limited to a Turkish context. It was conducted in an intensive
language program at Anadolu University where all the teachers are native Turkish
speakers, and are trained in EFL. Therefore, the educational atmosphere in the research
was particular to this environment. As a result, it is difficult to generalize the findings for
all the EFL learners in Turkey and in other countries. However, the pedagogical
implications offered in the study might still be applicable to EFL teachers and students

and English language teaching in general.
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1.3. Statement of Research Questions

This study addresses the following questions in its attempts to find out the range
and degree of language anxiety experienced by Turkish EFL students, the sources of this
anxiety in speaking and writing classes and students’ beliefs bout the nature of language

learning;

1. What is the range and degree of language anxiety experienced by Turkish EFL
learners in the foreign language classrooms?

2. What are the sources of language anxiety experienced in two productive
langué.ge skills; speaking and writing?

3. What do Turkish EFL learners believe about the nature of language learning,

and how do their beliefs affect the anxiety they experience?

By finding out the sources of anxiety experienced in two productive language
skills, this study expects to help language teachers and “would be” languzize teachers
realize why their learners are prevented from performing effectively in a foreign language
classroom.

In his study Horwitz (1986) found a strong relationship between foreign language
anxiety and overall classroom achievement. The results of his study indicated that anxiety
specifically related to foreign language class accounts for approximately 25% of the
variance in final grades. Therefore, if foreign language teachers can be made aware of the
existence of language anxiety, before attributing poor performance or lack of motivation
to their high anxious learners, they could help their learners to become more successful in
this learning process.

The identification of origins of the anxiety problem which this study aims to
achieve is the first step in the process of language learning and teaching. Knowing the
negative effects of the foreign language anxiety inhibiting learners’ effectiveness will help
both teachers and learners control, at least try to control or minimize these effects.

As a conclusion, any teaching and learning situation, as Nunan (1996) states, will

be affected by factors beyond the four walls of the classroom. These factors will be
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effective on the motivation of the students, their attitude toward the teacher and the
classes, and the effort the students are prepared to make to achieve their goals. Language
anxiety is determined as one such factor shaping students’ experiences in foreign
language learning. Language anxiety may become a bigger problem for some people and
may completely prevent them from learning a foreign language. As a result, for better
academic success, creating a relaxed and comfortable atmosphere in the classroom is
strongly suggested. Therefore, if the aim is to improve foreign language teaching,

educators must first recognize anxiety.
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CHAPTER 11
REVIEW OF LITERATURE

2.1. Definition and Development of Anxiety

In general terms, anxiety can be defined as “an unpleasant emotional state or
condition which is characterized by subjective feelings of tension, apprehension, and
worry, and by activation or arousal of the autonomic nervous system” (Spielberger,
1983, cited in Horwitz, Horwitz and Cope, 1986, p.125).

Psychologists commonly describe anxiety as “a state of apprehension, a vague
fear that is only indirectly associated with an object” (Scovel, 1991, p.18).

According to Samimy and Tabuse (1992), anxiety is “a state of being uneasy,
apprehensive or worried about what may happen; being concerned about a possible
future event” (p.379).

Daly (1991), concluding from research, offers five explanations for the
development of anxiety. The first explanation he provides includes “genetic
predisposition”. He indicates that according to research on fraternal and identical twins,
twins raised apart and adopted children which focused on characteristics such as
sociability and activity, one’s genetic legacy may be a substantial contributor to one’s
anxiety in general. The second explanation includes “the person’s history of
reinforcements and punishments” related to the act of communicating. As an example,
Daly gives a young child, watching a foreign language program and repeating some of
the words. If the parents respond encouragingly with supportive and positive remarks,
the child will probably continue practicing the language, but if they react angrily, and if
this event represents a pattern of responses to the child, as he argues, over time s/he will
probably avoid learning, especially speaking the foreign language. “Inconsistency in
rewards and punishments” is another reason for the development of anxiety Daly

provides. If a person receives random and inconsistent patterns of rewards and
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punishments for engaging in the same verbal activity, s’he may become apprehensive
about communicating. Therefore, he states that the unpredictability of others’ responses
to a person’s attempts to communicate leads him or her to become anxious about
communicating. Another explanation focuses on “the adequacy of people’s early
communication skills acquisition”. According to this explanation, children who are not
provided with the opportunity to have good communication skills early in life are more
likely to be anxious than those who develop these skills relatively earlier. “The role of
appropriate models of communicating” is the final explanation for the development of
anxiety Daly provides. Individuals acquire some of their communication skills by
observing others engaged in communicating. Research results on social withdrawal
among young children have shown that children who have had adequate communication
models are generally less anxious than children who have been exposed to inadequate
models. According to Daly, all these explanations interact with each other in a cyclical
way; people who feel anxious about communicating avoid opportunities to enhance their
communication skills, and in situations where communication is required they find
themselves doing not as good as their more skilled counterparts. This negative judgment
of performance by oneself or others confirms the expectations of a poor performance,
and contributes to even greater anxiety. Their anxiety, as a result, leads to avoidance of
settings where communication skills might be enhanced.

In the past, the relationship between anxiety and language learning or
performance was not properly explained. Most of the early studies, for example, focused
on the relationship between anxiety and second language performance, and some of these
studies found an inverse relationship between anxiety and performance while others did
not. The inconsistency, as explained by Young (1991), was due to the fact that most of
the research did not adequately define anxiety nor did it describe its specific effects on
language learning. The conflicting results were also affected from different variables
taken into account in the previous studies. Some of the different variables that are often
overlocked when interpreting anxiety research results include;

a. the use of various instruments measuring different types of anxiety (i.e. state,

trait, test anxiety, facilitating or debilitating, classroom anxiety),
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b. the different contexts in which anxiety is examined (i.e. foreign or second

language environment),

¢. the different variables taken into account (i.e. the age of the subjects, different

skills evaluated, proficiency levels of the learners, or teaching methodology).

d. the inconsistency in the design of the research examining whether only one

variable, or a number of variables are effective (motivation, anxiety, personality,

self esteem, etc.).

As a result, anxiety, until a specific type is identified for language learning
situation, has always been thought as a complex, multi-facetcd construct which is
difficult to define and measure, thus difficult to be used as a variable in the studies. On
the other hand, in almost all the studies that employ a measure specifically related to
language anxiety rather than a more general anxiety measure negative correlations with

achievement have been obtained (Gardner and Maclntyre, 1993).

2.2. Types of Anxiety

Some experts believe that anxiety does not always impede the learners’ ability,
but can even be helpful rather than harmful. The “good” or “mild” type of anxiety is
called “facilitating” anxiety which assists performance, keeps students alert and on their
toes. As Scovel (1991) states, facilitating anxiety motivates the learner to “fight” the new
learning task; it gears the learner emotionally for approach behavior” (p.22).

According to Krashen (cited in Young, 1992), facilitative anxiety has a positive
effect on language learning, only on tasks that require conscious learning, not on
language acquisition. Language acquisition, in his opinion, works best when anxiety is
zero, when it is directed somewhere else, not on language. In other words, to acquire a
language, the person has to assume that s/he will be successful.

Horwitz (1986), on the other hand, believes that facilitating anxiety can only be
helpful for very simple learning tasks, but not for language learning involving more
complicated tasks. Therefore, in his opinion, there is no such thing as facilitating anxiety.

Since the term “anxiety” has negative connotations, it can only be used to refer to



“debilitating” anxiety, which motivates the learner to “flee” the new learning task, and
stimulates the individual emotionally to adapt avoidance behavior. Therefore, it is called
the “bad” type of anxiety in the literature. It harms learners’ performance in many ways
both indirectly through worry and self-doubt and directly by reducing participation and
creating overt avoidance of the language (Scarcella & Oxford, 1992).

Scovel (1991) argues that facilitating and debilitating anxiety work together in a
normal individual; they simultaneously serve to motivate and to warn as the individual
masters each new fact about the language-learning environment. A good performance in
any activity depends on enough anxiety arcusal to reach optimal levels of performance,
but not so much that the necessary skills are disrupted.

According to Allwright & Bailey (1991), to work with a relaxed concentration
and to achieve success, learners should minimize the sources of debilitating anxiety by
optimizing the sources of facilitating anxiety. They believe that when success is
guaranteed in the people’s mind, when there is no reason to be anxious at all, they may
not produce their best. If success is not guaranteed, if there is a possibility of failure, by
making a real effort people may do better because their anxiety facilitates their
performance. On the other hand, if people believe that they cannot be successful no
matter how hard they try, their anxiety may make it even more difficult for them to
produce their best.

Literature also characterizes anxiety as “trait” and “state”. Most of the early
studies examined the relationship between performance in second language and “trait”
anxiety, which is defined as “a relatively stable tendency to exhibit anxiety in a large
variety of circumstances” (Phillips, 1992, p. 14). Trait anxiety has been shown to impair
cognitive functioning, to disrupt memory, and to lead avoidance behavior, in addition to
other effects (Maclntyre & Gardner, 1991). While trait anxiety is “the tendency to react
in an anxious manner, “state’” anxiety is defined as the “reaction”; it is a situation-specific
trait anxiety (Phillips, 1992). It is transitory; it is not a long-lasting personality feature
that surfaces in response to a particular situation. That is, a person with state anxiety will
manifest a stable tendency to exhibit anxiety, but only in certain situations, and at a

particular moment in time, for example, before taking an exam.
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A strong correlation between state and trait anxiety has been claimed in the
literature, which means that high levels of trait anxiety will cause higher levels of state
anxiety. Individuals with high levels of trait anxiety are expected to show greater
evaluations of state anxiety in stressful situations. On the other hand, as cited in Young
(1991), considerable body of evidence suggests that while trait anxiety has little -if any-
role in the language learning process, state anxiety negatively influences this process.

In a study conducted in 1997-98 academic year including 169 freshmen of
Uludag University School of Education, Basal and Peker (1998) found that female
students scored significantly higher than male freshmen in terms of trait anxiety. On the
other hand, there was no significant difference in terms of state anxiety scores of Turkish
university students.

State-trait anxiety distinction has been criticized by MacIntyre and Gardner
(1991), they have claimed that since behavior occurs with a person in a context, traits are
meaningless unless they are considered in interaction with situations. The trait anxiety
approach requires people to consider their reactions over a number of situations, but the
situations provoking anxiety may differ within a group of people; it might differ even
among individuals showing similar trait anxiety scores. They have also criticized the state
anxiety scales, because in their opinion, with state anxiety assessment, the subject is not
asked to attribute the experience to any particular source. That is, instead of being asked
“Did this situation make you nervous”, the subjects are asked “Are you nervous now”
(p.90), and as pointed out by the researchers, a lot of different factors can contribute to a
respondent’s reaction to such a statement.

As a conclusion, the role of language anxiety could not be demonstrated neither
by state/trait nor facilitating/debilitating anxiety distinction. The unsatisfactory and
contradicting results in the theory and measurement of anxiety led the researchers toward
finding out the effects of anxiety specific to foreign or second language learning
situation. The following part of the chapter will focus on explaining foreign language
anxiety -or sometimes as referred to second language anxiety or language (learning)
anxiety and its effects on foreign language learning (section 2.3), models of foreign
language anxiety (section 2.4), its sources as suggested by different views (section 2.5),

its manifestations (section 2.6) and its measurement (section 2.7).
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2.3. Foreign Language Anxiety and Its Effects on Foreign Language

Learning

Because of the inconsistent results on the relationship between anxiety and
achievement, more recent literature in the area views the theory of anxiety particular to
language learning, and defines “language anxiety” as “the feeling of tension and
apprehension specifically associated with second language contexts, including speaking,
listening and learning” (Maclntyre and Gardner, 1994, p. 284).

Horwitz, Horwitz and Cope (1986) were the first to treat foreign language
anxiety as a separate and distinct phenomenon particular to language learning, and
outlined a theoretical framework of “foreign language anxiety”. According to their
framework, although foreign language anxiety and general communication anxiety share
certain characteristics, such as fear of making mistakes, a desire to be perfect when
speaking, foreign language anxiety differs from general communication anxiety. While
general communication anxiety plays an important role in the development of foreign
language anxiety, foreign language anxiety is “a distinct complex of self-perceptions,
feelings and behaviors related to classroom language learning arising from the uniqueness
of the language learning process”(p. 127). In addition to the usual concerns about oral
communication, the foreign language class requires the students to communicate via a
medium with which they are not secure yet.

For Rardin (cited in Young, 1992), language learning process might be an
anxiety-provoking experience, particularly for adolescents and adults, because learning a
foreign language touches the core of one’s self-identity and his or her self-image.
According to her, a learner’s way of thinking is somewhat as follows; “If I learn another
language, I’ll somehow lose myself, I, as I know myself to be, will cease to exist”
(p.168). There is no doubt that these psychological phenomena are particular to the
language learning context, and language anxiety should be considered as a distinct
concept.

In addition, according to Rardin (cited in Young, 1992) anxiety, tension and
stress affect learning when there is imbalance. When a learner is not prepared for the

tension, and is not provided with ways to respond to it, the tension will then shift from
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being a positive and constructive force to being a negative one, which in turn can block
learning.

Based on research findings, it is possible to conclude that when the language
anxiety is provoked, performance on the foreign language tasks suffers. However, no
performance deficits are observed when learners are not experiencing anxiety. Thus,
active interference seems to arise from language anxiety, and that interference can occur
at any stage of the learning process. There is relatively strong evidence that anxiety
arousal can act as a casual agent in creating individual differences in second language
learning (Maclntyre, 1995). The results reported so far contradict the claim that
language anxiety is a consequence, rather than a cause of problems in the learning
process. Further, they suggest that the effects of anxiety are not limited to problems

encountered during speaking but pervade the entire language learning process.

2.4. Models of Foreign Language Anxiety
2.4.1. Horwitz, Horwitz and Cope’s Framework

Horwitz, Horwitz and Cope (1986) outlined a theoretical framework of Foreign
Language Anxiety, and identified foreign language anxiety as a separate and distinct
phenomenon particular to language learning. Their framework consists of three
components, communication apprehension, fear of negative social evaluation and test
anxiety.

a. Communication Apprehension; is defined as “a type of shyness
characterized by fear of, or anxiety about communicating with people” (p.127). It refers
to an individual’s level of fear or anxiety associated with either real or anticipated oral
communication with another person or persons.

The development of communication apprehension, according to Miller (1987), is
a direct result of expectations concerning the probable outcomes of engaging in various
communication behaviors. When people employ communication behaviors that achieve

the desired goal, they develop positive expectations for those behaviors. If these
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behaviors continue to be reinforced through successful utilization, positive expectations
are also reinforced and outcomes of communication behavior are predictable. Therefore,
the person develops confidence in his or her ability to communicate effectively. On the
other hand, when the person finds that certain communication behaviors result in lack
failure, the opposite occurs. The person starts to avoid situations in which s/he needs to
communicate with others. Over time, communication behaviors may become associated
with negative expectations, and individuals may be forced to choose between
withdrawing from the communication situations, or engaging in behavior they expect will
lead to failure.

Another reason of communication apprehension related to foreign language
learning situation derives from the “metacognitive awareness™ that, as a speaker and a
listener, full comprehension of foreign language messages is not possible. Therefore, the
potential for frustrated or aborted communication is always present (Lucas, 1984, cited
in Maclntyre and Gardner, 1991).

In addition, the personal knowledge that one will have difficulty in understanding
others and making oneself understood in the foreign language creates frustration and
apprehension in language learners. The fact that language students, especially at the
initial stages, have mature thoughts and ideas, and an immature second language
vocabulary to express themselves creates anxiety which is specific to foreign language
situation. Because of this personal knowledge, otherwise talkative people may become
silent in a foreign language class. In some cases however, Horwitz, et al (1986) claim
that just the opposite may be observed. Generally inhibited speakers might find
themselves communicating in a foreign language less anxious.

According to Mejias, Applaum, Applaum and Trotter (1991), high
communication apprehensive students will perceive language learning situations as
threatening. Because in these situations, students’ participation is not voluntary but
required by an authority -the teacher. Students are generally asked to participate in class
discussions, oral reports to classmates and conferences with counselors or teachers.
Since communication in any type of participation is mainly dominated by the teachers,

and the students have little control over communication, their required participation may

1.C. YOKSEKOGRETIM KURULY
DOKUMANTASYON MERKEZ
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result in high anxiety, withdrawal, negative affective feelings, less persistence in a foreign
language, all of which may bring about negative academic consequences.

Research reported on interaction in typical small classrooms has indicated that
there are certain seats from which most of the student participation originates; generally
in the center of the room towards the front. It was found out that teachers call on
students in these seats more, and students in these seats volunteer coniments and
questions more than other students do. Thus, students in these seats are more likely to
determine their deficiencies and correct them, as well as to request needed information,
than are students sitting in other parts of the room. Recent research has also indicated
that while low communication apprehensives are twice as likely to sit in this high
interaction area (20 % of the total seats) as'they are to sit anywhere else (80 % of the
total seats), high communication apprehensives are four times as likely to sit outside this
interaction area as they are to sit in it (McCroskey, 1976).

b. Fear of Negative Social Evaluation is the “apprehension about others’
evaluations, the expectation that others would evaluate oneself negatively, and therefore,
avoidance of evaluative situations” (Horwitz, et al, 1986, p.127).

Language learning is not only a process of acquiring linguistic rules or
participating in communication activities, but, as Tsui (1996) points out, it is a process in
which individual learners are constantly putting themselves in a “vulnerable” position of
having their own self-concept undermined and subjecting themselves to negative
evaluations of the teacher and the other learners in the classrcom. When the students are
unsure of themselves and what they are saying, they will feel that they are not able to
make the proper social impression, and will be evaluated negatively by the others.
Therefore, language learning might be a very stressful process generating anxiety in the
learners and this intimate relationship between self-concept and self-expression makes
language anxiety distinct from other academic anxieties (MacIntyre and Gardner, 1991).

According to Nunan (1996) it is not only the feeling of failure that can lead to
negative social evaluation. In many cultural contexts, it is considered unacceptable for
talented learners to stand out from their peers. Therefore, some learners, generally the
most competent ones, get anxious because they know they could avoid making most of

~ the mistakes other people are making, but they also know that if they do so, they will
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stand out from the coward by outperforming their peers, unfavorably evaluated by them,
and perhaps be actively resented for their relative success.
c. Test Anxiety is defined as “the type of performance anxiety resulting from a
fear of failure in an academic evaluation setting” (Horwitz, et al, 1986, p.127).
Covington (1985) considers test anxiety as a result of an achievement cycle,
which includes four phases;

1. Test anticipation (phase 1): In the first phase, students assess the subjective

probability of either succeeding or failing an upcoming achievement test. This assessment
is t:ased on numerous factors, like prior experience on similar tests, estimation of task
difficulty, grade-goal desires, and task importance. Judgments about the quality and
quantity of personal resources available, such as amount of time for study preparation,
and subjective estimates of one’s ability play a significant role in this evaluative process.
Depending on the overall subjective probability of success and failure, students will
perceive the upcoming test as either a “challenge” or a “threat”, which will create

anxiety.

2. Test preparation (phase 2): The students prepare for the upcoming test while
experiencing various feelirgs, expectations and cognitions regarding the effectiveness or
appropriateness of study. Covington believes that test anxious students generally put
unrealistic demands on themselves, feeling that “anything less than a perfect test
performance is a failure” (p. 57). Students who are threatened by the possibilities of
failure may generate self-protective behaviors which, may not insure success, but at least
may minimize the personal implications of failure.

Related to this second phase, Topman and Jansen (1984) believe that test anxious
students do not have the slightest idea about what kind of behavior might lead to the
desirable result; but have wrong ideas about this behavior, like “one should know
absolutely everything”, “one should be 100% at ease”, “absolutely no mistakes are
permitted” (p. 245) and so on. Therefore, the greater part of test anxious students
prepare themselves very badly for tests; they postpone taking the feared test, which leads
to serious study delay. If one regards the chance of failure to be great, as test anxious

students often do, the degree of effort lowers, with the inevitable results of less and less
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effective studying. So as the researchers claim, the period before the test is of great
importance, and should be taken into account in the theoretical considerations.

3. Test-taking stage (phase 3): While taking a test, because of their anxiety,
students may experience various sources of disruption, including emotional tension,
destructive worry and physical upset.

4. Test reaction (phase 4): In this last phase, students’ worries, hopes or fears are
confirmed, or disconfirmed depending on the quality of test performance.

In their study examining Horwitz’s theory of foreign language anxiety, Maclntyre
and Gardner (1989) found that communication apprehension and social evaluation were
directly related to foreign language classroom anxiety; however, test anxiety was a
general problem and not specific to the type of tests encountered in language class. On
the other hand, they still believe that foreign language tests, given orally, will likely to
evoke test anxiety as well as communication apprehension and fear of negative social

evaluation.

2.4.2. Tobias’ Model of Anxiety

In Tobias’ model (1986, cited in MacIntyre and Gardner, 1989), language anxiety
is associated with a person’s divided attention between “task-related cognition” and
“self-related cognition”. He believes that anxiety arouses if task-related cognition is
disrupted by self-related cognition like, assessive self-evaluation, worry over potential
failure, and concern over the opinions of others. When the anxious person’s attention is
divided between task-related cognition and self-related cognition, performance in the
second language suffers.

According to Eysenck (1979, cited in Maclntyre and Gardner, 1994), anxious
students are aware of this interference, and attempt to compensate by increasing their
effort. In this case, anxiety may facilitate performance, but most of the times although
anxious students study more than relaxed students, their achievement does not reflect
their effort. Non-anxious students, on the other hand, do not have such self-

preoccupations which gives them an advantage to deal only with the task.
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The effects of anxiety can be seen at three stages of learning according to Tobias’
model;

a. Input Stage: “It means learner’s first experiences with a given stimulus at a
given time. Input is concerned with the initial representation of items in memory; external
stimuli are encountered and internal representations are made; attention, concentration
and encoding occur” (p. 286).

At the input stage, anxiety may cause attention deficits and poor initial processing
of information, as a result, not so much information is registered. Therefore, anxiety-
arousal at this stage may affect all three stages, unless the missing input can be
recovered. Language spoken too quickly or written materials with complex sentences
cause difficulty at the input stage.. Anxious students may ask for more repetition for the
linguistic input, or may read a text several times to compensate for the missing input.

b. Processing Stage: This stage involves the cognitive operations performed on
the subject matter, such as organization, storage and assimilation of the material. It
involves the internal manipulations of items taken in the first stage. Tobias argues that
anxiety impairs cognitive processing on tasks that are more difficult, more heavily reliant
on memory and more poorly organized. Each of these increases the demands on
processing time. In second language contexts, the time taken to understand a message or
learn new vocabulary items would indicate activity at this stage.

Related to the relationship between anxiety and performance as a function of task
difficulty, “Yerkes-Dodson Law” (Maclntyre, 1995) claims that when the task is simple,
anxiety has a little negative effect. It may actually increase performance through
increased effort. On the contrary, anxiety will have a negative effect when the task is
difficult, and the extra effort may not compensate the cognitive interference. As a
consequence, learners who do not experience anxiety will be able to process the
information more quickly, more efficiently or both, compared to those who are prevented
by task-irrelevant cognition.

c. Output Stage: It involves the production of previously learned material, in
terms of the organization of output, and speed of retrieving items from memory.
Learners are required to demonstrate their ability at this stage, and their performance

here depends on successful completition of the previous two stages. Students who report



24

freezing on tests are shown as the examples of anxiety interfering on the output stage.
Anxious students generally claim that they have learned the material, but their
performance does not reflect their learning.

Tobias states that these three stages are interdependent; each stage depends on
successful competition of the previous one. Therefore, the use of the term “stages” does
not mean that learning occurs in discrete sections. Nevertheless, existing scales of anxiety
have primarily focused on the output stage in terms of production, performance, course
grades, and other such criteria.

In their study Maclntyre and Gardner (1994) examined Tobias’ model of anxiety,
and identified the effects of anxiety on three stages of learning. At the input stage,
anxiety caused students to have difficulty in comprehending long sentences and in
holding discrete verbal items in short term memory;, with anxious students a smaller
number of verbal statements entered the processing stage. Anxious students also
appeared to be slightly slower to recognize that a word is being presented in the second
language, and they were not able to translate the passage as well as relaxed students,
proving the effects of anxiety on the processing stage. MacIntyre and Gardner explain
the reason of such anxiety with the poetic nature of the passage students were asked to
translate for the study. Since translation required guessing the meaning of unknown
words, anxious students’ unwillingness to risk an incorrect or incomplete translation, as
they claim, may have caused them to avoid responding in order to avoid guessing.
Anxious students also tended to take more time to study the words and to complete the
first test, anxiety interfered with both encoding and recalling processes, proving its -
effects at the output stage. Even though anxious students in the study tended to study
longer and to take longer to complete the first test, they obtained lower scores than the
more relaxed students.

To sum up, the combined effects of language anxiety at all three stages,
according to MaclIntyre and Gardner, can explain why the students with lower levels of
anxiety, when compared to high anxious students, tend to learn better. Anxious students
compared to relaxed students have a smaller base of second language knowledge, and

experience more difficulty in demonstrating the knowledge they do possess.
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2.4.3. Foss and Reitzel’s Model of Anxiety

For conceptualizing how anxiety interferes with the attainment of competence in
second language classrooms, Foss and Reitzel (1988) proposed a framework of language
anxiety. There are five components of their framework; motivation, knowledge, skills,
outcomes and context:

a. Motivation: It is associated with the effective approach or avoidance response
to a particular communication situation. They claim that the motivation to learn and use
the L2 depends on students’ perceptions of their abilities in the second language. Some
L2 learners may choose not to communicate in a situation because they judge their
capabilities to be so poor that not communicating is perceived as more rewarding than
doing so. Avoidance reinforces the perception of incompetence because the individual
never puts himself in a position to increase skills levels and to be evaluated positively by
others.

b. Knowledge: It consists of a repertoire of behavioral patterns and strategies
upon which a person draws in order to decide how to communicate in a given situation.
Learning a language may be especially anxiety producing because the task of gaining the
knowledge of a second language might appear overwhelming for some students, and
their anxiety may affect their efforts to learn effectively.

¢. Skills: Foss and Reitzel claim that although a person may be motivated to
interact competently, and may understand how to manage the fundamentals of a
language theoretically, he needs certain skills to communicate successfully in the new
language. Successful communication depends on self-perception, and students’
perceptions may or may not be consistent with their actual skill levels; their actual
performances may be adequate but they may not evaluate themselves positively. As a
result, this negative evaluation creates language anxiety and affects learners’
communicative attempts.

d. Outcomes: Researchers consider several outcomes as evidence of
communication competence. These include; communication satisfaction -how satisfied

one 1s with the interaction-; relational trust -the extent to which all parties involved feel
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positively toward the other in the interaction-; and interpersonal attraction -an individual
who is more satisfying and confirming to talk to frequently is seen as more likable.

e. Context: It demands that attention should be given to the subjective
dimensions of environment as well as to its objective features. Foss and Reitzel believe
each person, through his perceptions, creates an environment that facilitates or hinders
language learning. That is, self perceptions of the context are more important than the

context itself

2.5. Sources of Foreign Language Anxiety
2.5.1 Anxieties Caused by Personal Reasons
A. Self Assessment of Ability

Research and theory have suggested that anxiety and self perceptions of foreign
language ability may be detrimentals of second language achievement. In the process of
acquiring a new language, learners assess their own abilities. MacIntyre, Noels and
Clement (1997) claim that this self assessment of competence generally facilitates
learning by helping learners develop strategies to enhance their linguistic competence. On
the other hand, as Young (1991) argues, if students start out with a self-perceived low
ability level in a foreign language, they are possible candidates for language anxiety.
Anxious language learners generally focus their attention on their perceived
inédequacies, the potential for failure, and the consequences of “imagined” failure instead
of concentrating on the task itself. Perception of self-ability, therefore, plays a key role in
how students approach the learning and use of a foreign language.

Similarly, Covington (1985) believes that anxiety arises from a perception that
one’s abilities are insufficient to the task at hand, as a result, failure with its implications
for “worthlessness” is inevitable. He views poor performance and anxiety along with

irrational goal-setting and negative patterns of self-reinforcement as the consequences of
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feelings of inadequacy. The negative relationship between anxiety and performance is
moderated by the individual’s degree of self-perceived incompetency.

In their study examining the relationship between students’ perceived competence
and language anxiety Maclntyre, Noels and Clement (1997) found a negative correlation.
As the students’ anxiety levels increased, the ratings of ideas expressed, output quality
and self rated competence declined. These relations were also consistent across speaking,
reading, writing and comprehension tasks. Anxious students tended to underestimate
their ability, communicate less information, and did not express themselves as well as
more relaxed students. Furthermore, explaining the reciprocal link between anxiety and
proficiency, the researchers argue that the anxious students who are reluctant to speak
will not progress as rapidly as the relaxed ones, and therefore will retain a relatively high
level of anxiety.

Price (1991) in her study interviewed highly anxious students and found out that
the majority of them believed they had weaker language skills than the other students.
They believed they weren’t doing a good job, and everyone else looked down on them.
All of the high anxious subjects in the study also believed that learning a language
required a special aptitude, an aptitude which they didn’t possess.

In their study with Hungarian students Clement, Dérnyei and Noels (1994)
assessed students’ attitude, anxiety and motivation toward learning English, as well as
their perception of classroom atmosphere and cohesion. They found similar results;
students who showed little anxiety when using English evaluated their own proficiency
positively, were satisfied with their current level of English proficiency and reported
positive and frequent contact with English. They were also motivated to learn English
and found it easy. Anxious students, on the other hand, reported just the opposite.

Gardner and Maclntyre (1993) propose that high levels of anxiety might serve to
lessen one’s motivation to learn the foreign language, because the experience is found to
be painful, and that high levels of motivation result in low levels of anxiety because the
student perceives the experience positively and tends to be successful, both of which
decrease anxiety. As they claim, in any learning situation where material or skill
transmitted to a learner in some way, individual differences in intelligence, language

aptitude, the use of language learning strategies, motivation and language anxiety will
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influence how successful that individual will be in acquiring that material or skill; each
playing a role in its own way.

In her study exploring the relationships among motivation, anxiety, self
confidence, extroversion/introversion and class participation of Turkish EFL learners,
Kaya (1995) found a strong relationship among each of the variables. The highest
correlation was between self-confidence and anxiety in a negative way, and the lowest
one, again in a negative way, was between motivation and anxiety. That is, motivated
and self confident learners participated to class activities more than unmotivated and
anxious language learners.

In a study examining the native oral and written language and foreign language
aptitude and performance of students with different levels of anxiety, Ganschow et al
(1994) indicated a very strong relationship between foreign and native language skills.
They found out that high, medium and low anxious students’ performance differed on
tests measuring oral language- listening and speaking-, phonological processing -
phonetic analysis, single word recognition-, and aptitude for learning a foreign language;
low anxious students demonstrated superior native language skills and foreign language
aptitude. As a result, the researchers have assumed that native language skills may serve
as the foundation for success in the foreign language classroom, and that students’ level
of anxiety about FL learning may be associated with the strength of one’s language skills.

McCroskey, Fayer and Richmond, (1985) in their study with bilingual speakers in
Puerto Rico found that self-perceived competence in a second language was significantly
related to communication apprehension in that language. They also identified a close
relationship between anxiety experienced in both L1 and L2, and concluded that the level
of one's communication apprehension in his first language was predictive of the level of
communication apprehension in his second language.

One of the teachers in Tsui’s (1996) study conducted a survey by asking the
students to fill out a questionnaire about class participation. 88% of the students said that
they had no incentive to speak in English. When they were asked to state the reasons;
82% stated they did not have confidence, and the 46% of the subjects said they did not
know what to say, or how to say what they think. In addition, 37% of them believed it

was because their classmates did not speak in English either. The students’ lack of
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confidence was also reflected in their unwillingness to speak up in class. When called
upon by the teacher to answer a question, they spoke in a very soft voice, which was
barely audible to the teacher and not at all audible to the whole class.

To conclude, as argued by Williams and Burden (1997) learners may have all the
necessary skills to perform a certain task, but unless they believe that they are capable of
doing so, they are unlikely to demonstrate those skills in that context. Thus, learners’
beliefs about their own capabilities to apply effectively the knowledge and skills they
already possess, and thereby to learn new cognitive skills will influence their
effectiveness and the choice of activities they undertake. It will also affect the amount of
effort that learners are prepared to expand and their level of persistence.

According to MaclIntyre and Gardner (1994), language learning is a cognitive
activity that relies on encoding, storage and retrieval processes, and anxiety can interfere
with each of these by creating a divided attention scenario for anxious students.
Anxious students are focused on both the task at hand and their reactions to it. For
example, when responding to a question in class, the anxious students’ attention is
focused both on answering the teacher’s question and evaluating the social implications
of the answer while giving it. To the extent that self related cognition increases, task
related cognition is restricted, and performance suffers. Anxious students will therefore
not learn as quickly as relaxed students, and as a result, will perform poorly because they
have learned less. Thus, anxiety may also interfere with the student’s ability to
demonstrate the amount that she does know. Anxious students are caught in this double
bind; they have learned less and may not be able to demonstrate the information they
have learned, so the link between anxiety and proficiency is reciprocal; as the students’
anxiety level increases, they will experience even more failure, and vice versa.

To sum up, language learners’ perceptions of ability in presenting themselves to
the others in another language, and their divided attention between task related cognition
and self related cognition, their motivation and aptitude toward learning another
language play an important role in the learners’ affective domain and their success in the
learning process. The results of a few studies (McCroskey et al, 1985, Ganschow et al,
1994) also indicate a possible relationship between language learners” anxiety level and

their foreign and native language skills.
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B. Self Comparison To Others

In addition to negative self assessment of ability, Bailey (1983) suggests that
competitive behavior leads to a high level of anxiety as well. Anxious students generally
perceiving themselves as less worthy than others and their communication as less
effective than their peers tend to compare themselves with the others in the classroom
and adopt a competitive behavior. They may also compete with their personal
expectations, which additionally creates language anxiety. Moreover, their obvious self-
comparison to other classmates and personal expectations might cause hostile reactions
towards other students based on comparisons, a desire to out-do other classmates, and
an emphasis on tests and grades with reference to other students’ performances. In these
cases their anxiety increases so much that they feel they cannot cope with it, even mental
or physical, temporary or permanent withdrawal from the language learning experience
can be observed. Bailey also claims that in a classroom where all the learners are
perceived as better learners, a student might -to preserve his or her own self esteem- be
quite willing to give public proof to the other students’ superiority. This might be
observed especially if people don’t know each other well in the classroom.

In their study with beginning Spanish students Horwitz et al (1986) found that
students with high levels of anxiety felt unable to deal with the task of language learning.
They were afraid of speaking the foreign language, because they feared being less

competent than other students, or being negatively evaluated by them.

C. Learner Beliefs

Language learners’ beliefs about language learning are also suggested as one of
the major contributors to language anxiety. Students bring these beliefs with them into
the classroom, and their preconceived notions about language learning will likely to
influence a learner’s effectiveness in the classroom. Leaner beliefs might be a contributor
of anxiety especially for adult learners, because as Rogers (1989) points out, adults

already have certain well-developed ideas about life along with their own systems of
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ideas and beliefs, and to admit that they need to learn something new like a new language
is also to admit that there is something wrong with their present system. As a result,
many people may feel so threatened by the challenge of their previous beliefs that they
may become unable to learn.

Language anxiety results when beliefs and reality conflict. Young (1991)
explains this with an example, if the students, especially the beginning learners believe
that “pronunciation or speaking with an excellent accent and memorization is very
important” (p. 428), they will end up frustrated and stressed, because they will not
sound like a native speaker. The same frustration and anxiety result if they believe
“two years of study is enough to become fluent” (p.428). Some of the other beliefs
identified in the study include; “travel to a country where the language is spoken is
necessary to learn the language better”, “some people are more able to learn a foreign
language™ and “language learning is primarily translating from L1 (p. 428).

Horwitz et al (1986) mention a number of students in their study who believed
that “nothing should be said in the foreign language until it can be said correctly”, and “it
is not okay to guess an unknown foreign language word” (p. 290). Since students are
expected to communicate in the foreign language before fluency is attained, and even
excellent language students make mistakes or forget words and need to guess frequently,
these kind of beliefs will most likely to cause anxiety for foreign language learners

The learners in Wenden’s (1987) study had similar beliefs and considered learning
grammar and vocabulary fundamental to successful language learning, because the
students shared the idea that they were the building blocks of the foreign language. Most
students also reported their desire to have their mistakes corrected. A majority reported
they would feel uncomfortable if the instructor never corrected their mistakes.

In their study Koch and Terrell (1991) examined the students’ reactions to
activities in Natural Approach activities which is one of the approaches designed to
lower the students’ anxiety levels. They found out that most students wanted to know if
their output was accurate, they believed the necessity of speech correction in order to
learn to speak the foreign language well. As a result, although Natural Approach aimed

at lowering students’ anxiety levels, it actually had the opposite effect on a significant
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minority of students in the study; not having their speech errors corrected made them
anxious.

Ganschow and Sparks (1996) claim that one’s belief about the difficulty of the
language learning task also affects his anxiety, and therefore, his or her effectiveness in
the learning process. In their study they found negative correlations between language
learners’ grades and their anxiety levels; high anxious students found the FL course
difficult while low anxious students found it easy.

According to Rogers (1989), learners’ beliefs about the teacher and his
methods based on their previous experience at school may also create anxiety in a
language classroom, because some people may bring with them firm ideas of what to
expect from a teacher and his method. For example, an adult student may feel a teacher
should be “a rather remote, god-like figure” (p. 22), they may consider it rather improper
for a teacher to be “too friendly”. He adds that even the students who had only modest
academic success in the past are still likely to feel that the methods they already know are
best because they are the only ones already familiar to them.

The following experience of a teacher is a very good example showing the
mismatch between the learners’ beliefs about the nature of language learning and

teaching and the method used in the classroom;

1 was teaching French to children in a grammar school during the day, using what I
considered to be a very good audio-visual method. I saw no reason why my adult class
should not learn the same way and they very nobly agreed to try. I met my first snag in the
first five minutes-no books. No books? They demand books, nicely, of course. I say they
cannot have books until at least the sixth week when they will be familiar with certain
sounds and patterns. Rebellion subsides. Second snag -five minutes later- several of them
sneakily trying to write things down according to some dreadful phonetic script of their
own. I explain about listening and speaking, they explain they must see things written down,
otherwise they cannot remember. We have this very polite battle lasting three weeks. They
begin to see the advantages of the language lab and slide projector and the constant
repetition-variation-drilling, I begin to see that they really do need the reassurance of the
book. On the forth week I give out books, they sigh with relief as at the appearance of old
Jriends, pronunciation slips a bit, but general progress seems to be faster. It is not Direct

Method but it seems to suit my class (cited in Rogers, 1989, p.25).



33

Language learners’ beliefs about the usage of their first language in the
classroom activities may also be a reason of language anxiety. According to Alfwright
and Bailey (1991), the banishment of the use of first language in the classroom creates

anxiety,

learners report that one of their major worries is that when forced to use the language they
are learning they constantly feel that they are representing themselves badly, showing only
some of their real personality, only some of their real intelligence. Anecdotal evidence
suggests that this sort of deprivation seems apt to breed anxiety about communicating with
others and just the sort of anxiety that will get in the way of doing well both in the class and
out of it, since it could inhibit the learners’ use of the target langnage and thus deprive them

of the potential profit to be obtained from practicing what has been learned (p. 173).

To sum up, the literature suggests that language anxiety may cause by personal
reasons such as language learners’ perceived self ability in learning and using the foreign
language, obvious self comparison of their performance with that of the other students in
the classroom, and their beliefs about what language is, and how it should be learned or

taught. This anxiety, in turn, interferes with their effectiveness in the learning process.

2.5.2 Anxieties Caused by the Teachers’ Manner in the Classroom

A. Teachers’ Manner Towards Students’ Errors

All learners, as mentioned before are likely to be influenced by their personal
feelings about their teachers, and their perceptions of the interactions that occur between
their teachers and themselves. Williams and Burden (1997) suggest that the amount and
kind of positive and negative feedback that learners receive in class from the teacher
and the students’ perception of this feedback will affect their sense of achieverient,
their motivation to achieve and the establishment of their self efficacy in that area. The
nature of feedback provided to learners is therefore, very important. For example, as

found out in the studies, while most of the language learners prefer their errors to be
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corrected, “when”™ and “how” this correction is made and the teachers’ manner towards
the students errors play a crucial role for the emotional states of the learners. As can be
assumed, a harsh manner of correcting students errors is anxiety-provoking.

Tsui (1996) argues that students’ fear of making mistakes and being negatively
evaluated can be teacher-induced. For example, the following diary entry of a teacher

shows how teachers with unrealistic expectations inhibit students’ participation;

Though my attitude might be gentle and encouraging, I was expecting some correct answers
most of the time. Given the (sensitive) nature of class, they would feel the sfrain and were
less willing to contribute unless they felt they have got the “right” answer (cited in Tsui,

1996, p.151).

Teachers’ intolerance of silence contributes to the anxiety students experience
in class as well. Many teachers in Tsui’s study reported that they themselves disliked or
were afraid of silence, and they felt very uneasy or impatient when they failed to get a
response from students. Therefore, when a response was not forthcoming, teachers
repeated or modified the question, provided the answers themselves, or allocated the
turn to another student.

Tsui claims that the teachers in his study had a misconception that “an effective
teacher should be able to solicit immediate responses from students” and that “a
responsible teacher should be talking all the time” (p. 153). On the other hand, these
behaviors students received from the teacher were perceived by them as a form of mild
public humiliation.

Repetition of questions may be used as a means to fill silence by the teacher
however, the same strategy may be interpreted by the students as a reminder that they
are incompetent. Similarly, pushing them to answer might frighten the students, stop
them thinking and suppress their wish to answer questions. In his diary, one of the
teachers in the study explained his reason of pushing his students, and waiting for a very

short time as the following;

“I am afraid that students chat during lessons, they become noisy” (cited in Tsui, p. 153).
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Teachers’ strategy of turning to another student might damage students’ self
esteem. As Tsui claims, it is even more damaging, if the teacher asks the student to
remain standing until another student gives the answer, and the first student repeats that
answer correctly. This student will most probably feel penalized and publicly humiliated
for being not as good as his or her peers.

Contrary to the teachers’ intolerance of silence in Tsui’s (1996) study, Mejias,
Applbaum, Applbaum and Trotter (1991) believe that silence is rewarded by certain
teachers and actually demanded in certain learning activities, therefore, the students with
high anxiety tend to perceive silence as a desirable response to classroom activities, and
in this way the behavior is reinforced. As a result, rather than coping with the problem of
anxiety, students might avoid encountering their fear of communicating in the classroom
situation.

In addition, Williams and Burden (1997) state that feedback to learners which is
interpreted by them as “informational” rather than “controlling” is likely to increase
their motivation towards certain tasks, because it provides the learners the information
that helps them perform the current and subsequent tasks with a greater degree of
independence. On the contrary, the feedback which was perceived as controlling will
contribute to the students’ anxiety levels.

To sum up, language teachers’ perceptions of learners’ errors, therefore their
error correction strategies might be considered among key elements causing their

students to experience foreign language anxiety.

B. Teachers’ Manner Towards Students

According to Williams and Burden (1997), teachers’ indiscriminate praise, or
praise which is given only to those who perform well according to some general
“norm” may lower the feelings of self-competence and self-efficacy of other learners in
the class.

In Tsui’s (1996) study, uneven allocation of turns was identified as one of the

teacher-induced anxiety students experienced. In order to avoid not getting responses
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from students, teachers tended to ask brighter students from whom they were sure of
getting an answer. According to Tsui, the teachers did this to make themselves feel good
about their own teaching, to avoid going over the teaching points again and to avoid
silence. The effect of this strategy on the students was, however, not very positive. The
weak and shy students felt neglected, and the less willing they became to contribute. As
one of the teachers in the study reported, it was perceived by students as the teacher’s

rejection of them as worthy individuals.

Some students do not want to give responses because they are often ignored by the teacher

(cited in Tsui, 1996, p. 153).

Horwitz et al (1986) concluding from previous study results indicate that anxiety
can affect the communication strategies students employ in a language class, the more
anxious students tend to avoid attempting difficult or personal messages in the target
language. Their inability to perform in class because of the anxiety they experience,
however, can lead to their teacher’s inaccurate assessment that these students lack
either some necessary aptitude or sufficient motivation to do the necessary work
for a good performance. In addition, Daly (1991) argues that teachers gencrally have a
positive bias toward talkative students. Although there is no difference in intelligence
between high and low anxious students according to research results, low anxious
students are mostly perceived as more friendly and intelligent than their more anxious
counterparts by both the teachers and their peers. Subjects with high anxiety levels in
McCroskey et al’s (1975) study for example, were perceived as less interpersonally
attractive than low anxious learners by members of the opposite sex.

In a number of studies cited in McCroskey (1976), it has been observed that the
teachers' expectations of student success predict differential achievement between
students with high and low anxiety levels, even when there is no difference in the
students actual abilities. Teachers tend to expect low communication apprehensive
students, as opposed to highs, to do better in all academic subjects, to have a much more

promising future in education, and to have much better relationships with their peers.
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2.5.3. Anxieties Caused by the Foreign language Teaching Procedures

A. Teaching Procedures in Speaking Classes

In foreign language classrooms, learners generally have to perform in the target
language in front of a group; they are expected to participate in oral representations,
oral quizzes or called on to speak in the target language in front of the teacher and the
other members of the group. That is why Krashen (cited in Young, 1992) argues that
language teaching, the way it is typically done, is anxiety provoking even for
professionals; because learners are asked to do things that are fundamentally unnatural.

According to Crookal and Oxford (1991), for example, games and role plays may
cause a degree of embarrassment and anxiety to certain introverts who prefer to hide
themselves behind academic rule learning. Communicative activities, which reveal that
there are often many correct answers may also create discomfort for strict thinkers who
believe that they can only handle a single right answer.

McCroskey and Andersen (1976) point out that reliance on instructional systems
emphasizing voluntary, student-initiated interaction with teachers penalizes a large
number of students suffering from communication apprehension; they are placed at a
competitive disadvantage because they are too apprehensive to engage in the behaviors
required to achieve success.

Young (1990) states that foreign language students experience a fear of self-
exposure; they are afraid of revealing themselves, or being spotlighted in front of others.
Similarly, Terrell (cited in Young, 1992) believes that when the topics become more
personal, when the students are putting themselves on the line, they get anxious. As he
states, “some students would much rather talk about the “Middle East” then talk about
“their mother” (cited in Young, 1992, p. 166). On the other hand, Mejias, Applbaum,
Applbaum and Trotter (1991) state just the opposite that the anxiety scores of the
learners increase as the contexts move from informal to more formal, less personal
contexts; anxiety increases with the increasing formality and social complexity of
communicative situations. In less formal contexts more personal communication

situations occur, such as in pair and small group encounters. Formal contexts, on the
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other hand, involve greater numbers of participants, such as in classroom interactions
with all the students involved, or in speaking in front of an audience.

Students experience higher levels of anxiety when they have to speak in the
foreign language, but the real anxiety-evoking situation has been found as having to
speak or perform in front of others. Price (1991) in his study found speaking in front of
their peers a very anxiety provoking activity for the foreign language learners, because
the subjects were concerned about making errors in pronunciation and being laughed at,
some were particularly ashamed of their “Texas™ accents. They knew that they were not
pronouncing words like a native French speaker, and expressed great embarrassment at
their pronunciation. In addition, many of the students in the study believed their
instructors made classroom time a “performance réther than learning time” (p. 106).

Hilleson (1996) in his study with five high anxious college students identified
some students feeling very self conscious about their pronunciation. They thought that
their English accent was a subject of amusement for the others. Trying to “jump into”
a discussion was also very frustrating and anxiety provoking for them, because as one of

the students wrote in his diary;

“ by the time I want to speak and I have the sentences, the conversation is going on and the

topic is change. So I just quiet” (cited in Hilleson, 1996, p. 261).

Searching for vocabulary or appropriate syntax was, as reported in the
following statements, perceived as another factor that caused anxiety, and in turn, the

delay in participating the discussion;

“There were many people so it was a bit difficult for me to speak out because while I was
thinking what to say, other people spoke what I wanted to say™ (cited in Hilleson, 1996,
p.261).

Young (1990) designed a study to identify which activities were more anxiety
provoking in the foreign language classroom. Subjects in the study reported that they
would feel more confident if they practiced speaking more, but their level of comfort or

anxiety depended on the kind of activity they were asked to perform. They reported
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feeling less anxious when they felt they were not the only person answering a question,
or when they didn’t have to get up in front of the class to give an answer. Most of the
subjects preferred to volunteer an answer than to be called on, and felt better when they
had studied a great deal the night before and came to class prepared.. They were less
willing when a debate was scheduled, and more willing when the topics being discussed
were interesting. They found it more enjoyable when they could work with another
student. Most of the subjects were also more willing to volunteer answers if they weren’t
afraid of saying the wrong thing.

Neer (1987) found students feeling uncomfortable when challenged by the
instructor. They also became nervous if the instructor stopped talking. Most of the
students preferred class discussion within small groups, an advanced preparation and a
list of questions before the discussion. Only 32% of the high anxious students
participated even when they were interested in the discussion topic, while 95% of the
low apprehensives did so. In addition, a quarter of the high apprehensives preferred
middle row seating, while less than 10% of the low apprehensives expressed a similar
preference.

Behnke, Sawyer and King (1994) believe that presenting a topic in front of
everybody is a very anxiety-provoking activity, and high levels of speech anxiety will
hinder students’ development. They believe that high levels of anxiety might be caused
by prior speakers; if they fail to perform. As they point out, if the students who are
making oral presentations fail because of their anxiety, students who must follow anxious
speakers are at a competitive disadvantage. However, for some students more anxiety
may be created when the preceding speaker gives an excellent presentation, and appears
very confident.

Koch and Terrell (1991) designed a study in order to find out which activities in
the foreign language classroom provoked anxiety and found that giving oral class
presentations was the most anxiety provoking (92%) activity for the language learners.
On the other hand, activities that did not require complex responses in the target
language, such as “Simon Says” as used in Total Physical Response Method, working
with maps and charts, using their imagination, were reported as anxiety-reducing

activities by most of the subjects in the study. In addition, while all of the techniques of
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the Natural Approach became less threatening as students in the study became more
proficient in the target language; however, calling on students individually and oral
quizzes continued to provoke anxiety throughout the year. The researchers also found
that whereas being paired with a classmate for interviews or put into groups of 3 to 6 did
not make students anxious, being put into larger groups did. As they explain, possibly
students perceived that there was no difference between large groups -7 to 15 students-,
and the entire class, They argue that instructional techniques judged to produce anxiety
like oral quizzes- and being called on individually will make any student anxious who is
not ready to speak.

For Scarcella and Oxford (1992), anxiety can also occur when, for any number of
reasons, students feel the language learning process is “anmnoying, irré!evant, or
hopeless waste of time” (p. 56). If the students, for example do not perceive the
necessity or usefulness of a particular activity, they will most probably make less effort
and not learn the topic and, in turn, feel anxious about it Language anxiety especially

arises when the needs, goals or learning style of the learner are ignored by the teacher.

B. Teaching Procedures in Writing Classes

As mentioned in the introduction part, the problems of anxiety are not limited to
performing in the speaking classes. According to Tsui (1996) learning to write in the
foreign language involves as much anxiety as learning the other skills, because writing is
predominantly “product oriented”, and since it requires individual work, students are
deprived of help, support and encouragement. The demand in a writing task is enormous.
It has to be done within an hour or so, and it is read by the teacher with a “frown”. So
writing is a high risk, low gain activity, and students do not enjoy it. They are putting
themselves at risk of getting negative feedback from the teacher, which is
unrewarding, even punishing for some students. They are afraid of making grammatical
mistakes and getting low grades as a result. Because of such worries, students find it
very difficult to get beyond the first sentence; and when they eventually do, they find it
difficult to get beyond the first paragraph. The excessive emphasis on grammatical
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accuracy “traps” students within the sentence. Organizing their ideas, and writing in
different organizational patterns such as narrative, descriptive, and so on, and the
restrictive nature of imposing rules and patterns make writing an anxiety-generating
activity.

Tsui also claims that there is a lack of safe environment for writing, because it is
a lonely activity which has to be completed within a very short period of time. Teachers
are generally critical and unsympathetic with their feedback. In addition, students are
often asked to write about something which is irrelevant, or of no interest to them.
Therefore, the selection of the topic to be written about has a great importance. Students
might become preoccupied with filling up the page rather than communicating their ideas
and feelings. As he claims, the struggle of puiting what a person might think of as
"himself” on paper will probably always create a problem to some degree when he is
asked to write. The anxiety produced by having to think up a viable idea, work it out,
and then have it judged can be tremendous and can constitute a real obstacle to writing.

In conclusion, anxiety about writing, might have a number of effects; it can make
writing a difficult and miserable activity. Learners might also suffer from what Tsui calls
“writer's block™;, they might become frustrated of sitting down for hours and feel

incapable of producing any words at all and come up with a blank page at the end.

2.5.4 Anxieties Caused by Language Teachers’ Beliefs

How the teachers perceive their role in the classroom, for example, as a friend,
counselor, authority, corrector, facilitator, and so on can create anxiety in the language
learners. According to Crookal and Oxford (1991), for instance, students who have been
brought up in a very formal or authoritarian educational systems may not feel very
comfortable in language classrooms. Because they are encouraged to communicate
informally with their peers, and the teacher generally takes a facilitating role rather than a
directing one in language classrooms.

In addition, the method and the techniques language teachers use in their

teaching might be the reasons of anxiety language learners experience. If the language
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learners, for example, are not familiar with the rapid drills of the Audiolingual Method or
the teacher’s silence in the Silent Way, they may not feel comfortable with their learning
experience (Allwright and Bailey, 1991).

Williams and Burden (1997) argue that teachers are highly influenced by their
beliefs, which are closely linked to their values, to their world views and to their
conceptions of their place within it. More importantly, these beliefs have been found to
be more influential than their knowledge in planning their lessons, in making decisions
and in determining how they behave in the classroom. Teachers’ beliefs about what
learning is, how languages are learned affect everything they do in the classroom more
than a particular methodology they are told to adapt or course book they follow.

According to Richards (1998), the primary source of teachers’ classroom
practices is their belief systems; the information, values, attitudes, expectations, theories,
and assumptions about learning and learners, and teaching and themselves that teachers
build up over time and bring with them to the classroom. While teachers’ belief systems
shape the way they perceive the priorities on the different dimensions of teaching, the
techniques, activities and materials they use according to their beliefs during the teaching
process are also crucial to the understanding of the nature of teaching skills.

As a result, since the language teacher is generally viewed as an “expert” about
language related matters, his or her views whether expressed explicitly in class, or
implicitly by teaching practice could have a strong influence on the students’ own beliefs,
and the beliefs the students have can affect the strategies students use. Teacher beliefs
stressing the importance of target language accuracy, for example, are contributing

factors to anxiety problems in foreign language learning.

2.5.6 Anxieties Caused by Testing Situation

Students who are test anxious in a foreign language class probably experience
considerable difficulty since tests and quizzes both orally and written are frequent, and
even the most successful students often make mistakes. The unfamiliar test items, test

formats, different materials and question types with which students have no
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experience generally believed to create anxiety reactions. As Horwitz, Horwitz and
Cope (1986) state anxious students make “careless” errors in spelling and syntax in
testing situations; they realize, usually afier the test, that they knew the correct answer
but put down the wrong one due to carelessness. They believe the reason of test anxiety
is “the unrealistic demands” test anxious students often put on themselves; they tend
to feel that less than a perfect performance is a failure.

The other reasons of test anxiety have been suggested as the following;
a. “Overgenerzlizing”; Overgeneralizing the result of a negative exam, for example;

“My grammar exam was not very good, I am not a successful student”
b. “Exaggerating”: Exaggerating the negative sides of an exam by ignoring the positive
sides, for example;

“I made 5 mistakes over 20 guestions. I can never succeed”
¢. “Being Competitive”: Comparing the result of one’s performance of an exam with
the other students’ in the classroom, for example;

“I had a good grade, but there are better students. I will never succeed”
d. “Underestimating”. Overestimating others’ ability or success in tests, and
underestimating one’s own ability or success, for example;

“We both got the same grade, but I am sure he studied more. He deserved this”
e. “Being emotional”: Trying to explain everything from a negative side, for example;

“No matter how much I try, I think I will never get the result I want”
f. “Making must sentences”: Believing that everything the person does is an obligation,
for example;

“I must study without stopping”, or "My family sacrificed a lot, I must pass this exam”

(Yeni Yuzyil, 1997, pp. 3-4),

In a study determining the effects of different 1.2 reading assessment methods on
students” anxiety level, Oh (1992) concluded that some assessment methods
underestimated students’ actually attained proficiency level by arousing higher levels of
anxiety. Cloze test and think aloud task provoked significantly higher levels of anxiety
than comprehension and recall task. Students degree of familiarity with a specific
method determined how much anxiety it provoked. For example, students’ anxiety about

cloze test was related to their unfamiliarity with the method. Students’ perceptions about
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the validity of a method, their doubts about the test also provoked higher levels of
anxiety.

Examining the impact of anxiety on students’ performance on an oral test of
French, Phillips (1992) confirmed that students who experienced more foreign language
anxiety tended to receive lower exam grades than their less anxious classmates did. The
negative correlations of the study found that students with higher language anxiety
tended to say less, produce shorter communication units, and use fewer dependent
clauses and target structures than low anxious students. Moreover, across ability
boundaries, these highly anxious students had a negative attitude toward the oral exam.

Madsen, Brown and Jones (1991) similarly found that the better students -who
received the highest grades at the end of the semester- had a more positive reaction to
the tests than did the weaker ones. There were also major differences in students’
reactions to varying test types, and these differences were statistically significant.
Dictation and T/F culture tests were generally the least anxiety producing, with
translation producing the most arxiety, and being the least favored, particularly in the
beginning classes. Reactions to tests varied depending upon students’ level of
proficiency, reactions to oral questions became more positive as the learners developed
greater oral proficiency, and translation became less anxiety-provoking at higher levels of
proficiency.

Madsen (1982) tried to assess how detrimental the effects of anxiety were in
second language exams. Study results revealed among others that female students
manifested higher levels of test anxiety than male students did, and persons with low
anxiety outperformed those with high anxiety. Reading test in which students were
required to find out 30 item multiple-choice sentence paraphrase was the most anxiety
provoking. The researcher explained the reason of this with the complexity of the
distracters, and the insufficient time given to the students to complete the test. Cloze
was the next most frustrating: Oral interview in which individual students were required
to answer 20 items ranging from simple either/or, yes/no and wh questions to a few open
ended items was found the least anxiety provoking. Madsen added that the faulty

instructions, lack of face validity, difficulty level, insufficient tizne and cbvious
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cheating by other students were the factors that caused anxiety and frustration on the
language learners while taking a test.

Phillips (1992) confirming the results of the other studies found an inverse
relationship between language anxiety and students’ oral exam performance; students
with higher language anxiety tended to say less, use fewer dependent clauses and target
structures than low anxious students; higher levels of anxiety caused lower exam grades.
He also examined the relationship between students’ attitudes and affective reactions,
and concluded that highly anxious students had negative attitudes toward oral exams.
Students’ personality types, motivation and willingness to toke risks also interacted with
their anxiety and caused poor performance on the oral exam. His students believed
anxiety affected their ability and performance in the foreign language.

Gardner and Maclntyre (1993) designed a study focusing on the correlation
between different measures of achievement and affective variables, and found that they
correlated differently with each other. In particular, the cloze test seemed relatively
unrelated to most affective variables other than anxiety. As the students became more
anxious when doing such a test their performance suffered more as a result. Prediction of
achievement improved by including anxiety as an affective variable.

In another study examining Tobias’ information processing model of test anxiety,
Bandalos (1998) found that students with higher initial levels of test anxiety had lower
initial levels of strategy use, and students whose test anxiety decreased most tended to
have greater increases in strategy use. These results confirming Tobias’ model indicated
that students were able to reduce the cognitive demands of a test by improving their use
of strategies.

To conclude, all the studies focusing on the relationship between foreign
language anxiety and the learners’ performance on the foreign language tests have found
negative relations between the two, as the students got higher grades on the measures of
anxiety, they got lower grades on their foreign language tests. An inverse correlation has
also been found between the learners’ anxiety levels and their attitudes towards tests.
Different measures of performance have correlated differently with the measures of
anxiety, and it was found that some types of tests make the learners more anxious than

others. In addition, the unfamiliar test items, test formats, different materials, question
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types and testing method have been suggested as the reasons of test anxiety. The faulty
instructions, insufficient time, difficulty level of the test, students’ unrealistic demands
about tests, and their perceptions about the validity of a method are also among variables

causing test anxiety in language learners.

2.6. Manifestations of Anxiety

Three categories of behavior arising from anxiety in general have been identifiec;

a. Arousal-mediated responses; anxious people have been observed showing

reactions like squirming in their seats, fidgeting, playing with their hair, clothes or
objects, stuttering and stammering as they talk, and appearing jittery and nervous, etc.

b. Disaffiliative behaviors; include fewer initiations of conversations, less
participation, more allowance for silent periods, fewer instances of silent breakers,
shorter speaking periods and so on.

c. Image-protection behaviors; such as smiling and nodding frequently, trying not

to interrupt others, giving frequent feedback to others, focusing on frequent
communicative feedback such as “uh-huh” (Leary, 1982, cited in Young, 1991).
According to MaclIntyre (1995), language anxiety has “cognitive”, “affective” and
“behavioral” components. Affective dimension of anxiety includes feelings of
apprehension, uneasiness and fear. Cognitive effects are increases in distracting self-
related cognition, expectations of failure and a decrease in cognitive processing ability.
Behavioral dimension, on the other hand, involves reactions such as increases in
sympathetic nervous system arousal, inhibited actions and attempts to escape the
situation. The relations among anxiety, cognition and behavior are, he argues, cyclical,
each influences the other. For example, a demand to answer a question in a second
language may cause a student to become anxious and anxiety leads to worry and
thought. Cognitive performance is decreased because of the divided attention and,
therefore, performance suffers leading to negative self-evaluations and more self-

deprecating cognition which further impairs performance, and so on.
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As Horwitz, Horwitz and Cope (1986) point out anxious foreign language
learners have reported becoming forgetful and experiencing difficulty in concentrating.
They have also been observed sweating and having palpitations or playing with their hair
or clothing during the language course. They might sometimes exhibit avoidance
behaviors such as missing class, coming late, arriving unprepared, postponing
homework, avoiding to study or the reverse, over-studying without improvement in their
grades.

Being unable to reproduce the sounds, intonation or rhythm of the target
language even after repeated practice is another indication of foreign language anxiety.
Anxious students generally complain of difficulties, sounds and structures of the
language they are learning (Horwitz, et al, 1986).

They mostly report “freezing up” when called on to perform, might forget words
and phrases. Therefore, avoiding to try to convey difficult or personal messages, giving
the shortest answer possible, feeling self conscious in role play activities are some of the
symptoms foreign language teachers might observe in their classrooms. As a result,
students with high levels of anxiety might simply refuse to speak and prefer to remain
silent (Young, 1991).

Some physical symptoms like complaining about a headache, experiencing tight
muscles, feeling unexplained pain or tension in any part of the body can also be identified
as the indications of language anxiety.

Omaggio Hadley (cited in Young, 1992) points out that in written exercises
anxious learners tend to look at others’ answers before they write their own answers.

To conclude, as MacIntyre and Gardner (1991) explain, the anxious student may
be characterized as an individual who perceives the 2™ language as an uncomfortable
experience, who withdraws from voluntary participation, who feels social pressures not

to make mistakes, and who is less willing to try uncertain or novel linguistic forms.
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2.7. Measurement of Anxiety

Daly (1991), concluding from the literature, suggests three ways of measuring
anxiety;

a. Behavioral observation or_ratings; visible signs of nervousness or fear in a

person such as reduced gaze, fidgeting, and so on can be observed and noted down.

b. Psychological assessments; less visible and more momentary reactions of a
person, such as blood pressure, heart rate can be measured, or

c. Self-reports Learners can directly be asked to indicate their own anxiety levels.
These self reports include diaries, interviews and questionnaires, like The Foreign
Language Classroom Scale (Horwitz, 1983, cited in Saito and Samimy, 1996), The
French Class Anxiety Scale (Gardner, 1985, cited in Saito and Samimy, 1996) and
Language Class Discomfort (Ely, 1986).

Self-report instruments are generally preferred in the measurement of anxiety,
because as Young (1991) points out, they provide insight from the learners’ and
instructors’ point of view. Behavioral and psychological assessments are, on the other
hand, accepted as the poor measures of anxiety, because it was believed that any number
of reasons may cause a particular behavior or psychological reaction, and also because
affective variables, like anxiety, cannot usually be observed directly. Therefore, one way
of minimizing the problems of interference in research on affective variables is to query
the subjects directly. In this case the subjects themselves provide the data on their own
attitudes and emotions.

In keeping a language learning diary the learner records everything perceived to
be important o his or her current learning experience. It is important for the diarist to
record his or her feelings honestly and openly. In general, very little is edited in the public
versions of the diaries; the names of the participants are changed, and the comments
damaging others are deleted. Thus, the diary studies, as Bailey (1983) reports, are
essentially “private” documents, and can provide access to the language learmer’s hidden
classroom experience through the eyes of the language learner . She states that diary
studies can give teachers and researchers insights on the incredible diversity of students

to be found even within a homogeneous language classroom. Diary studies also enable
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the learner to document, and perhaps overcome, avoid, or counteract factors that are
apparently harmful to his or her language learning. There is also some evidence that even
the act of writing in the diary can be therapeutic for the learner.

According to Long (1983), diaries can provide developmental data and can give
the teachers and researchers insight on the diversity of the students which can be found
even within a homogeneous language classroom. More importantly, by using diary
studies the researcher begins to study an affective factor by acknowledging its presence
and psychological reality in the diary entries.

Richards and Ho (1998), pointing out the benefits of diary writing, believes that;
they are the most natural form of classroom research because no outside observer enters
the classroom dynamic.

Interviews, on the other hand, can be used both to obtain a subjective description
of the interviewee’s own experiences and to investigate specific questions of interest to
the researcher (Price 1991).

According to Scovel (1991), although self reports are not easily generalizable and
quantifiable, they have an advantage of focusing on a specific affective construct, such as
anxiety, and administrating to large groups of subjects. That is why they have been used
more commonly in applied psychology than the other two.

In addition, as Long (1983) claims, it may not even be desirable to try to

generalize the results of language learners’ diaries. He notes that the diary studies

are concerned with individuals in unique learning environments, so generalization of their
findings to other learners and environments is precluded on the basis of the studies
themselves. They may be relevant to many or even all learners, in other words, or

idiosyncratic (p. 36).

As a result, it can be said that since generalizability is not the sole purpose of
introspective research, self reports, especially diaries and interviews can provide rich,
unquantifiable detail that can help to explain the complex picture sometimes painted by
statistical data. Considering the complex nature of language learning process, every
student can be thought as a unique learner, therefore the question of generalizability is

not even appropriate.
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2.8. Summary

Foreign language anxiety and its effects on the development and performance of
language learners have recently received an increasing attention of language teachers and
researchers. Although there are still many unanswered questions and different views
about how anxiety interferes with language development, the components and the
sources of language anxiety, it is now known enough to conclude that foreign language
anxiety is experienced by many language learners and affects their attitudes, motivation
and, therefore, their efficacy in this learning process.

The aim of this study is neither to explain theoretically what language anxiety is,
nor to examine the already developed or suggested models of anxiety. It rather tries to
find out why language learners suffer from such a problem, that is, what makes them
anxious in this learning process. As seen in section 2.5, although many ideas about the
sources of anxiety have been pointed out, none of them has been scientifically studied.
Therefore, the aim of this study is to find out evidence for ideas suggested as the sources
of foreign language anxiety in the literature so far. By using self report instruments -
questionnaires, diaries and interviews-, this study aims to find evidence for reasons

making students anxious from their perspective.



51

CHAPTER I
METHODOLOGY

3.1. Participants and setting

The participants of this study were randomly chosen among 36 intermediate level
of students learning English as a foreign language in the preparatory program at Anadolu
University, Eskisehir. The preparatory program included language learners with different
levels of language proficiency, ranging from complete beginners to upper-intermediate.
Each classroom had approximately 25 learners who had 24 to 30 hours of English classes
weekly, determined by their proficiency level. That is, English classes they had increased
as the proficiency level of the students decreased. The subjects of this study who were
chosen from two intermediate classes had 28 hours of English classes each week. This 28
hours included 8 hours of Grammar, 6 hours of Reading, 6 hours of Speaking, 4 hours of
Listening and 4 hours of Writing courses per week.

The subjects were especially chosen among university students, because as
explained in the introduction and literature review, foreign language anxiety is especially
experienced by adult learners, learning a foreign language in a classroom situation.
Language anxiety is not a big problem for young learners, because their self identity has
not developed yet. However, for adults, having mature thoughts and an immature foreign
language knowledge, self expression becomes a big problem causing learners experience
difficulties in presenting themselves to the others, and in turn, feeling of language
anxiety.

The interviews and the questionnaires of the study were administered in the
subjects’ classrooms at their regular scheduled class time. Additionally, in order to
determine the sources of foreign language anxiety, all the subjects were asked to keep
diaries for their speaking and writing classes for four weeks. In order to prevent the time

effect on memory, the diaries were requested to be written just after speaking and
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writing classes, or at least on the same day. The learners were told that they would
participate in a study, but they were not informed about the nature of the study. They
were told that this study was carried out in order to improve the language teaching
program. Therefore, participating in this study would be both for their own benefit and
for the future students’. They were assured of the confidentiality of the information they

would report in their diaries and interviews.

3.2. Description of the Courses

3.2.1. Speaking

Since the intensive language program aimed at integrating all the skills, speaking
courses mainly included free discussions of contemporary topics which allowed using the
grammar points, expressions, vocabulary and the ideas taught in other courses, that is in
grammar, listening, reading and writing. If the grammar syllabus, for instance, had
comparison/contrast structures, the speaking syllabus required students to discuss about
a topic which focused on helping students use these structures communicatively in their
lives. The class discussions were facilitated and guided by the teachers.

Various techniques and materials were used in the classroom in order to guide
and enrich class discussions. For example, learners listened to some songs which
included the grammar points and expressions they would use in their discussions. The
teaching procedures for the songs, which was found anxiety provoking by some of the
subjects in the study, generally required learners to listen for some of the missing words,
as determined by their teachers, while listening to songs.

As a requirement of the syllabus, the students were also asked to present a topic
which had to be chosen from an authentic magazine such as Time and Newsweek. The
graded presentations, which were assigned and prepared beforehand, were conducted in
pairs in front of the ¢lassroom. 30% of the students’ final course grades was given from

their oral presentation scores.
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3.2.2. Writing

The writing syllabus followed the “Process Approach to Teaching Writing”. The
Paragraph Power by Rooks (1988) was used as the main course material by the writing
teachers. Writing in English by Pincas (1982) was also used in the course as
supplementary material.

The main aim of the course was to teach students how to write paragraph
patterns such as comparisor/contrast, cause/effect, description, narration, argumentation,
persuasion and expository. The course usually began with the teachers’ explanation of
the patterns, and after the students were made clear -as determined by the course
teacher- about the mentioned pattern, they were required to write a paragraph of their
own about a topic they chose. The students were told to finish their paragraphs at home
and bring it to the classroom the next lesson. The first drafts were checked by the
teachers individually while the other students were busy with their paragraphs, and the
common problems were discussed in the classroom with all the students. Students were
then asked to rewrite their paragraphs considering the feedback they got from the
teachers. In case of any particular problems, such as not understanding the teachers’
written feedback, the students were given the chance to talk to their teachers after the
class period and get oral feedback as well. The same procedure was followed until both
the student and the teacher were satisfied with the final product. Then, the teachers

evaluated each paragraph by giving a grade on a scale of 100.

3.3. Research Tools

3.3.1. Foreign Language Classroom Anxiety Scale (FLCAS)

Foreign Language Anxiety Scale (Appendix A2) was developed by Horwitz,

Horwitz and Cope (1986) to provide investigators with a standard instrument to

determine the range and degree of foreign language anxiety experienced in a foreign

language classroom. FLCAS is a self report with 33 items which accesses the degree of
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anxiety as evidenced by “negative performance expectancies, and social comparisons,
psychophysiological symptoms, and avoidance behaviors” (p. 559).

FLCAS was scored on 5 point Likert scale, requiring students to respond to each
item with a single answer, strongly agree (5 points), agree (4 points), neither agree nor
disagree (3 points), disagree (2 points) and strongly disagree(1 point). Possible scores
range from 33 to 165. Examining the influence of the measurement strategy influence on
the relationship between measures of affective variables and 2™ language achievement,
Gardner and Maclntyre (1993) found that Likert scale format correlate more highly with
the objective measures of proficiency than do the other forms of measurement.

In Horwitz’s (1986) study with 300 students in foreign language classes, internal
consistency of FLCAS, measured by Cronbach’s alpha coeﬁicieht, was .93, and test-
retest reliability of the questionnaire over 8 weeks was .83, p=.001 (p. 560).

In her study with 105 highly anxious students at METU, Vanci-Osam (1996)
found a satisfactory reliability of the analysis of FLCAS. The results of a t-test for 2-
tailed significance also revealed an obvious internal consistency, p=.002, of the
questionnaire.

In order to prevent any effect because of foreign language proficiency, such as
misunderstanding the statements, or not understanding at all, the translated version of
FLCAS (Appendix Al) was administered during the subjects’ scheduled instructional
hour. FLCAS was translated into Turkish by using back translation technique; it was first
translated into Turkish and given to two American bilingual teachers and translated back
into English. Both translations were then compared with the original English version. In
case of any mismatch between the original and the translated versions of FLCAS, these
different items were translated into Turkish again and checked by both of the bilingual
speakers.

For this sfudy 27" item “I feel more tense and nervous in my language class than
in my other classes” was eliminated from the questionnaire because the subjects of this
study were chosen among foreign language learners and since all the classes they
participated in the program were “language classes” this item would not be appropriate
for their situation. Therefore, possible scores of the translated version of FLCAS in the

study ranged from 32 to 160.
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The translated version of the questionnaire was tested in a pilot study with 72
language learners. Since language proficiency was not a variable of this study, the
subjects in the pilot study were randomly chosen among third year ELT students at
Education Faculty, Anadolu University. Internal consistency of FLCAS, measured by
split half method, was .52. Then, for practical reasons for the subjects completing the
questionnaire, and for the analysis, the wordings of all items in FLCAS were changed.
The answers “strongly agree” determined high anxiety for all the items in the
questionnaire, except item 5. For example, while the students answer strongly agree
revealed high anxiety for the 1% item, “I never feel quite sure of myself when I am
speaking in English classes”, just the opposite, the answer strongly disagree determined
high anxiety for the 5" item, “It would not bother me at all to take more English classes”.

The internal consistency of this final version was .91.

3.3.2. The Beliefs About Language Learning Inventory (BALLI)

BALLI was developed by Horwitz (1988) to assess student opinions on a variety
of issues and controversies related to language learning in general. It has three versions;
one for EFL students (Appendix B2), one for ESL students, and one for the teachers. In
this study the first version of the inventory was used. It was translated into Turkish
(Appendix B1) by using back translation technique for the same aim of using the Turkish
version of FLCAS, that is, to prevent possible misunderstandings.

The EFL version of the BALLI contains 34 items and accesses student beliefs in
5 major areas,

a. difficulty of language learning,

b. FL aptitude,

¢. the nature of language learning,

d. learning and communication strategies, and
e. motivations and expectations (Horwitz, 1988, p.284).

The aim of grouping the items into categories, as the researcher explains, is to

allow for a comparison of answers within logically related groups of items.
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Subjects in this study were asked to read each item and indicate a response
ranging from “strongly agree” to “strongly disagree”. As pointed out by Horwitz (1988),
each BALLI item gives a description of student conceptions of language learning in
general; therefore, single composite score is not gained from the questionnaire.

The aim of using the BALLI was, as pointed out in the literature review, to
determine how students’ beliefs about language learning affected the anxiety they

experienced in the foreign language classroom.

3.3.3. The Interview Checklist

The interview checklist (Appendix C2) consisted of 10 structured but open ended
questions allowing subjects to discuss any aspect of their language learning experience
which they found important. This checklist was prepared considering the comments
language learners in the study wrote in their diaries. The aim of using such a checklist
was both to guide the students while expressing their ideas, in order to provide a
uniformity across interviews, and to catch any points they forgot to mention or did not
mention at all for any reason in their diaries. The subjects’ native language was used

during the interviews. (see Appendix C1 for the Turkish version of the checklist).

3.4. Data Collection Procedures

The data were collected in four stages;

1. The subjects in the study were first asked to complete FLCAS to assess their
general language anxiety level experienced in the foreign language classrooms.

2. The subjects were told to keep diaries for 4 weeks in order to determine the
sources of their anxiety in two productive skills; speaking and writing. They were told to
write down what happened in their speaking and writing classes, and more importantly to

express what they felt about whatever happened during or after the class hour.
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To control the time effect on memory and also to motivate them, each of the
subjects was given different colored papers to write their diaries for the required courses
at weekly intervals, and the written diaries of the previous week were collected on a
weekly basis as well.

At the beginning of the data collection procedure, the subjects were informed
about the study and received some samples of diaries (Appendix D2), kept by different
foreign language students all around the world. These samples included different learner
views about language learning experience. The translated versions of these samples
(Appendix D1) were given to the subjects in order to prevent language difficulties. The
aim of giving them samples was to guide them about how they would keep their own
diaries and to make it clear that any point, any feeling about their courses could be
mentioned openly in their own diaries. They were told to write in Turkish because it was
believed that the subjects could express themselves, their feelings, and therefore their
anxiety, in their native language better.

3. Subjects were also asked to complete the questionnaire BALLI in order to
determine whether or not what they believed about the nature of language learning
affected the anxiety they experienced while learning a foreign language in a classroom
situation.

4. Randomly selected 12 subjects, 4 among high anxious, 4 among medium and 4
among low anxious students were also interviewed individually in their native language
with a checklist at the end of the data collection procedure to allow fuller explanation of
language anxiety. Another aim of conducting interviews was to find out whether or not
the sources of anxiety the subjects wrote in the diaries and the ones they express in the
interview match. |

As Vanci-Osam (1996) points out, in these kinds of studies other sources of
information, such as diaries through which learners offer insight into language anxiety
and informal talks with the students should be used in order to have more reliable results.

Finally, all the interviews were tape recorded and then transcribed for the
analysis. The interviews were administered to 12 of the subjects, a number which

constituted 1/3 of the total, and which could be used to represent the whole group.
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Considering the answers each subject gave to the FLCAS items, they were

categorized as being high, medium or low anxious according to the distribution of all

the subjects. The following procedure was used in the categorization of anxiety levels;

Low = Mean - Standard deviation = The score lower than this

High = Mean + Standard deviation = The score higher than this

Medium = The score between Mean - Standard deviation and Mean + Standard

deviation.

Table 3.1

The distribution of the subjects according to their FLLCAS scores

high medium low
1. 148 7. 106 13.97 19. 84 25.77 30.65
2. 141 8. 104 14. 92 20. 82 26. 76 31.65
3.115 9. 103 15.87 {21.81 27.75 32.63
4.114 10. 103 16. 87 22. 81 28.73 33.62
5.111 11. 103 17. 86 23.78 29.72 34. 57
6.110 12. 100 18. 85 24.78 135. 56
36. 40
n=36 Low =1-65
x= 87.42 Medinm= 66-109
SD=22.62 High =110+
=91

The aim of categorizing the subjects into three different anxiety levels was to

determine whether the sources of language anxiety changed according to their anxiety

levels. That is, to identify whether or not different reasons creating anxiety were

perceived by high, medium and low anxious subjects. It was also thought that by

identifying the differences between more anxious and more relaxed language learners, the

components of language anxiety could be understood better.

£.C. YOKSEXKOGRETIM KURGLL

nArfuaANTACYNN MEDKPE



As mentioned earlier, the BALLI questions do not have clear-cut right or wrong
answers; therefore, a single score was not derived from the BALLI Each individual item
gave descriptions of discrete student conceptions of the nature of language learning.
Since the aim of this questionnaire was to find out the extent of beliefs among the
subjects, and their effects on foreign language anxiety, learner beliefs were discussed by
focusing on the frequency of the related items expressed by the learners in their diaries
and the interviews. Only the items related to foreign language anxiety were examined for
the purpose of the study. The other items were not taken into consideration. For
example, the subjects’ answer to the item 6, “I believe I will ultimately learn to speak this
language very well”, or to the item 15, “I have foreign language aptitude” determined
foreign language anxicty and was considered related to “anxieties caused by personal
reasons”. On the other hand, the subjects’ answers to the item 32, “People who speak
more than one language well are very intelligent”, was not considered as a source of

anxiety in the analysis.

3.5.2. The Diaries and Interviews

After determining the subjects’ anxiety levels, the diaries were divided into three
groups as the ones written by high, medium and low anxious students for both of the
skills. The analysis of the diaries and interviews was conducted by using “Constant
Comparative Method” (Glaser and Strauss, 1967, cited in Lockhart and Ng, 1995).
Constant Comparative Method is an inductive approach which produces theory
grounded in the data. That is, this approach allows categories to emerge from the data,
rather than imposing “preconceived” categories on the data. The data in this section was
analyzed in two stages. The first stage included the categorization of the comments in the
subjects’ diaries written for speaking classes. If a comment in the diaries was mentioned
by more than one subject, it had a worth and was evaluated in the analysis. The analysis
of the diaries also included the comments which were “noticeable”, although mentioned
only by one of the subjects. The same procedure was used for analyzing the diaries

written for writing classes by high, medium and low anxious subjects.
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In the second stage, first the interviews were transcribed. The subjects’ answers
to the questions on the interview checklist were also categorized into three groups as the
ones written by high, medium and low anxious learners. Self reports quoted were edited
for syntax. Ideas which did not appear in sentence form and which were interrupted by a
question from the interviewer were rewritten as complete sentences to facilitate
comprehension. Wordings used by the subjects to express these ideas, however, were not
changed. Then, the same procedure used in categorizing the items in the diaries was
followed; the comments mentioned more than one subject and the comments which were
noticeable were evaluated in the analysis.

Finally, all the items in the diaries and the ones in the interviews were combined
and categorized again. Besides the researcher, another researcher who is trained in ELT
theory and practice was asked to categorize the available data to increase both internal
and external reliability of the data analysis. The percentage of agreement between the
two raters was 92%. In the case of disagreement, the categorization was checked and
rechecked by a third researcher.

The possible sources of foreign language anxiety suggested in the literature were
taken into consideration while identifying the categories. The literature proposes six
potential sources of language anxiety (Bailey, 1983; Horwitz et al, 1986; Rogers, 1989;
Young, 1991; Tsui, 1996, Maclntyre et al, 1997; Williams and Burden, 1997):

1. Personal and interpersonal anxieties

2. Learner beliefs about language learning

3. Instructor beliefs about language teaching
4. Instructor-learner interactions

5. Classroom procedures

6. Language testing.

In this study, the first two categories were combined under one main title,
“anxieties caused by personal reasons”, because it was believed that learner beliefs about
language learning are among personal reasons causing anxiety. The aim of this study was

to find out the sources of foreign language anxiety from the perspective of language
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learners; therefore, the third category, instructor beliefs about language teaching was
omitted in the categorization procedure. The last category, language testing was not
taken into consideration either. Although the subjects in the study made some comments
related to their tests in their diaries or during the interviews, and complained about
having insufficient instructions, different question types and experiencing concentration
problems because of their anxiety during tests, these comments were not enough to
create a new category, because a completely different design would be necessary to
identify the sources of test anxiety.

As a conclusion, the analysis of the diaries and interviews revealed three main
sources of language anxiety. Foreign language anxiety Turkish EFL learners experienced
was caused by mainly personal reasons, their teachers’ manner in the classroom and
teaching procedures. Related to speaking classes the following categories were

identified as causing language anxiety;

4.1. Anxieties Caused By Personal Reasons

A. Self Assessment of Ability
i. Learners’ negative assessment of ability related to speaking in the FLL
ii. The fear of negative social evaluation

B. Self Comparison To Others
i. The fear of being less competent than the other students in the classroom.
ii. Lack of competitiveness with the good students
iii. Being competitive with regard to grades, performance and fluency
iv. Fear of standing out from the peers

C. High Personal Expectations
i. Believing that less than a perfect performance is a failure
ii. The desire to perform better or to be more active in the classroom
iii. Being concerned about pleasing others

D. Learner Beliefs
1. Learner Beliefs About Making Mistakes
ii. Learner Beliefs About Using L1 In The Classroom



iii. Learner Beliefs About Vocabulary Knowledge

iv. Learner Beliefs About Native Teachers

4.2. Anxieties Caused By Teacher’s Manner In The Classroom

A. Teacher’s Manner Towards The Students’ Errors
i. Teachers” interruption of students’ speech
B. Teachers’ Manner Towards The Students In The Classroom
i. Teacher’s assessment of student performance
ii. Teachers’ overt comparison of the students in the classroom
iii. Learners’ perception of the distribution of the grades

iv. Teachers’ attitude of reminding evaluation situation

4.3. Anxieties Caused By The Teaching Procedures

A. Speaking In Front Of A Group

i. Speaking the foreign language in front of the peers and the teacher

ii. The effect of social and educational background
B. Presenting A Topic
i. Feeling of conspicuousness and the fear of public failure
ii. Ambiguity of the situation
ili. Being in an evaluation situation
iv. Perceptions of the difficulty of the task
v. Concerns about the usefulness of the activity
vi. Unfamiliarity of the activity
C. Studying Individually
D. Listening To Songs
i. The fear of being left behind

ii. Concerns about the usefulness of the activity

62
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The analysis of the diaries and the interviews of Turkish EFL learners related to

writing classes revealed the following items as causing language anxiety;

5.1. Anxieties Caused By Personal Reasons

A. Self Assessment of Ability

i. Learners’ negative assessment of ability related to writing in the FL.
B. Self Comparison To Others

i. Being competitive with the other students.
C. High Personal Expectations

i: The desire to get higher grades and to be different from the other students
D. Learner Beliefs

i. Learner beliefs about the difficulty of the task

ii. Learner beliefs about using L1

iii. Learner beliefs about the relationship between writing in L1 and 1.2

5.2. Anxieties Caused By The Teachers’ Manner In The Classroom

A. Teachers’ Manner Towards the Students’ Errors
i. Risk of getting negative feedback
ii. The discrepancy between the students’ effort and the result
iii. Students’ perceptions of the inconsistency in the teachers’ error correction
strategy
iv. Getting controlling feedback
v. Concerns about the usefulness of the teacher’s error correction strategy
B. Teachers’ Manner Towards The Students

1. Teachers’ negative assessment of students’ performance

5.3. Anxieties Caused By The Teaching Procedures

A. Writing in the Paragraph Form
1. The difficulty of writing in the paragraph form
ii. Frustrations about the teacher’s method used in the writing course.

iii. The insufficient explanation received from the teacher;
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CHAPTER IV

PRESENTATION AND DISCUSSION OF DATA

4.1. Introduction

The main purpose of the study was to find out the sources of foreign language
anxiety as experienced by language learners in speaking and writing classes. The analysis
of the diaries and the interviews of high, medium and low anxious learners revealed three
main sources because of which language anxiety was experienced in the foreign language
classroom situation. Learners reported that the anxiety they felt in both of the speaking
and writing classes was caused by personal reasons, by their teachers’ manner in the
classroom and by the teaching procedures used in the mentioned classes.

It was found out that the sources of anxiety were mostly perceived differently
depending on the learners’ anxiety levels, identified by the questionnaire FLCAS. That is,
being a high, medium or low anxious learner determined the learners’ perceptions of the
sources of foreign language anxiety. While negative self assessments of ability, for
example, created language anxiety for almost all of the high and some of the medium
anxious learners, this kind of an assessment was not expressed by the learners with low
anxiety levels. Low anxious learners, in contrast, expressed very positive self assessments
of their abilities in both speaking and writing in the foreign language. On the other hand,
in some cases, language learners regardless of their anxiety levels reported that they
shared the same feelings about some of the sources of foreign language anxiety. Making
oral presentation in front of the classroom, for instance, was found a very anxiety-
provoking activity for all the participants in the study.

Each of the sources of language anxiety learners expressed in the subjects’ diaries
and interviews will be discussed in the following section of the chapter. The diary entries

and the interviews which were conducted in the subjects’ native language, allowing them



to express their ideas better, were translated into English by two researchers without
changing their meanings. Very little of the learners’ comments will be edited in the
presentation. The comments damaging others, the name of the learners and the teachers
will be omitted for professional reasons. Since sex is not a variable of the study, all the
language learners participating in the study will be regarded as females and all the
teachers as males; therefore the pronoun “she” will be used to refer to language learners
and “he” to their teachers. (The Turkish versions of the interview and diary entries are
presented in Appendices G1 and G2 in the order the items appear in this chapter).

Because of the nature of the study, the analysis and the presentation of the data
will be offered together. That is, each source of language anxiety reported by the learners
will be presented with its explanation and the relevant expressions of the learners. For
practicality concerns, the anxiety levels of the subjects will be specified next to their
statements in abbreviated forms as H, M and L referring to high anxious, medium
anxious and low anxious students.

In addition, in order to allow for further reliability of the data obtained from the
diaries and interviews, the subjects’ answers to the FLLCAS and BALLI items will be
provided in tables showing the percentages of the answers of high, medium and low
anxious learners. Only the items referring to the categories identified from the diaries and
interviews will be presented in the analysis. Such an arrangement will also make it much
more practical to view the data. The tables will include FLCAS and BALLI items with
percentages of high, medium and low anxious subjects selecting each alternative. The
explanations, however will include percentages referring to the number of subjects who
agreed or strongly agreed and disagreed or strongly disagreed. The percentages will be
rounded to the nearsst whole number, therefore they may not add to 100. All the
answers of the subjects to each of the questionnaires will also be presented in the
appendices (see Appendix E for the subjects’ answers to each FLCAS item, and

Appendix F for the answers to each BALLI item)
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4.2. Sources of Foreign Language Anxiety in the Speaking Classes

4.2.1. Anxieties Caused by Personal Reasons

A. Self Assessment of Ability

It was pointed out in the literature review that in the process of acquiring a
second language, learners “assess their own abilities”, and if positive, this assessment
generally faciiitates learning by helping them develop strategies to enhance their linguistic
competence (Maclntyre, Noels & Clement, 1997). If language learners, however, believe
that they do not have the necessary skills as a result of this self assessment, and focus
their attention on their perceived inadequacies, the potential for failure and the
consequences of imagined failure, they suffer from foreign language anxiety.

Turkish EFL learners in this study commented on their abilities in learning or
using the foreign language. The diary entries and the interview results revealed that while
all of the high and some of the medium anxious students judged their own performance
negatively in relation to their speaking abilities in English, students with low anxiety
levels reported just the opposite; they expressed the self image of successful language
learners.

The following statements expressed mostly by high anxious subjects revealed the
learners’ perceived inadequacies as a result of their self assessments. Students’ concern
about their ability, as seen in their statements below, confirmed their frustration of not
being able to communicate effectively in the foreign language. This frustration caused
them to experience foreign language speaking anxiety, which in turn reduced their
confidence in themselves even more. Because of this low confidence in ability, the EFL
learners in the study also believed that there was nothing else to do to improve their

performance, but to get angry and feel guilty;

a. ---I always feel sad for not being able to speak, and lose all my hopes. When I speak in
the classroom, I wish I did not, when I don’t I get angry with myself. (H)
b. I feel anxious because I'm not successful in speaking classes. I just cannot speak

English. I do not think so, but I hope it will be better in the future. (H)
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¢ ---1 wish I were fluent, but I think for a long time even to combine two words together. (H)
d. —I know I'm a bad student. I cannot speak English. (H)

e. -——I'm not good at speaking classes. I am afraid of not succeeding this course. (H)

f. —I am afraid of speaking classes. This is the only lesson I am afraid of. (H)

g. -1 am a shy person, even if I know the answer I can’t say it, then I blame myself. This is
completely my fault. I have to solve this problem. (M)

h. -—-Will I ever be able to speak fluently without stammering, just like in Turkish? I really
want to do this. I'll trust myself more when I speak fluently. (M)

i. ——For the fist time although I knew it was my turn, I did not get anxious, because I would

talk in simple sentences; I can only do this. (M)

In addition to self assessment of ability, language anxiety also arises from the
learners’ divided attention between the “self related cognition” and the “task related
cognition”. (Maclntyre, 1995). As the literature review suggested, when the learners
focus their attention on both the task at hand and their reactions to it, they suffer from
anxiety reaction. For example, when responding to a question in the class, anxious
student focuses on answering the teacher’s question and evaluating the social
implications of the answer while giving it. To the extent that self related cognition
increases and task related cognition decreases, performance in the second language
suffers and language learners become afraid of being evaluated negatively by the others
in the classroom. Therefore, the “fear of negative social evaluation” has also been
suggested as one of the sources of FL anxiety (Eysenck, 1979, cited in MacIntyre and
Gardner, 1994; Maclntyre and Gardner, 1991; Tobias, 1986, cited in MacIntyre and
Gardner, 1989).

As written in the learners’ diaries below, the fear of being negatively evaluated by
their classmates, and as a result, the fear of making an unfavorable social impression
caused the learners in the study to avoid speaking. They did not participate in the
classroom activities because of this fear even when they knew the answer. Some high
anxious students also complained about not having a chance to speak in the classroom.
They preferred to remain silent because of this fear in addition to the negative self
assessment they made. Even when they had the courage to talk, as reported in their diary
entries, by the time they made their attempts either another student took the turn and

said what they prepared in their mind, or they forgot everything and could not talk.
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a. -—FEven if I know the answer 1 don’t say it, because I am afraid of being laughed at. Then,
1 forget what to say and cannot talk. (H)

b. I never initiate a topic. While the others are talking, I prepare what fo say in my mind,
but then I forget everything and get angry with myself. (H)

¢. -1 think in Turkish, and try fo translate it into English. While I am translating someone

else talks, and I cannot find a chance to express my ideas. (H)

On the other hand, when the low anxious students were examined in terms of
their perceived ability in using the FL in oral communication, they expressed very
positive self assessments. They believed to have the necessary skills in speaking English;
therefore, as seen in the statements below, they expressed feeling “relaxed” in the
classroom. Naturally, fear of being negatively evaluated by their classmates was not
expressed by low anxious subjects either. Tobias’ (1986, cited in MacIntyre and Gardner,
1989) argument that nonanxious students do not have self preoccupations and this gives
them an advantage of dealing only with the task could explain the difference between the

students who experience anxiety and who do not in FL learning process.

a. -1 am good at speaking, I feel very relaxed in this class. (L)

b. —I feel very relaxed in speaking classes, because I think I speak well. (L)

¢. -1 do not have any anxiety about not being able to speak or express my ideas. I feel very
relaxed in this class. (L)

d. —Even if they laugh at me, I say what I want to say. I believe myself; I can communicate

in this language. (L)

FLCAS items 1,11,12,17,22,27 and 30 also supported the subjects’ assessment of
their speaking ability they reported in their diaries and interviews. As can be seen in
Table 4.1a, while all of the high anxious (100%), and almost half of the medium anxious
(48%) students agreed with the item “I never feel quite sure of myself when I am
speaking in English classes” (FLCAS 1), the majority (72%) of low anxious students
disagreed with the statement. Similarly, 83% of the high anxious students reported
feeling very nervous, and complained about forgetting everything they knew in English
classes (FLCAS 12). On the other hand, all of the non-anxious students (100%) rejected

such a feeling. Students with medium anxiety level reported different comments on this
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statement. While only 17% of them agreed with it, 44% of the subjects disagreed. On the
other hand, although the FLCAS item 30 indicative of “the fear of being negatively
evaluated” was rejected by 50% of the high anxious learners in the study, 33% of other
highly anxious students strongly agreed with the statement and expressed their fear of
being laughed at when they speak English. 83% of the medium and 100% of the low
anxious students, confirming their diaries and interviews, rejected such a fear in the
classroom.

FLCAS items 11, 17, 22 and 27 were also indicative of subjects’ concern about
their speaking ability. A majority of the high (67%) and medium (61%) anxious students
stated that “they could understand why some people get so upset over English classes”
(FLCAS 11), 43% of the low anxious learners disagreed with this item. The FLCAS item
17, “I often feel like not going to English classes” was agreed by 50% of the high
anxious students, and disagreed by 56% of the medium and 86% of the low anxious
learners. 66% of the high anxious subjects also reported “feeling tense and nervous
before going to English classes” (FLCAS 27), while 78% of the medium and all of the
low (100%) anxious subjects disagreed with the item. In addition, 84% of the high and
61% of the medium anxious learners reported that “they felt a pressure to prepare well
Jfor English classes”, but only 43% of the low anxious learners shared this feeling and
57% of them disagreed with the FLCAS item 22.

Table 4.1a
FLCAS item(s) related to self assessment of ability

HIGH (%) MEDIUM (%) LOW (%)
FLCAS/SD| D[ N[ A [sa[sp[D[N[A[sAlspD|[D[N] A [sA
1* - - - 150050 4 35|13 ]4a]a 20143 29] - | -
11* -3 50l 4 (22 ol 22wl las] - | u
12+ - {wyso 33 9353017 - [a3 |57 - | - | -
17+ - {17]33]50] - 302630 9| 48| -114] -] -
22* -l - Ter {1z - Tzl 22392243 - 14| 29
27* - - 0333 ssle [l - - Isel1a] - -1 -
300 1733 [17] - |33(4a|39] 94| 4 100 -1 -1 -1 -

SD= strongly disagree D= disagree N= Neither agree nor disagree A= agree SA= strongly agree
1*, I never feel quite sure of myself when I am speaking in English classes.

11*. I can understand why some people get so upset over English classes.

12*, In English classes, I get so nervous I forget things I know.

17*. 1 often feel like not going to English classes.

22*. I feel pressure to prepare very well for English classes.

27*. When I am on my way to English classes, 1 feel very tense and nervous.

30*. T am afraid that the other students will laugh at me when I speak English.
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BALLI items 2, 6 and 15 identified high, medium and low anxious students’
beliefs about the relationship between learning a FL and having an aptitude about it.
While 33% of the high anxious subjects agreed with the statement “some people are
born with a special ability which helps them learn a foreign language” (BALLI 2), the
other 33% did not have such a belief. On the other hand, the same item was agreed by
52% of the medium and only 29% of the low anxious subjects, and disagreed by 35% of
the medium and a majority (71%) of the low anxious language learners. Surprisingly,
while 67% of the high anxious students believed that “they would ultimately learn to
speak English very well” (BALLI 6), only 17% of them believed “they had foreign
language aptitude” (BALLI 15). A great majority of the medium (87%) and low (86%)
anxious students believed they would learn to speak this language very well, and they

had FL aptitude to do so.

Table 4.1b
BALLI item(s) related to self assessment of ability
HIGH (%) MEDIUM (%) LOW (%)
BALLIISA| A | N[ D |SDiSA{A|{N|D|SDISAJ]A I[N D SD
2% - 133133} - |33]17135(13 12213} - 129} - 14 57
6* 17150117117 - |39148}1 9 | 4 - 143|143 1 14 - -
15*% - 117151331 - (17165113 | 4 -~ 143143 | 14 - -

2*. Some people are born with a special ability which helps them learn a foreign language.
6*. 1 believe that I will ultimately learn to speak this language very well.
15*. I have foreign language aptitude.

To conclude, the learners’ diary entries, interviews and the answers to the
questionnaires revealed that a person’s self assessment of his or her own ability in using
the FL in the speaking classes, and the fear of negative social evaluation were factors

affecting that person’s attempts to use the foreign language in the classroom.

B. Self Comparison to Others

Anxious students who had negative judgments of their own performance also

expressed “a fear of being less competent” than the other students in the classroom.
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a. My friends speak very well. They talk even if they make mistakes, but I can’t. (H)

b. ---Most of my friends can understand, but I cannot. (H)

c. ---Everyone was very successful in the presentation. I wasn’f very bad, but I was very
anxious. I was trembling and I thought I should never stop talking. (H)

d. —People who presented were anxious, the others got anxious when the teacher started to
ask questions. I was much more anxious than anyone else in the class. (H)

e. -—-When I compare myself and my grades, I realize that I am among bad students. I wish I
were better. I ask myself “Why I am bad?”. And, I don’t want to study anymore. (Il)

f- ---I am discouraged by realizing that my friends are better than I am, and they are always

praised by the teacher. (H)

The last statement taken from a high anxious students’ diary is a very good
example of what Williams and Burden (1997) have argued about the praise given by
teachers. As they state, indiscriminate praise or praise which is given only to the students
who perform well may lower the feeling of self-competence and self-efficacy of other
learners in the classroom. As this high anxious student expressed in her diary, her feeling
of being less competent than the others increased because of the praise the other students
received from the teacher. Being already a high anxious learner, the anxiety level of this
student might have increased even more because of the teacher’s indiscriminate praise
she perceived.

Another high anxious student reported that she could not even compare herself
with the “good students”. The feeling of inadequacy in comparing herself led her to
experience a greater deal of anxiety. She identified her lack of competitiveness with the
good students as one of the major personal factors influencing her language learning
experience. Therefore, she expressed that a comparison of her performance with that of
good students would motivate her to study more. She mentioned a comparison with “bad

students”, and wrote the following;

a. -~-I cannot even compare myself with good students. If I did, I would study more, but
sometimes I think some students are even worse than I am, and this demotivates me, But [

also think I am not abnormal. I do not study, how can I compare myself? (H)
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Students with medium anxiety levels reported obvious comparisons with their
classmates as well, but they were mainly competitive with regard to their grades, their

performance and fluency against that of other students.

a. ---I was very well prepared; I almost memorized everything. I got 100, but the others who
read from the paper got 100, too. (M)

b. —-Some friends did not study at all. Only I and my partner were well prepared, but we
got the same grade at the end, which was not fair at all. (M)

¢ ——FEverybody got 80 or 90 from the quiz, but I got 36 and I cried. I thought by myself
whether there was anything wrong with me or not. (M)

d. ---I compare myself with my close friends. When they get a high grade, I ask myself WHY
1 can not get a high grade just like them. (M)

e. ——-I place myself into medium group. My English is not good enough. When I compare
myself with a very good student, it motivates me, and I try to do better than him. (M)

[+ -1 compare myself with others, and try to do better. (M)

g. I sometimes think who is better and who is worse than I am, and try to do better. Who

does not? (M)

As seen in the examples, medium anxious students, contrary to their high anxious
counterparts, did not express any fear of being less competent; they actually did just the
opposite, that is they believed they were better than the others, as in the first two
examples. Nevertheless, seeing themselves as weaker than the other students seemed to
motivate the medium anxious students to study more, as in the statements e, f and g.

Self comparison to others was also made by low anxious students, but the results
were quite different for confident learners. Low anxious students’ diaries portrayed
relatively secure language learners who were not affected from such a comparison. They

compared themselves with the other students only in terms of speaking performance.

a. -—-Especially in speaking class, there are some students I compare myself to. I think they
speak better than I do, but in general I do not compete with anybody. (L)

b. I do compare myself with others, but I do not try to be better than they are. I think I'm
among good students. I don’t have any ambition to be better. (L)

¢ ——-If I think someone is better than [ am, I try to be much better, and this motivates me to

study more. (L)
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d. —-Actually I do not like speaking classes very much, because the level of the students in
the class is not very high -except a few-, and it becomes very obvious in this lesson. (L)
e. —Why should I compare myself with others? I was the most or the second successful

student in the class until the 3" exams. (L)

As they expressed, there was no need for the low anxious students to compare
themselves, they knew they were already at the top of the class.

To sum up, while comparisons hindered the high anxious students, it motivated
the medium anxious students to study harder. The low anxious students, except a few (as
in the statement ¢), were not affected from this kind of a comparison either negatively
like the high anxious ones, nor positively like the medium anxious students. As explained
previously, they were already aware of their good performance and did not have any self
preoccupations about their speaking ability.

The following diary entry of a low anxious student brought out a different

perspective of comparison in the classroom;

a. ——Sometimes even if I am sure of the answer, I do not raise my hand, because nobody
does. If they did, I would raise my hand. I think if I give the answer they might get angry
with me. It happened a lot to me in high school as well. (L)

As mentioned in section 2.4.1., Nunan (1996) explains this situation in terms of
cultural norms. According to his argument, in some cultural contexts “standing out”
from their peers is considered unacceptable for talented learners. Therefore, such learners
may have a fear of “being resented” for breaking “acceptable” cultural norms by
outperforming them. Turkish culture, where belonging to a group is valued highly, might
be considered as one of these cultures mentioned by Nunan. Therefore, this low anxious
student might have experienced anxiety because of this kind of a cultural fear.

FLCAS items 7, 23 and 25 confirmed the high, medium and low anxious subjects’
comments about this obvious self comparison with the other students in the classroom.
While 67% of the high anxious students agreed with the item 7 stating that “I keep
thinking that the other students are better at English than I am”, only 22% of the
medium and 14% of the low anxious students agreed with this item. On the other hand,

30% of the medium and 86% of the low anxious subjects reported their disagreement
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with such a concern. The FLCAS item 22, “I always feel that the other students speak
English better than I do” was agreed by 84% of the high, 61% of the medium and 43%
of the low anxious students. Nevertheless, 57% of the low anxious subjects did not
believe that the other students spoke better than they did. Half of the high anxious
students also reported “feeling left behind in English classes” (FLCAS 25). 70% of the

medium and 100% of the low anxious learners stated they did not experience such a

feeling.
Table 4.2

FLCAS item(s) related to self comparison to others

HIGH (%) MEDIUM (%) LOW (%)
FLCAHSD| DI N| A[SA|{SDI D | N|JA|SA[SD| D | N A SA
T* 171 - | 17150 117) - 30,4817 | 4 - 18 | - 14 -
22% - 117 - 1671174 - 1171221391221 14| 43 - 14 29
25* - - 150§33]17126]1441221 9 - - 57 | 43 - -

7*. 1keep thinking that the other students are better at English than [ am.
22* T always feel that the other students speak English better than I do.
25*. English classes move so quickly I worry about getting left behind.

To sum up, while making obvious self comparison to other students in the
classroom created anxiety for high anxious subjects, it motivated medium anxious
learners to study harder. Subjects with low anxiety level were not affected by such a

comparison at all.

C. High Personal Expectations

Believing that “less than a perfect performance is a failure” was mentioned as
. one of the sources of anxiety in the study. The following comments might explain why
even low anxious students suffered from FL anxiety when they had high expectations

from their own performance;

a. -—-Grade is not very important for me, but if I know the topic well, I need to prove it to
myself and to the teacher; I should not make any mistakes about it. (L)

b. —-I ahways compete with myself, I always try to do much better. (L)

¢ -1 can try more, and get higher grades. (L)

d. ——I do not study just to pass the class, I have to get the highest grade. (L)
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e. ---My accuracy is not bad, but I have to be more fluent. I hope it does not take so much
time. (L)
f- -1 want to be very well prepared, and present my topic well. I am planning to use visual

aids in my presentation. (L)

g. ——Sometimes [ can'’t talk, because I try fo speak without any mistake and it takes so much

time. (L)

These students, as understood from their comments, seemed preoccupied with
the desire to be “better” or even “the best”, which could lead any person to experience
anxiety.

The desire to perform better, or to be more active in the classroom also caused

the students with medium anxiety levels to suffer from foreign language anxiety;

a. —We were among bad presenters. We could have studied more and presented better.
Actually I am not used to preparing such bad assignments. 1 hope this doesn’t happen
again. (M)

b. ---I presented today. I could be more active and presented better. (M)

c. ——-We presented today. It wasn'’t bad, but I could prepare and present better. (M)

d. ---I compete with myself, I always try to do better, and this motivates me. (M)

e. ---We should be more active in speaking classes. We could learn more. (M)

[ 1 like speaking classes, but we should be more active and learn more. (M)

g. —-[ am both listening to others and thinking about my presentation. I will be well

prepared and try to please both the teacher and the students. (M)

In the last statement, the student experienced anxiety because as she expressed,
she was really concerned about pleasing others. She was concerned about pleasing the

(193

teacher and the other students in the classroom by making “a well prepared”
presentation. As stated by Krashen (cited in Young, 1992), having such a concern
resulted in a great degree of anxiety.

To conclude, while having high personal expectations created anxiety for low and
some medium anxious students in the study, high anxious students did not make these
kinds of comments. High anxious students, as explained in the first part of the chapter,

reported negative assessments of their speaking ability. Believing that they did not have
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the necessary abilities to learn and use English efficiently, and that they were less

competent than their peers, they did not expect a better performance from themselves.

D. Learner Beliefs

Horwitz (1988) points out that students bring their beliefs with them into the
classroom, and these beliefs about language learning will likely to influence their
effectiveness in the classroom. Language anxiety arises from the contradiction of these
beliefs with what “really” happens in the classroom. Foreign lanzuage learners in the

study expressed their beliefs related to four main categories;

i. making mistakes while using the foreign language, and how these mistakes
were treated by the teacher,

ii. using their first language in the classroom,

iii. vocabulary knowledge of the foreign language, and

tv. having native teachers in their classes.

i. Learner Beliefs About Making Mistakes

EFL learners in this study, regardless of their anxiety level were concerned about
how mistakes were perceived, that is, how and when they should be corrected in their

FL classes;

a. ——In grammar, our mistakes should be corrected immediately, but in speaking it must be
corrected only if’it is very important. (H)

b. —Mistakes should be corrected after I finish speaking, otherwise 1 forget what to say,
and do not understand my mistake. (H)

e -—Qur mistakes should be corrected immediately. If they are corrected after I finish
speaking, I can forget my mistakes. (M)

d. —QOur mistakes should be corrected; we have to learn to speak without mistakes. (L)
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Only one of the low anxious students stated an opposite idea. She believed
especially in speaking classes, mistakes should not be corrected at all, because in her

opinion, speaking could only be improved by making mistakes.

a. —-Qur mistakes should be corrected immediately; but in speaking classes I think they

should not be corrected at all. We will learn to speak by making mistakes. (L)

Students especially with high and medium anxiety levels reported that they were
afraid of making mistakes while speaking, and this fear, as seen in the statements a, b,
¢ and d below, led them to silence. To avoid the embarrassment of making public errors

and of being negatively evaluated by others, they preferred not to speak at all.

a. —I am afraid of making mistakes and not being able to express myself, and I stop
talking. (H)

b. —-I am afraid of making mistakes, and stop talking. When I start talking, I also start
making mistakes. (H)

c. -—-I am afraid of making mistakes and become demotivated in speaking classes. (M)

d. —-When I focus on the grammar, and try to correct my mistakes, I forget what to say. (M)
e. ——Pronunciation mistakes are not very important, but we shouldn’t make any
grammatical mistakes. (M)

f- -1 try fo speak without any mistakes, and it takes so much time. (L)

g. —-I try not to make mistakes while speaking. I think grammar is important. (L)

In addition, the FLCAS item 2, and the BALLI items 7, 9, and 19 identifying
students’ opinions about making mistakes confirmed what the subjects reported in their
diaries and interviews. As seen in the table below, all of the high anxious learners in the
study were “afraid of making mistakes in English classes”, and a great majority of the
low anxious students (71%) disagreed with this FLCAS item 2. 30% of the medium
anxious learners showed similar results with the high anxious learners, while 26% of
them agreed with the low anxious learners. On the other hand, most of the Turkish EFL
learners in the study regardless of their anxiety levels believed that “speaking the FL with
an excellent accent was especially important” (BALLI 7). The BALLI item 9 stating
“nothing should be said until it can be said correctly” was rejected by 34% of the high,
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82% of the medium and 86% of the low anxious learners. Turkish learners in the study
also believed that their mistakes should be brought into their attention, especially at the
initial stages of the learning experience, so that they might be avoided in the future

(BALLI 19).

Table 4.3a
FLCAS item(s) related to learner beliefs about making mistakes
HIGH (%) MEDIUM (%) LOW (%)
FLCAS|ISD|{ D | NJA|SA|SD|{ D N{AI|SA|SDID | N A | SA
2% - - - 167133 - {26144 130 - | 57|14 | 29 - -

2*, I am afraid of making mistakes in English classes.

Table 4.3b
BALLI item(s) related to learner beliefs about making mistakes

HIGH (%) MEDIUM (%) LOW (%)
BALLIISA|A [N {D |SD|SA{A [N |D |SDSA A IN |D SD
7* 33 167 (- |- [- |44 13914 113 |- 71 129 |- - -
9% - 133 |33 {17 {17 19 |- |9 |17 {65 |- - 14 129 |57
19* 33 150 |17 |- |- {39 |51 ]9 - |- 43 114 |- 14 |29

7*. Tt is important to speak a foreign language with an excellent accent.
9*. You shouldn’t say anything in the foreign language until you can say it correctly.
19*. If you're allowed to make mistakes in the beginning it’1l be hard to get rid of them later on.

As a conclusion, the subjects’ diaries, interviews and their answers to the
questionnaires revealed their beliefs that the mistakes should be corrected in the
classroom, so they can be avoided in the future. Being afraid of making mistakes was
also expressed as a source of language anxiety by subjects with high and medium anxiety

levels, causing them to avoid speaking.

il. Learner Beliefs About Using L1 in the Classroom

Learners reported two different perspectives about the usage of L1 in the
classroom. While most of them reported their annoyance when the teacher or the other
students broke into Turkish during speaking classes (statement a through i), the others
believed that when the linguistic input was not clear, it should be explained in their

native language (statement j through n).
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a. —We cannot speak, because we use so much Turkish in the classroom. (H)

b. -——-We cannot speak, because we use so much Turkish in the classroom. If we had to use
English all the time, it would be better for us. (H)

c. ——When we use Turkish in the classroom, we cannot practise our English. (M)

d. ——-Most of the time we use Turkish in the class. We don't do what is required, we can do
much more useful things, we should practice our English more. (M)

e. —-As usual we started in Turkish and turned into English. 1 am afraid of this transition,
we cannot practice English enough in this classroom. (M)

f- It would be better if we didn’t use Turkish at all in the class. (M)

g -1t is not good to use Turkish all the time in the classroom. We cannot learn English
then. (M)

h. —--While learning English, our fist language should not be used at all. (L)

i. ---Turkish should not be used especially in speaking classes. (L)

J. —--Sometimes [ don’t understand what the teacher is saying, If he transiated, it would be
better for me. Translating only the unknown words would be enough, I do not want him to
translate everything he says. (H)

k. -—In grammar when we don’t understand it should be used, but in speaking we should use
English. (M)

L ——-When we don’t understand the explanations, Turkish should be used. (M)

m. ——-In speaking it should not, but in grammar Turkish should be used. (L)

n. ---When we don’t understand, L1 can be used. (L)

Furthermore, two high anxious students stated that they experienced anxiety in
speaking classes, because of the inefficient strategy they used. While they were busy with
trying to translate their ideas from Turkish into English in their minds, mostly the topics

being discussed was switched to another one, and they missed the opportunity to speak.

a. ~--1 start to think in Turkish and while I am trying fo translate it in my mind, someone
else says it and I cannot falk. (H)
b. ---I try to transiate the words from Turkish, that’s why I cannot speak. (H)

The FLCAS items 4 and 28, and the BALLI item 26 related to using L1 in the
classroom revealed the similar results expressed by the subjects. Anxious learners feared
that “they would not understand all the linguistic input”. Therefore, the FLCAS items 4
and 28 revealing this fear were agreed by these subjects. On the contrary, students with

lower anxiety levels did not express such a fear. The BALLI item 26, stating that
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“learning a foreign language is mostly a matter of translating from Turkish” was
rejected by a great majority of the Turkish EFL learners in the study.

Table 4.4a
FLCAS item(s) related to learner beliefs about
using L1 in the classroom

HIGH (%) MEDIUM (%) LOW (%)
FLCAS|SDI D[ N|A[saAlsp| D[ NJA[sA|sp[D | N[ A ]sa
4* - - {0223 4 [s7 w29 - | -
28* - - T34 s3]0l o] - 204314 14 | -

4*. It frightens me when I don’t understand what the teacher is saying in English.
28*. I get nervous when I don’t understand every word my English teacher says.

Table 4.4b
BALLI item(s) related to learner beliefs about
using L1 in the classroom

HIGH (%) MEDIUM (%) LOW (%)
BALLI[SA /A |N |D [SD|SA|A [N |ID |SD [SA A [N |D SD
26* - 17 |17 |33 |33 |4 (4 {4 [51 {35 |- - - 43 |57

26*. Learning a foreign language is mostly a matter of translating from Turkish.

To conclude, the subjects’ beliefs about the usage of first language in the foreign
language classroom were identified as another source of language anxiety. While some of
the learners believed the necessity of L1 explanation, the others expressed their desire

about getting linguistic input only in the target language.

iii. Learner Beliefs About Vocabulary Knowledge

Similar to other language learners, Turkish EFL students considered grammar
and especially vocabulary fundamental to successful language learning. As Horwitz et al
(1986) have argued, one of the reasons of FL anxiety is the mismatch between the L2
learners’ mature thoughts and ideas, but the immature L2 vocabulary to express these
mature thoughts and ideas. Foreign language learners in this study, especially with high
and medium anxiety levels, believed that their inability in communicating in their foreign
language was due to their lack of vocabulary knowledge. They expressed their beliefs

that by learning more vocabulary, they could speak more and express themselves better.
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a. ---I cannot speak, because I do not know enough words to express my ideas. (H)

b. -—-There are so many words I don’t know. That is why, I cannot speak English. (H)

c. —I cannot speak, because I do not know enough words to express my ideas. I cannot
memorize words. (H)

d. I think by learning more vocabulary, I can be more fluent. I'll try to do my best for
this. (M)

e. -1 think by learning more vocabulary, I can be more fluent. (M)

[ ——-If I knew enough vocabulary, I could speak more in the class. (M)

g. —When we don 't know enough vocabulary 1o express ourselves, we cannot speak. (M)

h. ——-If I can’t remember the words while speaking in the class, I turn into Turkish. (M)

The BALLI item 16 stating that “learning a foreign language is mostly a matter
of learning a lot of new vocabulary words” was agreed by 33% of the high anxious
students and disagreed by half of them. 67% of the high anxious learners also believed
that “learning a foreign language is mostly a matter of learning a lot of grammar rules”
(BALLI 20). All of the low and a big majority of the medium anxious learners, as can be
seen in the table below, rejected both of these statements.

Table 4.5
BALLI item(s) related to learner beliefs about
vocabulary knowledge

HIGH (%) MEDIUM (%) LOW (%)
BALLI|SA|A [N |D |SD{SA[A [N |D {SD |SA (A [N |D SD
16* - 133 117 133 117 §- 13 |- {57 {30 j- - - 43 |57
20* 50 17 |- {133 |- |4 |- 14 |57 |35 |- - - 29 |71

16*. Learning a foreign language is mostly a matter of learning a lot of new vocabulary words.
20*. Learning a foreign language is mostly a matter of learning a lot of grammar rules.

Turkish EFL learners in the study, especially with high and medium anxiety levels
believed the importance of learning vocabulary of the foreign language. They believed
that they could not speak, because they did not know enough words to express their

ideas in English. Low anxious learners on the other hand, did not agree with such a

belief.
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iv. Learner Beliefs About Native Teachers

Except one low (statement i), and one medium anxious student (statement g), all
the subjects including the high anxious students stated that if they had native English
speaking teachers especially in their spoken courses, they would force themselves to
speak English in the classroom activities more. They believed that native teachers would
motivate them more, and they would not use their L1 in the classroom. Most of the
subjects preferred a Turkish teacher for grammar classes and a native teacher for
speaking classes. Some, as seen in the examples (statements f & h), stated that having

native teachers not only in speaking, but in all of the courses would be better for them.

a. —If we had native speakers in speaking classes, it would be better for me, maybe I would
try to speak English more. (H)

b. —--If we had native speakers in speaking classes, it would be better, we would not use
Turkish in the classroom. (H)

¢ —We should have at least one native speaker. (M)

d. ---Native speakers are necessary for fluency and motivation. We can be more active in a
native speaker’s class. With a Turkish teacher speaking even in Turkish for 3 hours would
be very boring. (M)

e. -—Native speakers are very important. With Turkish teachers we always have a chance fo
turn to Turkish. (M)

J- —--Having native speakers not only in speaking, but in all the classes would be better. (M)
g. ---Native speakers speak very fast, we would not understand them. (M)

h. —--I wish we had native speakers in all the classes. (L)

i. ---Native speakers are not very necessary. (L)

The FLCAS items 14 and 31, and the BALLI item 12 revealed the subjects’
emotional states about using their foreign language with the native speakers. A majority
of the subjects from all levels of anxiety stated that they would speak to native speakers
of English to practice their foreign language (BALLI 12). High anxious students also
stated that they would feel anxious speaking English with native speakers (FLCAS 14
and 31).
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Table 4.6a
FLCAS item(s) related to learner beliefs about native speakers
HIGH (%) MEDIUM (%) LOW (%)
FLCAS|SDI D { N | A|SA(SD|D | N|A|SA|SD| D | N| A |SA
14* - | - 133]17{50) 9 [26]17{35]13]| - |71 (29| - -
31* - 1713311713317 |35(126({17| 4 {29 {43 | 14| 14 -

14*. 1 feel so nervous speaking English with native speakers
31*. I feel anxious around native speakers of English.

Table 4.6b
BALLI item(s) related to learner beliefs about native speakers
HIGH (%) MEDIUM (%) LOW (%)
BALLIISA (A |IN |D |SD|SA|A [N [D |SD[SA |A IN |D Sb
12% 17 133 {33 |17 |- [22 {44 |13 |13 |9 |29 {29 |14 |29 |-

12* If I heard someone speaking the language I am trying to leain, I would go up to them so
that I could practice speaking the language.

As a conclusion, since most of the subjects in the study preferred having native
English speaking teachers, especially for their speaking classes, not having any native

teachers in the program might have caused them to experience foreign language anxiety.

5. Other Beliefs from the BALLI

The learners in the study expressed personal beliefs about the nature of language
learning in their diaries and interviews. However, the subjects’ answer to the items
3,4,5,11,14,17 and 24 in BALLI which did not appear in any of the aforementioned
categories also indicated foreign language anxiety. The related items in BALLI, as
categorized by Horwitz (1988), were related to;

-the difficulty of language learning (items 3,4,14 and 24)

-the nature of language learning (items 5 and 11)

-learning strategies (item 17).

Items 3, 4, 14 and 24 concerncd the general difficulty of learning a foreign
language and the specific difficulty of the students’ particular target language. Most of

the EFL learners in the study, as seen in Table 4.7, believed that “some languages are



84

easier to learn than others” (BALLI 3). The language they were trying to learn was
found to be a “difficult language” by 50% of the high anxious learners. A big majority of
the medium (70%) and low (71%) anxious learners associated English with “a language
of medium difficulty” (BALLI 4). Item 14 revealed the learners’ beliefs about the time
required to become fluent in the foreign language. While 50% of the high and 43% of the
low anxious learners believed that 1-2 years would be necessary to become fluent, 35%
of the medium anxious learners thought less than a year would be enough for flyency in
the target language. The BALLI item 24, assessing the relative difficulty of
understanding over speaking the target language, was rejected by most of the subjects.
They believed that “speaking a language was more difficult than understanding it”
(BALLI 24).

The BALLI item S, identified the subjects’ perceptions of structural differences
between their native and target language. It was rejected by 66% of the high, 43% of the
medium and 43% of the low anxious learners. Item 11 concerned the role of cultural
contact and language immersion in language achievement. All the subjects, regardless of
their anxiety level, believed that “learning a FL in the foreign country” was better.
(BALLI 11). Finally, item 17 concerning the importance of “repetition and practice”,
was also emphasized by all the subjects in the study.

Table 4.7
Other belicfs from BALLI related to foreign language anxiety

HIGH (%) MEDIUM (%) LOW (%)
BALLI|SA[A [N [p [sp{safa [N [p [spisaJa [N [p [sp
3% - 50 7 fr {7 139 Taa (13 {4 |- 43 |29 120 |- |-
4% - ol a7 - Jo J7o 117 f4 |- J14 1710 |14 |-
5% 17 |- {17 33 {33 113 {3509 [30 |13 [- 129 |29 |14 |29
11* |83 |17 |- |- |- [7a 26 [- |- |- I8 |14 |- |- |-
14 |- (50 [33 [- {17 (35 |26 {139 (17 [- |43 [29 |- |29
17 |50 |17 {17 (17 [- |74 {26 |- |- |- 171 J290 |- |- |-
2+ |17 (17 117133 (17 (13 30 |4 |26 {26 |- |14 |14 |14 |57

3*. Some languages arc easier to learn than others.
4*. The language I am trying to learn is;
1. a very difficult language 2. a difficult language 3. a language of medium
difficulty 4. an easy language 3. a very easy language
5%, The structure of English is more difficult than the structure of Turkish.
11*. It is better to learn a foreign language in the foreign country.
14*_If someone spent one hour a day learning a language, how long would it take him/her to
become fluent?
1). less than a year, 2). 1-2years,  3).3-5years, 4). 5-10 years,
5). You can’t learn a language in 1 hour a day.
17*. 1t is important to repeat and practice a lot.
24*_ 1t is easier to speak than understand a foreign language.
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To conclude, while most of the beliefs concerning the nature of language learning
process were shared by all the subjects in the study (as in the BALLI items 3,5,11,17 and
14), some other beliefs changed according to the learners’ anxiety levels (as in the

BALLI items 4 and 14).

4.4.2. Anxieties Caused by the Teachers’ Manner in the Classroom

The second category of FL anxiety was identified as the teacher’s manner in the
speaking classes. Learners in the study reported that their teachers’ manners towards the
errors they made while speaking, and towards themselves were other reasons of anxiety

they experienced in FL classes.

A. Teachers’ Manner Towards the Students’ Errors

As stated in the previous section, Turkish EFL learners wanted their errors to be
corrected by their teachers, but “how” this error correction was made concerned the
students very much. As can be assumed, a harsh manner of error correction, interrupting
the students to correct their mistakes while they were speaking, or interrupting to ask for

clarification led students to feel anxious.

a. -—Mistakes should be corrected, but interrupting to correct mistakes isn’t very good. (H)
b. ---I don't like speaking classes, because the teacher interrupts while I am speaking, and
corrects my mistakes. Then, I forget what to say next, and don’t understand my mistake.
When I am interrupted I don 't want to talk anymore. (H)

¢. ---In speaking classes if the teacher interrupts to correct my mistakes or to ask what 1
mean, I get confused, and forget everything I know. (H)

d. ---Mistakes should be corrected after I finish speaking, otherwise I forget what to say,
and don’t understand my mistake. (H)

e. ——-My mistakes are corrected immediately which is good for me. If they were corrected
after I finished speaking, I would forget my mistakes. (M)
£ —-If all my mistakes were corrected, I would not be able to speak. (L)
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The statements above (except the statements e and f), claimed that teachers’
interruption of their speech caused the students to get confused and forget what to say
next. On the other hand, while one high anxious student stated that she did not
understand what the teacher was correcting when he interrupted her (statement d), one
medium anxious student expressed just the opposite (statement e), she believed
immediate error correction strategy was more helpful for her.

Tsui (1996) points out that constant error correction students receive from the
teacher can be interpreted as a form of “mild public humiliation”. Therefore, the
teachers’ error correction strategy, as perceived especially by high anxious students who
expressed being frustrated from not being able to communicate effectively, might have
been taken out as being humiliated in front of their peers. This might have caused them
to feel much more anxious.

FLCAS items 15 and 19 were related to the issue. While high anxious learners
(67%) believed that their teacher was ready to correct every mistake they made (FLCAS
19), none of the low and only 22% of the medium anxious learners shared this belief.
Students with high anxiety levels (67%) also reported that they got upset when they did
not understand what the teacher was correcting (FLCAS 15). Most of the low anxious
learners (71%) rejected this item, and only 34% of the medium anxious learners shared
the same opinion with their high anxious counterparts.

Table 4.8
FLCAS item(s) related to teachers’ manner towards students’ errors

HIGH (%) MEDIUM (%) LOW (%)
FLCAS|SD| D I N | A[SA|SDIDINJA|SA|SD| D | N| A | SA
15*% - 1177117117150 ] 4 126135130 4 [57 |14} 14 14 -
19* - {17 17]150]174 - 139139122 - 129 |71 | - - -

15*. I get upset when I don’t understand what the teacher is correcting.
19*. 1 am afraid that my English teacher is ready to correct every mistake I make.

The subjects in the study, just like all the other learners mentioned in the
literature, preferred their errors to be corrected by their teachers. Nevertheless, teachers’
interruption of students’ speech to correct their mistakes or to ask for clarification

caused them to feel foreign language anxiety.
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B. Teachers’ Manner Towards the Students

Horwitz et al (1986) believe that teachers’ inaccurate assessment that the
students lack either some necessary aptitude or sufficient motivation to do the necessary
work for a good performance creates a great deal of anxiety for the students. The
following diary entry written by a high anxious student is a very good example proving
how teacher’s assessment of student performance can affect that students’ self

esteem,

a. ---The teacher only criticizes me. He never tries to encourage. I know I am a bad student,
but why doesn’t he help me improve myself?

—Teacher gets very angry when I don’t speak. He always says “I cannot succeed to make
you speak”. Actually he is right, we are in speaking class and I have to speak, but I cannot.
While I am thinking about something in my mind, someone else says it and they change the

subject. (H)

On another day, the same high anxious student wrote the following in her diary;

a. —-Once I became very sad, because the teacher said “even X can speak, but you
cannot”. [ think he wanted to say “yves, as you know, you are stupid”. Then, I gof very

angry and told to myself “I will never atfend this course again”. I did not for 2 weeks. (H)

Her diary entry shows that the negative expectations communicated to the
student by the teacher caused her to experience FL anxiety. This anxiety, in turn,
interfered with her language learning experience at least in the short term perspective,
when she temporarily withdrew from the instructional setting. This teacher even
promoted anxiety by overtly comparing the students in the class. This comparison
might have confirmed the student’s feeling of incompetence, leading her to experience
even more anxiety, and to withdraw from the communication setting as a reaction.

The following statements of a low anxious student, although the effect on the
student was not very obvious, might be given as an example of how even nonanxious

students can experience anxiety because of the teacher’s attitude;
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a. -—-Once the teacher made fun of me in the class, because I was talking about X and

stopped almost after each word. He said “OK. I think you want to say eh, eh”, and he made
Sfun of me. (L)

Students with medium anxiety levels mostly complained about the teachers’
manner of evaluation of their own and the other students’ performance. They were
mainly concerned about the teachers’ “distribution of the grades” which had a
demotivating effect on them. The following comments revealed medium anxious
students’ desire, although they got high grades, for the teachers’ accurate assessment of

their performance;

a. ——-Once I got very nervous in the speaking class, because we were supposed to present
our topics, and I studied for 4 hours. I got 100, but the others who did not try at all got 100,
foo. It was not fair. He did not appreciate our effort. Sometimes people get grades they do
not deserve. This happens in other courses, too. They should give us the grades carefully, or
Iwant to get 0 from my presentation. (M) ;

b. ---I was very well prepared, I even memorized my presentation. I got 100, but the others
who read from the paper got 100, too. NO COMMENT! (M)

¢. -1 was very well prepared. I got 100, but the others who read from the paper got 100,
too. 1 thought all my efforts were for nothing. The teachers should be more careful in

deciding who deserves a good grade and who doesn’t. This demotivates me. (M)

The greater the degree of evaluation in a setting, the greater the anxiety is (Daly,
1991). Teachers’ attitude of reminding this evaluation situation, as written in one of
the medium anxious students’ diary, caused them to experience anxiety in a greater

degree;

a. --He always reminded us that we were being graded. Presentation became much more

difficult and boring. (M)

The above statements of the language learners revealed the other side of the coin
to the teachers. Teachers’ manner definitely affected the students’ feelings, even

sometimes damaging their self esteem.
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4.2.3. Anxieties Caused by the Teaching Procedures

A. Speaking in Front of a Group

Speaking in front of a group has been suggested as one of the most anxiety
provoking activities by many of the researchers in the field (see section 2.5.3). As
pointed out by Daly (1991), until one becomes conscious that someone is judging her or
his performance, s/he may feel comfortable speaking the language. That is why, students
report that they get anxious and forget everything they know when they try to speak the
foreign language in front of their peers and the teacher, but that they feel quite
comfortable when they speak it else where. The subjects’ statements in this study were
also consistent with earlier research results, and even some of the low anxious students

stated their fear of speaking in front of a group.

a. -1 say I will talk tomorrow, but I cannot. I just don’t know what happens to me when I
start talking. If everyone is listening to me, I forget what to say and I hate this. (H)

b. -—-When I am by myself I speak very well, but in the class when the teacher asks me a
question, I get confused and cannot speak. I completely forget everything I know. (H)

c. ---I don’t know why, but while discussing a topic I cannot participate a lot, because 1
cannot think of anything to say. (M)

d. ---[ can speak when I am alone, but in the classroom it is very difficult; especially when
the teacher asks me a question I get confused. This makes me sad. (A1)

e. ---[ actually like talking, but I prefer not to talk in the class. I don’t know why, but if I
don’t have to, I don't talk. Sometimes if I am not really willing to talk, I cannot remember
some of the words while talking, and I don’t want to be in such a position in the class. (L)

J ——Today I realized that when I speak in the class, I feel a little anxious. I am qfraid of
making mistakes in front of others. Actually my accuracy is not bad, but I think I need to be
more fluent. (L)

Turkish EFL students mostly refused to speak and preferred to remain silent.
Feeling to be spotlighted when the students remembered that everyone was listening to
them (as in the statement a), or the fear of having difficulty in understanding and

answering the teachers’ questions (as in the statements b and ¢) might have caused
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them to feel anxious. These examples also revealed that students did not feel comfortable
when they had to speak without preparation.

The statements in ¢ and e show how language anxiety they experienced disrupted
the students’ search for appropriate items, like vocabulary and structure in their memory
(MaclIntyre and Gardner, 1994). The students in the study complained about not
remembering the necessary words or the ideas while speaking.

The low anxious students” (statements e and f) fear of speaking in front of others
resulted from their desire to be more fluent. the feeling that they were not making a
proper social impression on others by making mistakes also caused them to experience
foreign language anxiety.

The FLCAS items 3, 9, 24 and 26 were related to the subjects’ feelings about
speaking the foreign language in front of their friends and the teacher. As can be seen in
Table 4.9, most of the high anxious learners (83%) reported a great deal of anxiety about
being called on (FLCAS 3) and speaking without preparation in English classes (100%)
(FLCAS 9). They also stated feeling self conscious (83%) (FLCAS 24) and getting
nervous and confused while speaking the foreign language in front of other students
(67%) (FLCAS 26). On the other hand, while some of the medium anxious learners
shared the same feelings with high anxious learners, most of them just like low anxious
learners disagrced with these statements showing anxiety about speaking English in front

of other students.

Table 4.9

FLCAS item(s) related to speaking in front of a group

HIGH (%) MEDIUM (%) LOW (%)
FLCAS{SD{ D | N| A |SAISDI| DI N/ A |SA{SD| D | N A | SA
3* - -1 17133150130{39{171 91| 4 |57 (29 14 - -
9* - - - 1671331 4 139(261221 9 12943 | 14 - 14
24* - (171 - [50(33]4 (57126113 - |8 | 14 - - -
26% - (17117117 150151122)22) 4§ - |100] - - - -

3* Itremble when I know that I am going to be called on in English classes.
9%, I start to panic when I have to speak without preparation in English classes.
24*_ 1 feel very self-conscious about speaking English in front of other students.
26*. 1 get nervous and confused when I am speaking in English classes.

One of the high anxious students related her fear of speaking in the classroom to

her educational background. In her diary entry, she wrote that;
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a. —We cannot talk because in high school they frightened us with grades. Now we are

afraid of being evaluated while talking and cannot talk in the class. (H)

Furthermore, one of the high anxious students stated that her reason for
remaining silent in the classroom was related to her social background. As written
below, she said she could not talk, because she did not have enough background

knowledge to talk about the topics being discussed in speaking classes.

a. ---1 cannot talk because I don’t have enough background knowledge. I have been living
in the dormitories for 9 years. I don’t know what is happening in the world, and they are
always discussing contemporary topics. How can I talk, I don’t have anything to say about

these topics. (H)

Two medium anxious students also wrote about the effects of their educaticnal

background on their foreign language learning experience;

a. -—--I was very anxious at the beginning of the semester, because I graduated from a
Vocational High School, and I wondered whether I could succeed or not. Now my grades
are good, and I am not worried anymore. (M)

b. ---I graduated from a Vocational School. When I first started this school, I had so many
difficulties. Everyone was good, but I didn’t understand anything the teacher said at the
beginning. 1 was asking my friends, then I got used fto their language. Speaking and
Listening were especially very difficult for me. I forced myself to speak, but I still can’t do
listening. I have some hearing problems, this makes it more difficult. I think different
methods should be used in Listening. (M)

While having negative educational experiences inhibited language learners’
future academic lives, having positive experiences had the opposite effect. The
following diary entries written by two low anxious students made it clear that their
positive experiences about language learning affected these students” attempts to learn

the foreign language in a positive way, making them confident learners.

a. —I believe myself because of my background, I graduated from Anatolian High School. 1
think even if I don’t study, I can succeed this. (L)
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b. -—-In Anatolian High School they taught us to speak German even if we make mistakes;
they encouraged us. That is why I don’t have any anxiety about speaking English or making
mistakes. (L)

As can be seen, anything from previous educational and social experience
might have effects on language learners in participating to class activities and in being
prepared to speaking in front of others. Negative previous experiences might create

anxiety, while the positive ones facilitate the language learning process.

B. Presenting a Topic

Making oral presentations was found to be “the most anxiety provoking activity”
(92%) in Koch and Terrell’s (1991, p. 113) study.

One of the reasons of anxiety EFL students experienced while presenting a topic
they prepared in advance was, as Daly (1991) stated the feeling of “conspicuousness”

the students felt.

a. I was really afraid of the class, because I had to present a topic in front of everybody
and the teacher. In the presentation remembering that everyone was listening to me made
me feel stupid. I thought I should never stop talking. I was trembling, but I forgot everything
1 prepared, and talked very nonsense. (1)

b. ---I presented my topic today. I studied a lot, but in the classroom I could not talk. I read
everything from the paper. And the result, as you can imagine, was not a very good one! (H)
¢. —Today the lesson was difficult, because I presented a topic. Although I studied I was
anxious. After I started my presentation I got relaxed, and when it was over, I understood

that it was not as hard as I thought. (1)

As stated in the diary entries, the fear of being spotlighted in front of others
caused these students to freeze up when called on to perform although they “studied a
lot”. They felt that their fear of public failure contributed to their poor oral

performance.
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According to Daly (1991), “ambiguous situations” create anxiety in the FL
learners as well. That is, when people do not know what is going to happen (as in the
statements a, b and ¢ below), or what they are supposed to do, or what they are going to

be judged on (as in the statements d and e), they are likely to become anxious.

a. —[ cannot imagine myself presenting in front of everybody. I wonder what will happen
next week. I think I will get confused when everybody starts asking me questions. (H)

b. ---I wonder how I will do presentation, because we have never done it before and we get
anxious in talking in front of other people. (M)

¢ —-It is very difficult to present a topic. I don’t know how I will manage it. I get very
nervous when I think about it. (M)

d. --—-We still could not understand what we are required to do. (M)

e. -—-We haven't understood what we 're expected to do. I wonder what I'll do next week. (1)

[ ——We didn’t understand anything. (M)

EFL students also found presenting a topic anxiety provoking, because in this
particular situation, they knew they were being evaluated for their performance and this

would affect their final grade;

a. —--I think the teacher needs to give us some examples before we present, especially ifit is
going to affect 30% of our final grades. (L)

b. -1 think this assignment is beyond our level, and it will affect our final grades. They
should not give us such a difficult assignment, or at least it should not affect our final
grades. Even the good student won’t get a good grade. (L)

¢. -—-We participated, because we had to. The teacher also evaluated participation. I got
really bored in the lesson. (M)

d. -—-Especially when you know you 're being evaluated it becomes much more difficult. (M)

Student participation was not voluntary for the activity, but it was required by
the teacher, as reported in the last statement. It is also clear that students did not
prefer their final grades to be affected only by one performance or participation.

The students’ perception of the difficulty of the presentation also made the
presentation task anxiety provoking. According to Yerkes-Dodson Law (Maclntyre,

1995), anxiety experienced depends on the difficulty of the task. If the task is
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relatively simple, anxiety may have little effect on performance. The more difficult the

task becomes, the greater the effect of anxiety is.

a. —Presentation is very difficult, the classroom environment is very stressful. (H)

b. -1t is very difficull to present a topic. (M)

¢. -—-I have never liked speaking classes, and now we have to present a topic. It is beyond
our level. (M)

d. —--It was very difficult and boring. (M)

e. It is very difficult to present; it is beyond our level, especially when you know you are
being evaluated, it becomes much more difficult. (M)

[ -—It’s beyond our level, we aren’t going to learn anything from this activity. (L)

g. —Today the lesson was difficult, because I presented a topic. (L)

h. —--They should not give us such a difficult assignment. Even the good students won’t get a
good grade. (I)

Students were also worried about the usefulness of the activity, they thought
they were not going to gain anything from the activity, and probably that was why they

found it “boring” and perceived it as a “burden”.

a. -——-Presentation is very useless, we could do better things. (M)

b. ---I presented today; it was very boring. We should not do these kind of activities in this

lesson. (M)

¢ ---I want to present and get rid of it as soon as possible. (M)

d. I tried to do my best, I feel very relaxed now, because I got rid of a burden. (M)

e. —We aren’t going to learn anyvthing from this activity. (L)

f- ——-Presentation is very useless. If I did not have attendance problems, I would not come to

speaking classes. (H)

Koch and Terrell (1991) point out that activities creating an atmosphere of panic
and fear and unpleasant feelings are psychologically associated with anxiety which can
impede language learning. Making oral presentations was associated with the feelings of
panic and fear, and definitely found anxiety provoking by the subjects, as seen in

statement f, even leading them to escape from the situation.



The unfamiliarity of the activity was another cause of the anxiety students

experienced related to presenting their topics;

a. -—I wonder how I will do presentation, because we have never done it before. (M)

b. —--Since it is the first time we are doing such an activity we don’t know how to do it. (M)

To sum up, all these comments related to making oral presentations in the
speaking course revealed learners who were very uncomfortable and extremely anxious
about the activity. Even the confident learners felt incompetent to succeed the activity,

and expressed FL anxiety.

C. Studying Individually

Most of the high and some of the medium anxious students stated their
preference in studying with a partner, or in small groups in the classroom activities. They
argued that they could not concentrate when they studied by themselves. This lack of
concentration might have been caused by the divided attention between the self related
cognition and the task related cognition. Five of the high anxious students stated in their
diaries that they had some private problems in their lives, and that was why they could
not concentrate on the lesson. During the class, they found themselves thinking about
their private problems and lost their concentration, and could not understand what was
happening in the lesson. This lack of concentration and not being able to follow the

lesson might also be a factor creating language anxiety on the learners.

a. ---1 always think of my private problems in the lesson. I don’t understand what happens
in the lesson. (H)

b. -—-If I have a private problem I generally think of it, and get bored of the lesson, and if |
don’'t understand the beginning, I give up. (H)

¢ -1 always think of my private problems in the lesson. (H)

d. ---I found myself looking out of the window in the lesson. It happens a lot these days; 1
easily get bored. (H)

e. -—-I sometimes find myself thinking about my private problems in the lesson. (H)
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Dealing with their private problems might have caused these high anxious
learners not to focus their attention on the task. That might be the main reason for their

preference of studying with a partner.

a. ---I cannot concentrate when I study alone. I generally think of something else while
studying. With a friend I can concentrate better. (H)
b. ---Whe:t I study alone, I lose my concentration. But if we studied in small groups with the

people at the same proficiency level, it would be better. (H)

Some medium anxious students also preferred pair work activities in speaking
classes, but stated that the partners’ proficiency level was very important for their

effectiveness;

a. -—-Having a partner made me a little relaxed in this activity -presentation-. (M)

b. —-Since I was with X it was very easy to study. (M)

¢. —In the class I don’t want to study alone, I prefer pair work, but otherwise I want to
study alone. (M)

d. —--Studying with a partner in the class is better, but his proficiency level should not be

lower than mine. (M)

On the other hand, almost all of the low anxious students and only one high, and
one medium stated their preferences for studying individually in the classroom.
Considering the previous comments of the low anxious learners, it could be assumed that
by having no self preoccupations, students with low anxiety levels could focus only on

the task and were able to study by themselves.

a. I prefer studying alone. I cannot concentrate otherwise. (H)
b. ---I always prefer studying alone. (M)
¢ -1 like speaking classes, because we can study individually. (L)

d. —--I cannot concentrate if I study in a group. (L)
e. -1 always prefer studying alone. (L)

The FLCAS item 6 was related to “thinking about other things during the
language classes”. Learners’ answers to the item were supportive of their comments in

their diaries and interviews. A majority of the low and medium anxious learners reported
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that they did not have such concentration problems. On the other hand, 50% of the high
and 31% of the medium anxious students complained about finding themselves thinking
about things that have nothing to do with the course.

Table 4.10
FLCAS item(s) related to studying individually

HIGH (%) MEDIUM (%) LOW (%)
FLCAS|SD| D | NI A [SAISD| DI N1A|SA|ISD| D | N|] A | SA
6* - | - 450 {3317} - |51[17]22} 9 |29 {43 ] 14 - 14

6*. During English classes, I find myself thinking about things that have nothing to do with the
course.

It can be concluded that subjects’ preferences for the study patterns in the
classroom were determined by their anxiety levels. While nonanxious learners preferred
individual work, learners with higher anxiety levels desired to have a partner in the

classroom.

D. Listening to Songs

Using songs in the classroom has always been suggested as one of the anxiety-
reducing activities in FL classes. It was also found anxiety reducing, very enjoyable and
useful by most of the Turkish EFL learners in the study, except the two high anxious
subjects (statements a and b). These students felt anxious while listening to songs,
because they argued that they did not understand the songs. It could be assumed that the
wrong learning strategy trying to understand every single word they heard caused
these high anxious learners to feel anxious. Their anxiety might also be caused by the

feeling left behind while everyone could understand the songs and enjoyed them.

a. -—-When I don’t understand the songs I feel more anxious. Most of the friends understand
but I can’t, because their rhythm is very fast for me. (H)

b. -—-I do not understand the songs. Video is better because there is visual aid. (H)

¢ ---It was the best lesson we have had. We sang a song. I believed myself more. (H)

d. ——-Songs are very enjoyable and useful. I don’t forget the words we learn from songs. (H)
e. -—Songs are very enjoyable and useful. (H)
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f- -1t was the most enjoyable class I have ever had. This is the best teaching method. (M)

g. -1 felt like a primary school student, but it was very enjoyable. I think I will never forget
this song. (M)

h. —~-Since it was not a traditional lesson, I really liked it and learned very easily. (M)
i. —--It was the most enjoyable lesson we have ever had. (M)
J. —I will never forget this lesson, it was the most enjoyable one we have ever had. (M)
k. —Especially for fluency and accent, it is very important to listen to songs. (L)

L —--I think using video or music in the lessons is very useful and enjoyable for us. (L)
m. ——It was the most enjoyable lesson we have had; we sang a song. (L)

n. -—-Songs are motivating, anxiety reducing and useful. (L)

In addition, three subjects, although they found the songs enjoyable, thought that

they were not very useful for improving their proficiency in English.

a. —-We learned a song today. I do not think it is useful. (H)
b. ---It was very enjoyable, but not very useful. (M)

c. —-It was enjoyable but time consuming. (M)

As a conclusion, while songs used in foreign language classes were found very
enjoyable by most of the Turkish EFL learners, they were found useless by some of

them, and even anxiety producing by a few of the high anxious subjects.
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4.3. Sources of Foreign Language Anxiety in the Writing Classes

4.3.1. Anxieties Caused by Personal Reasons

A. Self Assessment of Ability

Turkish EFL learners in the study reported self assessment of ability related to
writing in the foreign language. Allwright and Bailey (1991) have argued that when
people believe they cannot be successful no matter how hard they try, their anxiety may
make it even more difficult for them to produce their best. In the following diary entry
one already high anxious student perceived her writing ability so low that her negative

expectations of poor performance contributed to even greater anxiety;

a. -1 do not know the reason, but I cannot get a good grade in writing no matter how much
1 try. I can only get 60 or 70. I am sure I will get a low grade from this one as well. Will [
ever be able to get 90 or 100?

---Yes, as expected the result of this paragraph is another 70. How can I hope to get a

higher one? (H)

Other high and some of the medium anxious students also reported concerns
about their abilities related to writing in the foreign language. They were frustrated of
not being able to communicate their ideas efficiently in the written mode of the

language, and as a result not getting a good grade;

a. ---It is almost the end of the term, and I am still not able to write well. (H)

b. -—-As usual, I chose an easy topic, because I'm afraid of writing about a difficult topic. (H)
¢ ---I get so much help from my friends while writing, especially in grammar. I think I am

not able to succeed by myself. (M)

d. ---I check my draft so many times. I don’t know why I check it many times. I can never be

sure of myself. I even force my friend to check it many times for me. (M)

On the other hand, students who had confidence in their own abilities related to

writing in the foreign language reported positive ideas, and perceived writing as their
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“favorite” or “best” lesson. This distinction could show how language anxiety is affected

by the learners’ self assessment of ability and their perceptions of being successful.

a. ---I can say I am good at writing paragraphs. If I know the topic well, it is easy for me to

write. (M)

b. ---I cannot concentrate very well today, but even in this case my sentences are correct
and grammatical. I try to be very good at English. I like the teacher and his class very
much, but of course I can’t deny my own efforts. Writing is my favorite and best lesson. (M)

c. -1 am always relaxed in writing courses. I am good at writing paragraphs. If I know the

topic well, I can write very quickly and easily. (L)

B. Self Comparison to Others

Comparison of themselves and their work with the other students’ was reported
only by two of the medium anxious students. They were especially competitive with
reference to the other students. As Bailey (1983) points out, comparing oneself and

adopting a competitive behavior results in language anxiety.

a. I have to get higher grades, because my English is as good as the others’, but my
grades are not as high as their grades. I will study more. (M)
b. ——-Everybody gets 80 or 90 from their paragraphs, but I can only get 70. They learn from
me but get higher than I do. I think I cannot use my own mind.

---The same thing happened today, they didn’t study for the quiz. Although I was very
sick, I studied last night, but in the break they asked me and a friend, and learned from us. 1
wonder what the results will be. I am sure they will get high grades, and I will get a low one

again. (M)

As revealed in the comments, while obvious self comparison motivated the first
medium anxious student to study more, it caused the second student to have negative
feelings about her classmates. She was annoyed with them, because she thought although
she tried much more than the others, the other students got much better results. Her

negative expectations of her own performance and concern of the others’ performance
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might have caused her to become demotivated and frustrated, and as a result, experience

foreign language anxiety.

C. High Personal Expectations

In terms of writing ability, low anxious students’ expectations from themselves
were especially related to getting higher grades, and the desire to be different from
the other students by choosing a “different” topic to write about. As stated by one of
the low anxious students (statement f), the expectations of writing without any
mistakes, and not being satisfied with their products were also effective causing the

students experience foreign language anxiety.

a. ——-My grades are not bad, but I think I have to get higher grades. (M)

b. -1 try to choose different topics. That is why I have difficulties in choosing a topic while
writing. (M)

¢ -—When I study I know I can be successful, but this doesn’t work in writing. No matter
how much I try, I cannot get the grade I want. This never happened to me before. (L)

d. ——-1 can’t write as well as I want, because I always try to choose a different topic to write
about. (L)

e. ---[ chose a very difficult topic. I decided to write about “materialism and idealism”. (1)
f- I try not to choose an ordinary topic, that is why I have some difficulties in writing
paragraphs.

---Today we had one of the most boring writing classes. I wrote a paragraph in the class,
but I threw it away even without showing it to the teacher. It was very simple. I have to find
a good topic.

---Although I write very carefully, I still have a few mistakes. I get nervous about it. I

have to write without any mistakes next week. (L)

To conclude, while having high personal expectations created anxiety for low and
some medium anxious learners, high anxious learners, just like in speaking classes, did
not believe they had the necessary skills to communicate their ideas efficiently in the
written mode of the language. Therefore, learners with high anxiety levels did not

express any expectations from themselves.
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D. Learner Beliefs

Ganshow et al (1994) state that “the level of one’s perceived difficulty of the
task” determines the anxiety that person experiences related to that task. Turkish EFL
learners in this study believed that writing was a very difficult skill to accomplish in the
foreign language. They thought writing even in their own language was very difficult. As
seen in the students comments, the difficulty of the writing task was associated with the
lack of grammar and vocabulary knowledge of the foreign language. The students
believed that they would be more successful by learning more vocabulary and grammar.

The high anxious student in statement b criticized the program, because in her
opinion integrating all the skills, and starting to teach them at the same time was not an
effective approach. This is an obvious example of the contradiction of the student’s belief

and the reality, which in turn, creates language anxiety.

a. - think writing is the most difficult lesson. We don’t read enough, we don’t know
enough vocabulary and grammar. We cannot write very grammatically even in Turkish, and
we try to write English paragraphs. I don’t think it is very logical. I wish we wrote in
Turkish. (H)

b, —--We started learning speaking, grammar, writing at the same time. At the beginning we
didn’t understand anything in writing classes, and suddenly they wanted us to write
paragraphs. Without knowing anything how can we write English paragraphs?. It is very
difficult. We didn’t understand, and we still don’t understand. Without having a base, we try
to build something, but it doesn’t work. There is something wrong. (H)

¢ ---1 find writing paragraphs difficult even in Turkish. How can he expect us to write in
English? I was very busy with my dictionary while writing my paragraph. (M)

d. ---[ find writing a paragraph very difficult even in Turkish. And now, we have to write in
English. (M)

Another reason for the students’ perceived difficulty was the incorrect strategy
they used while writing in the foreign language. Trying to translate the ideas from L1

caused them to experience more difficulties, and to make more errors in their paragraphs.

a. -] thought in Turkish, and tried to translate it -the conclusion part- into English. That is

why, most of my mistakes are grammatical ones. (M)
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b. -—-When 1 start writing, there is no problem. But at the beginning, while choosing the
topic I have some difficulties, because I start thinking in Turkish first. (L)

Establishing a direct relationship with one’s ability of writing in his native
and foreign language caused one of the low anxious students to become disappointed,

as seen in the following diary entry;

a. -1 thought writing would be my best lesson, because I like writing in Turkish very much,

but I am disappointed now. (L)

The BALLI item 28 revealed the students’ beliefs about the difficulty of the
language skills. Most of the high (67%) and medium (57%) anxious students believed
that reading and writing in the foreign language was easier than speaking and

understanding it.

Table 4.11
BALLI item(s) related to learner beliefs about writing in L2
HIGH (%) MEDIUM (%) LOW (%)
BALLIISA A [N |[D |SD|SA|A |N |D [SDI|SA A |[N |D SD
28* 17 {50 |17 |- 17 |13 {44 {17 |26 |- - 29 129 |43 -

28*_ It is easier to read and write this language than to speak and understand it.

To sum up, it can be said that Turkish EFL learners participating in the study
perceived writing in the foreign language a difficult skill to accomplish. Their perception
of difficulty was mainly associated with their lack of grammar and vocabulary knowledge

of the foreign language.

4.3.2. Anxieties Caused by the Teachers’ Manner in the Classroom

A. Teachers’ Manner Towards the Students’ Errors

Tsui (1996) perceives writing as “a high risk, low gain activity”. In his opinion

writing is one of the most anxiety provoking activities, because students are putting

themselves of the risk of getting negative feedback from the teacher. The following
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comments were taken from the diaries of students getting negative feedback from the
teacher. This negative feedback, as seen in the statements below led the learners to

become frustrated and demotivated about their products;

a. —--He checked my paragraph and got very angry with S-V disagreement. I will be more
careful the next time. (M)
b. ---The teacher said he didn’t like my paragraph at all, and gave it back to me with many
underlined mistakes. (M)
¢ --—He checked my paragraph, and said there were some mistakes, and unnecessary

sentences. I got upset because of my mistakes, and decided to change my topic. (M)

The discrepancy between the students’ effort and the result was also anxiety-
provoking for the foreign language learners in the study. As stated in the following
examples, although the students stated they tried very hard, they could not get a positive

result for their effort;

a. ---The teacher said he didn’t like my paragraph at all, and gave it back to me with many
underlined mistakes, and told me to rewrite it. I rewrote it in the class, and gave it to the
feacher to check it again. He did, and found a lot of new mistakes, and told me to write it
one more time. (M)

b. I try very hard. I even ask other teachers to check my paragraph, and they like it, but
this teacher doesn’t. (M)

¢ -—Although I corrected all of my mistakes, he found another one. (L)

Another cause of anxiety was the students’ perceptions of the inconsistency in
the teacher’s error correction strategy, and the unpredictability of the teacher’s

response.

a. ---Finally he liked my paragraph. In fact he had said he liked the previous ones too, but
the result is obvious. We will see how much he liked this one. When I got 65, I had studied a
lot, asked other teachers, and even gone to the library. I wonder how much I will get from
this one! (M)

b. ——-Every time he checks my paragraph, he finds so many mistakes. (M)

c. —-He checked my draft for the 3" time, and found new mistakes. I wanted to jump from
the window. (M)
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d. -1 finished my 2" draft and the teacher liked it, but I am sure he will find new mistakes

next week. Because aithough he says good one time, he doesn’t like it the next time. (L)

The perception of the teacher’s feedback by the students is a major factor
affecting students’ emotional states in the classroom. For instance, feedback to learners
which is interpreted by them as “informational” rather than “controlling” is likely to
increase their motivation (Tsui, 1996). Therefore, it might also be assumed that just the
opposite, that is feedback which is interpreted as controlling would increase the
students’ anxiety level. When the students do not know what is incorrect in their
product, but more importantly why it is incorrect and what can be done to correct it,
they perceive it as controlling feedback. The following comments of Turkish EFL
learners revealed how they were affected by their teachers’ feedback, which was

perceived as “controlling”.

a. ~--He deletes some of my sentences from the paragraph. Although I think they are very
appropriate in the paragraph, he doesn’t agree with me and deletes them. (H)

b. -—-He checked our drafis today. He showed our mistakes and how to correct them. (H)

¢ ---He checked our drafts and corrected everybody’s paragraphs. I had some grammar
mistakes. He corrected them. (M)

d. ~--The teacher underlined my mistakes and wrote the correct versions. (M)
e. ---It was an ordinary writing class. While he was checking the drafts individually, |

listened to music, and when it was my turn, my mistakes were corrected by the teacher. It
was very boring.

---1 was not in the classroom, and my mistakes were corrvected by the teacher. I just
rewrote it. (M)

Jo —-As usual he is correcting our paragraphs individually. (L)

Throughout the journal en:ries there were comments about the usefulness of the
teacher’s error correction strategy. Students thought that individual error correction
was a waste of time, easy but not useful for them, and boring. Some of them also wrote

comments about how it should be done;

a. ——-fe is checking our paragraphs and we are not doing anything in the class. (H)
b ---No one cares this lesson anymore, because he checks our paragraphs individually, and

everyone talks. (H)
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¢ -—As usual, while he was checking our drafts, we just sat there for two hours. It is really
boring to wait there. That is why I have always found writing classes unnecessary. Why do
we have fo come to school while he is reading our drafts?. We can do more useful things at
home. (M)

d -—1 think writing classes are not very useful. While he is checking the others’ paragraphs,
1 don’t do anything, and when it is my turn, it takes only 5 minutes. That means, he teaches
me only for 5 minutes. It is very nonsense and difficult just to sit there for 2 hours doing
nothing. (M)

e. ---The teacher underlined my mistakes and wrote the correct versions. I don't think it is
necessary, it is easier for us, but if he didn’t correct our mistakes, and gave us a chance to
think about them, it would be more difficult, but useful. We would at least think in English
for 30 minutes instead of 5. (M)

J- -—=-Still the same procedure. I thought I was sitting there for nothing, it was really boring.
Instead of individual checking we could read the paragraphs aloud, and learn from each
others’ mistakes. It would be more useful, and we wouldn’t get bored this much. (M)

g. ——-This individual error correction is very boring. It can be done in other ways; for
example, he can identify some of the mistakes and we can examine them on the board. We
can learn more and it can be enjoyable. (L)

h. —-As usual he is correcting our paragraphs individually. Everybody is busy with
something else; some people are reading books, most of them are talking to each other. The
lesson is very loose. It is a very ordinary lesson and I want to go out. (L)

i. ---I'm not worried about making mistakes, but my mistakes aren’t corrected as I want. (L)

On the other hand, some of the students found this individual error correction
strategy useful, and anxiety-reducing, because they did not have any embarrassment of
making public errors (statements a and b below). In addition, some of the students felt
happy when they did not have so many mistakes in their paragraphs, because, as seen

below, they thought they satisfied both the teacher and themselves.

a. —Only the teacher and I can see my mistakes, that is why I like writing classes. Although
my paragraph is bad, he says good, and encourages me to write better. (H)

b. —I am glad we have such a chance. He checks our paragraphs before grading them. 1
write, my friends correct my mistakes, and the teacher checks it. Otherwise I wouldn’t be

able to write. (M)
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¢ —--The feacher checked my draft today. I was glad, because I didn’t have so many
mistakes. Then, I helped one of my friends to write his paragraph. I hope both of us can get
a good grade. (M)
d. -—-He checked my paragraph, and found only one mistake. I felt very happy. (M)
e. -1 feel very happy today, because the teacher found only a few mistakes. (M)
f- ——-He liked my draft, I am glad I don’t have to rewrite it. While he was checking the
others’ paragraphs I slept in the class. (M)
g. ——He checked our paragraphs. I had some problems only with the conclusion part.

--—-1 was very happy, because I had only two simple mistakes. (1)
h. -—-He checked my paragraph and found three mistakes. It is not important for the first
draft. He liked my paragraph. I believed myself more, but I study anyhow. (L)

This error correction strategy which allowed students to work individually made

some students feel comfortable in the classroom.

a. ---In writing, we can study individuaily. It is a very useful and not stressful lesson. I feel
relaxed in this course. (M)

b. —--While he is checking our paragraphs, we can study individually. I like this style. (M)

¢ ---In writing we study individually, we can also discuss with friends, and compare our

paragraphs. We find each other’s mistakes. I like this. I think it is very enjoyable. (L)

To sum up, the risk of getting negative feedback from the teacher, the
discrepancy between the students effort and the result, the perceived inconsistency in
the teachers’ error correction strategy and the unpredictability of the teachers’
response were found among the sources of foreign language anxiety. In addition,
learners’ perceptions of the teachers’ feedback and their feelings about the usefulness
of teachers’ error correction strategy affected Turkish EFL learners’ emotional states

related to writing classes.

B. Teachers’ Manner Towards the Students

Only one high anxious student commented about the teacher’s attitude toward

the students. As written in her diary, teacher’s attitude, especially his negative
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judgment of another student’s performance in the classroom affected what she felt in

the course.

a. —Once the teacher said to a friend “It is a very bad paragraph. The topic is not
appropriate to your level”. I am lucky, because he only corrects my grammar mistakes. He

hasn’t said anything about the appropriateness of my fopics so far. (H)

Teachers® assessment of student performance was found another factor which
caused anxiety on the foreign language learners, even when this assessment was made for

another student in the classroom.

4.3.3. Anxieties Caused by the Teaching Procedures

A. Writing in the Paragraph Form

EFL learners in the study also complained about the difficulty of writing in
the paragraph form, and stated that although they knew the topic, they could not
express their ideas in this form. Therefore, writing in the paragraph form was anxiety

provoking for them.

a. It is very difficult to write in the paragraph form. We do not even know the grammar
rules. (H)
b. —-Although I know the topic well, I cannot write in paragraph form. I am good af writing,
and I try hard but I just cannot write in this form. (M)
c. -—We wrote a paragraph again. I don’t understand these British people, they have so
many rules for each type of paragraph. 1t is very difficult to write paragraphs.

-—How nice, this will be the last paragraph this year. (M)
d. —--Writing paragraphs is very boring. Trying to explain everything only in one sentence,
being limited is very difficult and boring. I like writing, but not in this form. I don’t know
how it will help us in the future. (M)
e. —I have never worried about anything in my life except writing paragraphs. Today I
realized that everybody finds writing paragraphs very difficult. Choosing a topic is the most
difficult part. (L)
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According to Scarcella and Oxford (1992), anxiety can also occur when
students feel that the language learning process is annoying, irrelevant or a hopeless
waste of time. Most of the EFL Turkish students in the study expressed their
frustrations about the teacher’s method used in the writing course. Therefore,
they felt they were wasting their time, and did not learn anything in the course. They
found it useless for their future academic success. This frustration even caused many
of the students to withdraw physically or mentally from the course, having negative

attitudes towards the teacher.

a. —~-[ don’t know how it (writing in the paragraph form) will help us in the future. (M)

b. —--You cannot be motivated in writing lessons, and there is no need to be, because we
don’t do anything. Everybody is busy with something else. (M)

¢ —--Writing has started fo become a method of torture for us. We didn’t have such boring
lessons even in hich school. He told us to write another paragraph. I wanted to throw the
teacher out of the window. How can he find such boring topics?

---I didn’t attend the lesson today even if I did, we wouldn’t do anything, that is why I
didn’t. (M)

d. ---I didn’t atlend the writing course today, but I know I didn’t miss anything. I am sure
we will be dealing with the same thing for the next three weeks.

-~-Topic sentence, main idea... I first thought the teacher was obsessive about these
things. Now, I persuaded myself to believe that he has to do these things. I can only attend
if I think like this. I don’t know how these paragraphs can help us in the future. I don’t like
this course because I don’t think it is useful. If they do have such a course, and if we have
fo attend, they have to make it more enjoyable. (A1)

e. —-I thought writing would be my best lesson, but it is not, because I like writing very
much, but writing in the paragraph form is not my style. (L)

[ —~-We wrote paragraphs again. If the topics of the paragraphs were more interesting, we
wouldn’t get bored this much, and learn more. (L)

g -—-We always do the same thing in writing; paragraphs! 1 got really bored of these
paragraphs It is almost the end of the term, and we still cannot write anything. We have
been dealing with topic sentences, summaries, specific parts, etc. for months. We will have
a writing class tomorrow again... (L)

h. ——-Last year while I was studying for the university exams I hated the questions about the

paragraphs in Turkish. I thought I would never deal with the paragraphs any more, but now
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we have fo write English paragraphs. I think I miss Turkish paragraphs. Unfortunately we

will continue writing paragraphs for ever.

In addition, some learners complained about the insufficient explanation they

received from the teacher;

a. —Although I studied, I couldn’t understand some parts of the topic, and the teacher
didn't explain very well. How can I write without understanding it well? (AMf)

b. ---The teacher just explained the topic very briefly. He didn’t give enough information,
but he expects us to write very well! (M)

c. -—The teacher explains the topic very briefly. We cannot understand well. How can we

write without understanding the topic well? (L)

As a conclusion, Turkish EFL leamers in the study found writing in different
organization patterns anxiety producing, because it was difficult for them. They reported
their frustrations about the method used in the writing course. They though they were
wasting their time, because, in their opinion, they did not learn anything useful in the
course. Especially mental withdrawal from the course was experienced by many of the
subjects.

From the statements reported about the teaching procedures, it can obviously be
concluded that what learners feel about the language learning process is very important
in their effectiveness. While positive feelings increase the learners’ motivation and help
them to build positive attitudes towards their teachers and towards the learning jrocess
in general, negative feelings have just the opposite effect. They might cause lack of
motivation, negative attitudes, and in turn, might create language anxiety inhibiting the

learners’ effectiveness in this process.
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CHAPTER V
CONCLUSION

5.1. Summary of the Study

Recent literature in language learning and teaching mainly focuses on language
learners and their perspectives about the learning process. Nowadays, an increased
attention is being given to learners’ motivations, beliefs about language learning, learning
styles and strategies, and language anxiety. It is now known that regardless of the
teaching method, people learning a foreign or a second language need to adopt positive
attitudes and a high motivation, and use appropriate strategies in order to become more
effective learners in the classroom. On the other hand, although many questions about
anxiety remain, it is also known that language anxiety prevents learners from adopting
effective learning practices by acting as a kind of “gate” in the language learning
experience (Horwitz and Young, 1991). Therefore, second/foreign language teaching
currently aims at providing students with a learner-centered and anxiety-free classroom
environment to help them become more effective.

The aim of this study was to find out the sources of foreign language anxiety
experienced in two productive skills from the perspectives of learners learning English as
a foreign language in a classroom setting. Since a problem cannot be solved without
identifying its origin, this study focused on revealing the sources of foreign language
anxiety Turkish learners experienced in their speaking and writing classes. 36
intermediate level EFL students in an intensive program at Anadolu University were
chosen as the subjects of the study.

In order to find out the anxiety levels of the subjects, they were first given the
Foreign Language Classroom Anxiety Scale, and according to the answers they gave to
the questionnaire, each of the subjects was assigned to one of the three anxiety levels:

high, medium or low. The reason for using a tripartite categorization was to determine
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whether or not there was a correlation between the learners’ anxiety levels and sources
of anxiety experienced by them, so that it would be possible to identify the reasons
making these learners different from one another.

All the subjects were asked to keep diaries about their speaking and writing
classes for four weeks. Meanwhile, they were administered the questionnaire Beliefs
About Language Learning in order to examine if their beliefs about the learning process
had any effects on the anxiety they felt. Randomly selected twelve subjects -4 high
anxious, 4 medium anxious and 4 low anxious- were also interviewed to collaborate with
the already available data. A checklist was followed during the interviews to find if there

were any further explanation for the language anxiety these students felt.

5.2. Discussion of the Findings

Turkish EFL learners participating in the study reported experiencing foreign
language anxiety because of three main reasons; their personal concerns, the teachers’
manner in the classroom, and the teaching procedures in speaking and writing classes.

Anxiety caused by personal reasons resulted from negative self assessment of
learners’ ability, self comparisons to other students, high personal expectations and
learners’ “irrational” beliefs about the nature of language and language learning process.

Self assessment of learners’ abilities in relation to speaking or writing in the
foreign language negatively was the main source of personal anxiety. Statements like “I
feel anxious because I am not successful in speaking classes™, and “It is almost the end of
the term and I am still not able to write well” were the indicators of foreign language
anxiety caused by negative self assessment of ability while performing in speaking and
writing classes. Almost all of the high and some of the medium anxious learners reported
perceived inadequacies as the result of this negative self assessment. On the other hand,
learners with low anxiety levels reported positive assessments of their ability, and
expressed self image of successful language learners for both of the mentioned classes.

Statements of the low anxious learners like “I feel very relaxed in speaking classes,
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because I think I speak well” and “I can say I am good at writing paragraphs. If I know
the topic well, it is easy for me to write” indicated their positive self assessments.

Therefore, it is possible to conclude that language learners assess their abilities of
their performance in the foreign language, and how this assessment is made affects
learners’ emotional states. While negative assessments cause learners to become anxious
and avoid participation, positive assessments of performance can help to increase a
learner’s self confidence about his or her ability leading him or her to practise the foreign
language more.

Fear of negative social evaluation was identified as the second source of
personal anxieties in the speaking classes. Language learners’ divided attention between
the task at hand and their reactions to it caused them to suffer from language anxiety,
and affected their performance. Learners with high and medium anxiety levels in the
study also expressed their fear of being negatively evaluated by their peers while talking
in the classroom. Since low anxious learners believed in their abilities and did not express
these kind of concerns, the perceived inadequacies of the learners with higher anxiety
levels caused them to have fear of negative social evaluation.

Since writing classes required only teacher-student interaction and the learners
did not share their written products with the others in the classroom, this kind of a fear
was not expressed for the writing classes.

Making obvious self comparisons to other students was identified as another
source of personal anxieties in both speaking and writing classes, but for different
reasons. In writing classes, only two of the medium anxious learners expressed feelings
of being competitive with reference to the grades they and the other students got in
the course. They thought although they showed the same performance, they got lower
grades than the others.

In speaking classes, on the other hand, high anxious learners feared from being
less competent than the other students in the classroom. The negative self assessment of
ability might have also caused these high anxious learners experience such a fear. Some
of the high anxious learners expressed feelings of anxiety. They thought that they could
not even compare themselves with the other students. Medium anxious learners, like in

writing classes, were mainly competitive with regard to their grades, their
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performance and fluency against those of the other students. While most of the low
anxious learners were quite confident about their speaking ability, they still made
comparisons of their performance with the others’ in the classroom, but they were not
affected from such a comparison negatively like the others did. In addition, one of the
low anxious students brought out a different perspective of self comparison and she
expressed fears of standing out from their peers and being resented by
outperforming them and breaking acceptable cultural norms.

As a result, it can be stated that high anxious learners compared their speaking
performance with the others’ in the classroom, and thus suffered from language anxiety.
They believed that they were less competent than the others. Medium anxious students in
both of the classes revealed comparisons only considering the result. They competed in
terms of their grades, performance and fluency. While self comparisons were also
reported by low anxious learners in terms of performance, this comparison did not affect
them at all.

Believing that less than a perfect performance is a failure was found to be
one of the sources of personal anxieties which was mostly experienced by low anxious
students in the study. In both writing and speaking classes, learners desired to be better
by getting higher grades than the other students and they wanted to speak or write in the
foreign language without any mistakes. While in speaking classes medium anxious
learners were concerned about pleasing the teacher and the other students with their
performance, in writing classes low anxious learners desired to be different from other
students by choosing a different topic to write about. So, language learners with low
anxiety levels were characterized as having a perfectionist attitude in general, which is
suggested as one of the reasons of being anxious.

In answer to the third research question, which aimed at finding out what
Turkish EFL learners believed about the nature of language learning, and how their
beliefs affected their anxiety, it was found out that learner beliefs were among the
sources of language anxiety. Learner beliefs, as argued by Horwitz (1988), influenced
their effectiveness in the classroom. Related to speaking classes, learner beliefs about
making mistakes while using the foreign language in the classroom and how these

mistakes were treated by the teacher were found to be effective on the learners’
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accent was very important, that is why, they expressed their fear of making mistakes
while speaking, and wanted their errors to be corrected. Since making mistakes is an
inevitable part of the learning process, learners who believed their errors should be
corrected immediately, or who believed that they should not make any mistakes while
speaking in the foreign language definitely suffered from language anxiety.

EFL learners in the study reported different perspectives about using L1 in the
classroom activities. Some learners expressed their annoyance when the teacher or the
other students broke into Turkish during speaking activities, but the others believed that
when the linguistic input was not clear, it should be explained in their native language.
Some of the high anxious learners also stated that they could not participate in speaking
classes, because they were busy with trying to translate their ideas from Turkish in their
minds. Subjects in the study, especially with high and medium anxiety levels, stated that
their inability to speak in the foreign language was due to their lack of vocabulary
knowledge in English. They believed that they could participate more and express
themselves better by learning more words in the foreign language. Subjects in the study
also expressed their preferences for having a native English speaking teacher for their
speaking, but a Turkish teacher for their grammar classes. They thought they would be
forced to use English more in the speaking classes if they had a native English speaking
teacher.

The findings of the study also revealed learner beliefs about the difficulty of the
foreign language they were learning. While English was found to be a difficult language
by high anxious learners, the other participants of the study believed it was a language of
medium difficulty. In addition, according to Turkish EFL learners, speaking English was
more difficult than understanding it. Finally, all the subjects, regardless of their anxiety
level, emphasized the importance of repetition and practice, and believed that learning a
foreign language in the country it is spoken was better.

The learners in the study believed that writing in the foreign language was a
very difficult skill to accomplish, and this difficulty was also associated with the lack of
grammar and vocabulary knowledge. Just like in speaking classes, they believed to be

more successful by learning more vocabulary and grammar of the target language.
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The other reason of the learners’ perceived difficulty was related to the translation of
the ideas from L1 while writing in the foreign language. Establishing a direct
relationship between one’s ability of writing in his native language and writing in
the foreign language caused one of the low anxious learners to become disappointed
and to feel anxious in the classroom. It appears that success in native language does not
always guarantee success in another language.

As a result, it can be said that one of the reasons of the learners’ anxiety,
especially with higher levels, was the “irrational” beliefs they had about the nature of
language learning.

Language teachers’ manners towards learners’ errors in the foreign language,
and towards the students in the classroom were the second main category of foreign
language anxiety. In both speaking and writing classes, language learners in the study,
like the learners in other studies (Horwitz et al, 1986, Wenden, 1987, Koch and Terrell,
1991), wanted their errors to be corrected by their teachers, but how this correction was
made concerned them to the extreme. A harsh manner of error correction,
interrupting students’ speech to correct their errors or interrupting to ask for
clarification caused them to feel anxious. Teachers’ harsh manner of error correction
strategies were perceived as a kind of mild public humiliation by the foreign language
learners, especially with high anxiety levels.

In writing classes, learners reported feelings of anxiety because of the risk of
getting negative feedback from their teachers. Some of the learners also complained
about the discrepancy between the effort they made and the result they got at the
end. They believed that although they tried very hard to write their paragraphs, they
could not satisfy their teachers. The perceived inconsistency in the teachers’ error
correction strategy and the unpredictability of the teachers’ responses were other
reasons for language anxiety found related to this category. In addition, participants of
the study commented about their teachers’ method used in correcting their errors. They
found it controlling and not useful for the improvement of their writing skill. They
stated that they did not understand why the teachers were making corrections. This
individual error correction was also found to be a waste of time, easy but boring and not

very useful for the learners. On the other hand, two of the students -one high and one
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medium anxious- expressed positive feelings towards this individual correction, because
they thought nobody except the teacher saw their mistakes. So they did not have any
embarrassment of making public errors. As revealed in the study, learners emotional
states about the teaching method and teaching strategies influenced their effectiveness in
the learning experience.

The teachers’ negative assessment of students’ performance, even when it
was related to another student in the classroom, affected what students felt in the course.
When students thought that their teachers were making inaccurate assessments of their
performance, aptitude or motivation, they experienced a great deal of anxiety about the
course.

In speaking classes one of the high anxious students reported that when her
teacher compared her performance with another “low achiever”, the student’s feeling of
incompetence and anxiety increased even leading her to withdraw from the course for
two weeks. Considering the importance of attendance in an intensive language program,
the full extent of the effects of anxiety can be seen better in this particular case. Some of
the medium anxious students expressed their concerns about the teachers’ inconsistent
distribution of the grades in speaking classes. When the learners compared their effort
and their performance in presentation activity with the other students’, they believed that
their teachers were not making accurate assessments of the learners’ performance in the
classroom, and this belief had a negative effect on the them. Finally, as mentioned by one
of the medium anxious learners, being evaluated was anxiety-provoking, but the
teachers’ reminding this evaluation procedure during the activity created much more
anxiety on the learners.

Speaking in the foreign language in front of the other students and the
teacher, as can be assumed, was found to be an anxiety-provoking situation. The anxiety
the students felt was because of the feeling of being spotlighted. This feeling caused
them to get confused and forget everything they knew. As a result, they mostly refused
to speak and preferred to remain silent in the classroom. The learners’ fear of having
difficulty in understanding and answering the teachers’ questions while they were
speaking was also identified as one of the sources of foreign language anxiety. They

expressed feelings of discomfort when they had to speak without preparation in the
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classroom as well. In addition, the anxiety experienced disrupted students’ memory.
Some learners complained about not remembering the necessary words or ideas while
they were speaking.

The desire to be more fluent and the feeling that they were not making a
proper social impression on others by making mistakes caused low anxious learners to
fear from speaking in front of the classroom.

The effects of educational and social background were also revealed in the
study. One of the high anxious learners stated that she could not participate in class
discussions, because she did not have enough knowledge to talk about the topics the
others were discussing about. In addition, it was found that while negative experiences of
high anxious learners affected their performance negatively, positive experiences of low
anxious learners about language learning helped them to become more self-confident
learners in their current learning experiences.

As mentioned before, one part of the speaking syllabus required Turkish EFL
learners to prepare a topic in pairs and present it in front of their peers. This activity
was found very anxiety provoking by all the learners regardless of their anxiety levels.
Learners reported that while making presentations, although they were well prepared
beforehand, they felt conspicuous and freezing up when called on to perform. Fear of
public failure also contributed to their anxiety levels. The other reasons making the
activity anxiety-provoking was the ambiguity of the situation. Learners stated that they
did not know what was going to happen or what they were supposed to do. In addition,
the difficulty of presentation and being evaluated by their performance of the task
created discomfort in the classroom. Students also expressed their preferences for the
final evaluation procedure. They wanted their final grades not to be affected at all by
their performance in the presentation.

Some of the learners in the study expressed that the anxiety they felt while
presenting was due to the unfamiliarity of the activity. It was the first time they were
required to do such an activity, so they did not know exactly what to do and how to do
it. Concerns about the usefulness of doing oral presentations were also reported. Some
of the learners perceived such activities as a burden. They found oral presentations

boring and thought that they were not going to gain anything from them.
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Most of the high and some medium anxious students complained about lack of
concentration when they studied by themselves in the classroom. That was why they
thought that studying in pairs or in groups was more useful. Some high anxious learners
also mentioned having some private problems which might explain their concentration
difficulties. While some medium anxious learners reported preferences about the
proficiency levels of their partners, almost all of the low anxious learners stated that they
performed better when they studied by themselves. As a result, it might be assumed that
the anxiety level of a learner determines the support s/he demands: the more anxious the
learner is, the more support s/he needs from her/his peers, and vice versa.

Contrary to foreign language teaching literature, listening to songs in speaking
classes was found to be anxiety provoking by two of the high anxious learners in the
study. They stated that they felt anxious because although everyone could understand the
songs and enjoyed them, they could not, and felt left behind. The other reason for their
anxiety, as stated by them, was the belief that every single word they hear in the song
must be understood. Moreover, listening to songs was found enjoyable but not very
useful for the improvement of the learners’ proficiency in English.

Related to the teaching procedures in writing classes, language learners in the
study mostly complained about writing their ideas in the paragraph form. They
thought explaining everything in a paragraph and being limited was very difficult, boring
and more importantly, not very useful for their future academic work.

Frustrations about the teachers’ method used in the writing course were also
expressed as one of the reasons for anxiety experienced in the classroom. Most of the
learners in the study felt they were wasting their time and did not learn anything in the
course. This frustration caused them to build negative attitudes towards the teacher and
even withdraw from the course temporarily.

To sum, the findings of this study confirm the previous studies in the sense that
many students experience anxiety in a language learning environment. Regardless of their
anxiety level, most students are affected by some aspects of classroom language learning,

and their effectiveness in learning suffer due to foreign language anxiety.
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5.3. Pedagogical Implications

The findings of this study, along with the others, have concluded that what the
learners experience in a language classroom is as important as the teaching method, the
sequence and the teaching materials. Language teachers, considering the important
effects of foreign language anxiety must, therefore, provide the nurturing context for
learning and respond not only to learners’ linguistic needs, but also to their affective
needs to produce more successful language learners. As pointed out by Brown (1994),
teachers “must not see their mission as one of rather programmatically feeding students
quantities of knowledge which they subsequently devour” (p. 72). This kind of teaching
practice, as he argues, fosters a climate of defensive learning in which learners try to
protect themselves from failure, from criticism, and from competition with other
students.

Maclntyre and Gardner (1991) claim that students who experience anxiety in
language classrooms are at a disadvantage when compared to less anxious students. As a
result, language teachers should always consider the possibility that anxiety is responsible
for the student behaviors, and understand that experiencing anxiety is very natural.
Similarly, as Horwitz and Young (1991) point out, in order to help learners cope with
the problems encountered because of foreign language anxiety, teachers, before
attributing poor student performance only to lack of ability, inadequate background, or
poor motivation, must first acknowledge the existence of FL anxiety. Recognizing and
addressing language anxiety, as they state, not only helps students to be more responsive
and to perform better, but also makes language learning a much more enjoyable
experience. This kind of an awareness, as pointed out by Scarcella and Oxford (1992),
also diminishes teacher impatience with nervous students who seem unwilling or unable
to participate freely.

The implications in dealing with the anxiety problems encountered by the
language learners will be discussed in the following section of the chapter. They will refer
to each category of the sources of language anxiety experienced in speaking and writing

classes by Turkish EFL learners. Some suggestions to create a secure, relaxed and
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anxiety-free language learning environment will be offered to language teachers,

language learners and the language institutions in general.

5.3.1. Suggestions for dealing with the anxieties caused by the personal

reasons

Negative self assessment of ability in expressing oneself in oral or written code of
the language was identified as one of the sources of personal anxieties. Language
learners with higher anxiety levels believed that they did not have the necessary skills in
communicating effectively in the foreign language. On the other hand, Daly (1991)
argues that by the time people reach college, the actual skill levels of high and low
anxious individuals may not really be that different. What is different is the belief high
anxious people have that their skills are substantially less than average. Therefore,
encouraging students to assess their performance more positively and to enhance their
self image as language learners and their beliefs in their own effectiveness at learning a
language might raise learners’ level of motivation and effort, and lead to better learning
outcomes. While changing a person’s self perception is not easy, the benefits of
improving the self image of language students seem worthwhile.

Recent literature focuses on learner training and “the development of learner
autonomy” as the key concept to encourage students in building up their beliefs in
themselves. The emphasis on learner training is on “HOW?” to learn rather than “WHAT”
to learn. As Crookal and Oxford (1991) suggest, it is important for teachers to provide
learners with the opportunity for active involvement in both the learning and the
language, and in the learning process. The philosophy behind learner training is explained
by Crookal and Oxford as follows:

We teachers arc expected to follow various courses in order to train as teachers. Learners, on
the other hand, are somehow expected, willy-nilly, to learn without receiving any training in
that pursuit. If training teachers to teach is important, how much more important is it to
train learners to learn- after all, it is especially the act of learning that we teachers wish our

students to accomplish (p. 144).
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Similarly, pointing out the importance of the development of learner autonomy,
Horwitz and Young (1991) believe that students must be trained about their own
learning, because they cannot be assumed to know the learning principles; rather most
people stumble along through trial and error, especially when faced with a difficult task,
such as foreign language learning.

In order to foster independence in language learners, Powell (1991) suggests
having “Foreign Language Support Groups”. The aim of foreign language support
groups is to understand the students’ felt needs in FL study. Students in these support
groups, as he explains can be provided with the information on study skills for foreign
language learning, like time management, task definition and particular activities to
accomplish the language skills and relaxation exercises via lectures. In order to help
students realize that they are not alone, they can be encouraged to discuss their past and
current frustrations in foreign language classes. This kind of a realization might be
necessary especially for some high anxious students, because as Horwitz and Young
(1991) state, many anxious learners feel that they are the only ones experiencing such
stress while learning a foreign language, so simply recognizing the problem and talking
with them in these support groups may be helpful for at least some of the students.

“Supplemental Instruction” which means reviewing the content being taught in
the class with a voluntary group of students is another solution suggested by Powell
(1991) in dealing with anxiety problems. Teacher, using supplemental instruction should
act as a model of the procedures and activities which promote thinking, reasoning and
questioning skills necessary for success in the class. He needs to clarify and reinforce the
content and teach appropriate strategy techniques, such as note taking, reading, test
taking etc. Supplemental instruction aims to form a bridge between what happens in the
class and students’ out of class study experiences by focusing on the process rather than
the product. As Tobias (1986, cited in Maclntyre and Gardner, 1989) believes, for high
anxious students to improve, they should be given the opportunity to compensate for
their misdirected attention by reviewing the material to be learned. High anxious students
may require more time to respond. Supplemental instruction, therefore, can be used to

serve such an aim. The philosophy behind both the “Foreign Language Support Groups”
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and the “Supplemental Instruction” is that the institution has the responsibility to support
the learners who admit they need additional help.

Crookal and Oxford (1991) suggest some anxiety reducing activities to help
teachers and students in understanding and reducing the overanxious feelings that
sometimes arise in language learning situations. In an activity called “Agony Column”,
for example, students are told to take three roles; “themselves as language learners”,
“Agony Aunt in a magazine or newspaper, and “advisors/counselors”. The activity
includes three stages; In stage 1 (expressing anxiety) students write individual letters to
Agony Aunt explaining a particular difficulty they find in learning a language (such as
making mistakes, not liking the teacher, etc.). They are required to end the letter by
asking for advice. In stage 2 (advising on others’ anxieties) in groups of 3 or 4, students
are told to take the roles of advisor/counselor and discuss the randomly distributed
letters. Then, they need to write a response to each letter and suggest a solution to the
problem. This stage aims to help students realize they are not alone with their fears. In
stage 3 (discussing one’s own anxiety) letters are handed back to their original writers
with the replies. If the students are satisfied with the answers given to their problems,
they are encouraged to build on this suggestion and include additional ideas of sclf
advice. Unsatisfied students are told to think how they would respond to their own letter.
Finally, group discussions can be organized to discuss the common problems experienced
in the learning process.

Young (1991) mentions some relaxation exercises like “self talk” which might be
very helpful especially with learners who have high anxiety levels in relation to their
abilities. Such relaxation exercises aim to challenge “irrational” beliefs of anxious
learners about communication and try to replace them with self statements that permit
the high anxious learners to better cope with communication. The following example

demonstrates the role of positive self talk in diminishing overanxious feelings;

Situation: Walking toward the front of the room for an oral presentation.

Anxiety-provoking Self-Talk: “I can’t talk in public. I'll forget everything... I've always
stumbled over my words when it really counts. Last time I was so nervous I sounded like a
robot...”
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Productive Self-Talk: “1 can handle this... Just relax...take a deep slow breath and I'll start as
I rehearsed it” (p. 431).

Regular and well-designed preparation and rehearsal of the lesson a few minutes
before the class, making friends in the class, physical relaxation, risk taking, talking to
their teachers are the other possible suggestions for language learners which might
reduce foreign language anxiety arising from personal reasons. Language learners can
also contribute to create an anxiety-free environment in the classroom by not
underestimating their abilities and overestimating others’, and by not making obvious self
comparisons to their classmates.

To reduce personal anxieties arising from the belief that “less than a perfect
performance is a failure”, language learners need to be encouraged to change their
“perfectionist” attitudes, firstly by realizing that perfectionism is undesirable. Some
strategies are advised to learners in all areas by the Board of Trustees of the University
of Illinois (1996), both to achieve more without being a perfectionist and to feel
themselves better in the learning process. Some of the strategies that can be practiced by

the foreign language learners as well are as follows;

a. Set realistic and reachable goals based on your own wants and needs and what you have
accomplished in the past. This will enable you to achieve and also will lead to a greater
sense of self-esteem.

b. Experiment with your standards for success. Choose any activity and instead of aiming
for 100 percent, try for 90 percent, 80 percent, or even 60 percent success. This will help
you to realize that the world does not end when you are not perfect.

c. Focus on the process of doing an activity not just on the end result. Evaluate your success
not only in terms of what you accomplished but also in terms of how much you enjoyed the
task. Recognize that there can be value in the process of pursuing a goal.

d. Confront the fears that may be behind your perfectionism by asking yourself, “What am [
afraid of? What is the worst thing that could happen?”

e. Avoid all-or-none thinking in relation to your goals. Learn to discriminate the tasks you
want to give high priority to from those tasks that are less important to you. On less
important tasks, choose to put forth less effort (p.1).
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Learner beliefs about what languages are and how they are learned seemed to
have obvious relevance to the understanding of their expectations in language classes and
the anxiety they felt during the learning process. Therefore, language teachers are
advised to discover their learners’ beliefs and to include discussions about the nature of
language learning as a regular part of their instruction. Recognizing the irrational beliefs,
students bring with them to the language classes should be the first step in minimizing the
negative effects of language anxiety. As Wenden (1987) points out, these beliefs can be
the sources of language anxiety and create learning difficulties and hidden resistance to
some of the activities their teachers organize to help them learn.

~ Some solutions both for the students and the teachers are suggested in the anxiety
literature in order to recognize and minimize the negative effects of language anxiety
caused by learners irrational beliefs. For example Foss and Reitzel (1988) believe that
generating a list of beliefs or fears about learning a language, and writing them on the
board can help the learners and the teachers recognize the common beliefs in the
classroom. Learners can also see that they are not alone with their beliefs/fears. For each
of these ideas teachers can then generate questions to convince their learners of the lack
of logic behind this belief.

In discovering the learners’ beliefs about the nature of language and language
learning, the questionnaires designed for this specific aim, like BALLI (Appendix B2), or
“The Myths and the Realities of Foreign Language Learning” (Champbell and Ortiz,
1991) can also be used. The Myths and the Realities of FLL is designed to examine a
number of popular notions, both negative and positive, about the study of a FL. It

includes items like;

2. One of the following items poses more of a learning challenge in language learning
than the other. The most difficult item is;

a. Vocabulary, b. Pronunciation, ¢. Grammar
5. The “basic” command of a language requires that the speaker know at least;

a. 10,000 b. 6.000 ¢. 1.500 d. 400 words (pp. 162-3).

Keeping diaries is also suggested to language learners in order to identify and

overcome the affective factors, just like language anxiety, which may inhibit their
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learning process. Language learners and teachers can write to each other as well, and
share feelings. In this way learners can express their fears and obtain emotional support
from their teachers.

During the interviews conducted in this study, some of the learners expressed
positive feelings towards keeping diaries for their speaking and writing classes. The
following examples from each anxiety level might show the usefulness of keeping diaries

in recognizing and minimizing the negative effects of language anxiety problems;

a. ---Writing these diaries helped me to realize what is happening in the classroom. After I
read what I wrote, I became aware of what we did, why I could not talk or what kind of
mistakes I made. They helped me a lot. (High)

b. ---I have never thought about the classes or the teachers before. But now, I realize how
the teachers are different from each other. The way they explain the topics, the way they
deal with the student.... I've even realized that our motivation is very different from each
other. Realizing all these by keeping these diaries is a very nice feeling. (Medium)

¢. ---They did not change anything, but I can say keeping these diaries was useful. You
concentrate and think while writing. We also talk to our friends about the classes, but

writing is better. Diaries don’t get angry with you. (Low)

In dealing with the problems caused by the language learners’ fear of making
mistakes, Crookal and Oxford (1991) suggest using an activity called “Mistakes Panel”
in foreign language classrooms. This activity aims to encourage students to take an
amusing look at errors and to realize that mistakes are not taboo and they can contribute
to learning. In this activity, students work in groups of 3 or 4, and are asked to collect
mistakes over a few classes, or think up some mistakes with examples. These mistakes
are written on cards. Then each group becomes a competition panel, assessing the
mistake of the other groups. They rate each mistake on a number of criteria, giving 1 to
3 points for each criterion. The criteria like amusement, creativity, reasonability,
communicative intelligibility, and so on might be determined with/by the students.
Discussions among students and between students and teacher during the panel
evaluation can help students learn to be at ease with errors. The best mistakes can then

be rewarded.
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Language learners can also be encouraged to recognize that many positive things
can only be learned by making mistakes. When they make a mistake if they ask, “What
can I learn from this experience?" and list all the things they can learn from it, they might

perceive the positive sides of making mistakes, rather than become anxious about them.

5.3.2. Suggestions for dealing with the anxieties caused by the teachers’

manner in the classroom

The teacher’s attitude to their learners’ errors seemed important to learners’
affective states. Therefore, “ELT Teacher Training Programs” are suggested to raise the
consciousness level of their trainees about language anxiety and the possible effects of
teachers’ attitudes towards learners’ errors. The emphasis on language anxiety in pre-
service programs might be more effective on the “would be teachers” because of their in-
between status which includes both sides of the coin.

On the other hand, sensitizing teachers to the problem via inservice training
workshops, panels, conferences or reciprocal class visits and videotaping can also be
suggested to encourage language teachers to examine their own beliefs about teaching
and their actual practices in the classroom, and also to keep pace with current language
teaching research. In these inservice training workshops, panels, etc., teachers’ beliefs
about the nature of language learning, their attitudes towards learners’ errors, towards
learners or towards particular classroom activities can be discussed. Teachers can also be
reminded and informed about discovering their own students’ beliefs.

To help teachers reveal their own beliefs and attitudes to error correction
techniques, Crookal and Oxford (1991) suggest an activity that can be used in inservice
training programs. In the activity “Correction Decisions”, teachers are asked to discuss
specific errors made by learners. They are first provided with examples of student errors
which can range from slip of the tongue to serious breakdowns in communication.
Teachers then take the table given below, and fill in their individual table. In groups then
teachers can compare and discuss their answers. The main aim of this activity is to

sensitize teachers to their own error correction strategy techniques.
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MISTAKE/ERROR EVALUATION

A B C D E F G

Mistake or | Type of Importan | Would you | Why do you | What What are the

error mistake ceof do anything | think options anxiety

or error error about it? something exist for consequences
(e.g., for | (Yes/No) needs to be | making of those
communi done? amends options?
cation) (i.e.
correcting?

Crookal and Oxford (1991, p. 149).

Language learners in this study similar to the learners in the other studies mostly
complained about “being interrupted” for the correction of their errors. To avoid
interruption problems, language teachers can be suggested to remind themselves that a
language can only be learned by using it, and making mistakes is a natural part of the
learning process.

Stahl (1994) in his article reminds the teachers that silence is not always such a
bad thing in the language classrooms and mentions the concept of “wait time”. He argues
that the "wait-time" periods;, “the silence between teacher questions and students’
completed responses” (p. 1) should last at least 3 seconds in order to overcome
interruption and silence problems in the classrooms. Teachers, after a clear, well
structured question should allow students some time to think about the question and to
come up with an answer. In addition, students who pause or hesitate during a previously
started response or explanation should be allowed to complete their answers. Rather than
interrupting or cutting students off from completing their responses, both the teacher and
the other students should patiently wait for the completed answer. This period also
allows other students time to think about what has been said and to decide whether they
want to add something of their own. As Stahl (1994) believes, if students are to interact
with one another during academic discussions, they must especially be given the time
needed to consider one another's responses so that they can have dialogues among
themselves. On the other hand, insensitive lengthening of wait time can increase the

confusion and anxiety in the students rather than alleviate the problem. 3 to 5 seconds of
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wait time, Stahl argues, have many positive outcomes for the students' behaviors and

attitudes;

a. The length and correctness of their responses increase.

b. The number of their "I don't know" and no answer responses decreases.

¢. The number of volunteered, appropriate answers by larger numbers of students greatly
increases.

d. The scores of students on academic achievement tests tend to increase (p. 1).

When teachers wait patiently in silence for 3 or more seconds at appropriate

places, positive changes in their own teacher behaviors also occur:

a. Their questioning strategies tend to be more varied and flexible.
b. They decrease the quantity and increase the quality and variety of their questions.
c. They ask additional questions that require more complex information processing and

higher-level thinking on the part of students (p. 1).

Language teachers can also help their learners to feel secure in the classroom by
focusing on content of the learners’ utterances rather than the form. In this case, students
are not under the threat of having their mistakes corrected. As Crookal and Oxford
(1991) state, learners can then become more concerned with trying to communicate their
viewpoint than with avoiding public humiliation, saving face or impressing the teacher
with the ability to “parrot” correct answers.

Accepting a variety of answers, and encouraging students to know that there is
not always a “right” answer can also help teachers to elicit more verbal responses from
students. Similarly, by getting students to write down their answers before offering them
to the whole class may help to alleviate students’ anxiety in answering questions and the
fear of speaking without preparation and making an improper social impression.

Peer support and group work are other suggested solutions to anxiety problems.
Allowing students to check their answers with their peers helps them to have peer
support, because support from peers, as Tsui (1996) points out, is just as important as

support from the teacher in creating an anxiety-free atmosphere.
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Turkish EFL learners in the study stated experiencing anxiety in some cases
where their teachers were the primary sources to their problem. By making negative
assessments of the student performance, by making obvious comparisons of their
students in the classroom, they can sometimes contribute to the anxiety students suffer in
their classes. Therefore, inservice training programs in which teachers are reminded to
avoid criticizing students in front of the class, sarcasm and intimidation, or obvious
comparison seem inevitable. They can be reminded to ask encouraging rather than
threatening questions, to encourage learners to participate more by giving positive
feedback, to give clear and well structured instructions so that each learner knows what
is required from them. Devising tasks that everyone can get right might also be helpful in
encouraging learners to feel successful in the classroom activities.

Some teachers, as Daly (1991) claims, assume any talk in the class bad if it is not
a student-teacher interaction. Students whispering to each other, students talking out of
turn, students talking loudly in groups often receive a kind of punishment from the
teacher. These exchanges, like talking to a peer for clarification or sharing an example
with another stuclent, on the other hand, are relevant to the learning experience and help
in creating a psychologically secure environment. Therefore, not punishing classroom
talk might also help learners to feel secure and build positive attitudes towards language
learning experience.

The teachers’ sensitivity and skill in establishing a good rapport with the students
could be the key to students’ success in foreign language learning experience. The
rapport the student feels with the teacher as well as his classmates, Tobias (1986, cited in
MaclIntyre and Gardner, 1989) argues, may be crucial in determining the success or
failure of the students. Supporting this argument, language learners in Price’s (1991)
study reported that more friendly, less authoritarian teachers decreased their anxiety in
the classroom. Teachers who had a good sense of humor, who were patient and relaxed
in the class, who let their students volunteer answers instead of calling them randomly
were identified as the “preferable” characteristics in creating a secure and more enjoyable

classroom atmosphere.
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5.3.3. Suggestions for dealing with the anxieties caused by teaching

procedures

As pointed cut by Madsen, Brown and Jones (1991), instructors cannot chose
activities, techniques, or even a language teaching method or approach without taking
into consideration the students’ individual learning styles, interests, and affective
reactions. In addition, it is essential to discuss not only the course and syllabus but also
the method of teaching and teachers’ expectations step-by-step, right at the beginning so
that students know what to expect, what to do and how to do it. Students, in order to
minimize anxiety problems, should also be informed about what they can reasonably
expect to accomplish in the amount of time they will be studying the foreign language.

Related to the speaking classes, language learners in the study mostly complained
about speaking in front of a group. They reported that feeling spotlighted, speakiig
without preparation, being afraid of not understanding the teacher’s question and making
an improper social impression while speaking were the sources of anxiety they felt.
Presenting a topic in front of everybody was also found an anxiety-provoking activity,
because learners felt conspicuous. They reported that being evaluated and failing in the
end made them anxious. They stated comments about the difficulty, unfamiliarity and
usefulness of the activity as well.

Not requiring immediate oral performance from the language learners and
allowing them time to come up with the required answer, allowing volunteer
participation rather than randomly choosing the students might help them overcome their
anxious feelings. As Daly (1991) points out, teachers should remember that what they
hear aloud from students, especially from anxious students, may not be a good sampling
of their knowledge. Anxious students may be quiet competent in understanding
grammar, vocabulary of a language, and yet appear very incompetent when asked to
speak the language aloud.

Related to the teaching procedures in writing classes, language learners in the
study mostly stated their worries about the method used in the classroom. They thought
writing in the paragraph form was difficult and useless for their future academic study.

Therefore, as mentioned earlier, introducing and discussing the syllabus of the courses
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with the learners at the beginning seem essential. By doing so learners can be informed
about what they will be studying and how it will help them in the future. They can also be
encouraged to develop more realistic expectations about the course they are taking.

Creating a safe and supportive environment by starting with a familiar topic
which allows creativity and imagination, letting the students work in groups for the ones
who do not want to work on their own and who need the support of their peer can be
suggested to language teachers in dealing with anxiety problems in their writing classes.
In addition, helping learners in generating, organizing and revising their ideas rather than
asking them to write and causing them struggle on their own is strongly recommended.
Teachers can also be suggested to get oral or written feedback, in or out of the class
about their teaching procedures from the learners at regular intervals. Informal talks and
diaries can be used for such an aim and learners can be let to reflect their aifective
reactions. Learners can also be let to provide some possible suggestions for their
perceived problems in the classroom.

In addition, teachers should be reminded to give more informational feedback to
their learners” written products so that they know why and what they did or did not do
well, and what they can do to improve.

In his article Tsui (1996) gives some suggestions to language learners who suffer
from writing anxiety. He believes that writing, like any skill, can only improve with
practice, therefore, if the learners, write something every day and practice their writing
skill, they will be able to act as their own “coach” and discover where they have
strengths and where they have trouble. Thinking of writing as a perennial part of working
on a paper and not as a kind of “packaging” must also be reminded to foreign language
learners.

Tsui (1996) advises learners who are afraid of getting negative feedback from
their teachers to imagine a reader who is “interested in” their work and who “looks for
the best” in the paper rather than someone whose sole purpose in reading their work is to
find fault with it. In addition, if learners remember that although their teachers may be
"experts,” they may not know the way the learners think about their subject. As a result,
writing to an intelligent, enthusiastic, but non-expert reader may make the learners more

confident and, therefore, help them develop and express their ideas more effectively.
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Varying the techniques according to the needs of the individual students seems as
one of the solutions for anxiety caused by the teaching procedures in the foreign
language classrooms. Nevertheless, teachers should remember that not all the techniques
will work equally well with all the language learners, for example while cooperative or
group learning was preferred by most of the subjects in the study, some stated their
preferences for individual study. Therefore, as Crookal and Oxford (1991) point out,
changing the classroom structure and communication patterns may sometimes increase
anxiety in some students. On the other hand, they also believe that students who feel
temporarily more anxious because of the charges are likely to relax with time as they get
used to the new routine and atmosphere.

In addition, as they state, language teachers, just like everybody, do not live in a
perfect world. They may have to work under constraints imposed by institutional policies
or situations that are difficult to change in a short space of time. For example parts of an
institutional syllabus may require a certain skill to be taught, such as giving presentations.
Therefore, for any reasons, and despite teachers’ best efforts, some may be filled with
various kinds of an:.iety. Although no teacher can guarantee that a class will be anxiety
free, they can try to minimize the problem for their learners by realizing the existence of
foreign language anxiety and by discovering the reasons that make their learners feel
uncomfortable and worried. Using the suggestions offered above according to the needs
of their students will hopefully minimize the problems caused by foreign language anxiety
and help students become more effective language learners and take on more
responsibility for their own learning. As Allwright and Bailey (1991) point out, if the
learners’ attention wanders away from the task at hand and they start thinking about
something else, then surely there is very little chance of their learning anything more until
their attention is once more attracted somehow. The only thing teachers can do then is to

stop teaching for a while. Similarly, Crookal and Oxford (1991) believe that;

If we spend some of our class time not on actually teaching the language directly but rather
on dealing with the anxiety that students may be feeling, then the time spent on language

learning will be more effective (p. 145).
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5.4. Suggestions for further research

This study was conducted in an EFL setting with 36 intermediate Turkish
students in an intensive program at Anadolu University in Turkey. Therefore, findings of
the study cannot be generalized for all the foreign language learners. The study aimed at
finding out the sources of foreign language anxiety from the perspective of language
learners in two productive skills in a classroom setting, so generalizability was not the
main concern of the study. Nevertheless, conducting the same study with more subjects
might help finding additional aspects of foreign language classroom anxiety. In addition,
extending the period of data collecting, like throughout a semester or an academic year,
and increasing the number of interviews and interviewees might be helpful in finding out
the other aspects of this complex phenomenon.

Some of the subjects in the study reported that they could not find so many things
to write in the diaries, because they “liked” the courses they were required to write
about. Therefore, conducting other studies to find out the sources of foreign language
anxiety in the other courses like in reading, listening and grammar might reveal the other
components of language anxiety the learners suffer from.

As mentioned before, this study examined the problem from the learners’
perspectives. Moreover, examining the teachers’ perspective of the same problem, and
matching the two would be an interesting study, and might be helpful in solving some of
the problems encountered in the language classrooms. Informing the teachers about the
problems their learners experienced and using the ideas suggested in the implication
section in order to minimize the negative effects of anxiety might also be suggested for
the researchers interested in the topic. For example, discussing the diaries in the
classroom with all the students might help both the teachers and the learners. While the
teachers can become aware of the problems their learners feel, the learners can be
encouraged by having them realize that they are not the only ones suffering from those
fears. They can also be encouraged to change their “irrational beliefs” about the nature of
language learning. How teachers’ awareness of foreign language anxiety help reducing

the problem might also be studied in another research.
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In another design, after conducting the diary study, or in the middle of the
research, the researcher can help the teachers to modify their curriculum, teaching
techniques and materials according to the data received froim the students, then continue
the research to find out whether or not these modifications happen to affect the students.

In a very recent article, Oxford (1999) argues that language anxiety correlates
with personality traits like self esteem, tolerance of ambiguity, risk-taking and
competitiveness. Further research may also be suggested to find evidence to Oxford’s
argument in addition to the correlation of anxiety with other personality traits such as
field dependence, left/right brain functioning, reflectivity/impulsivity, and so on. In
addition, researching the relationship between the strategies language learners use and
the anxiety they feel might help the learners to become more effective in their learning
experiences.

Another research looking at the effects of anxiety over time and the relationship
between anxiety and proficiency level of the learners could also be suggested to resolve
some of the questions in related literature.

The relationship -if there is any- between the learners’ native language skills and
foreign language skills, and the anxiety they experience might also be studied in further
research.

Testing anxiety might also be applied to foreign language learning. Why language
learners feel anxious about being evaluated in their foreign language learning process,
which aspects of the language testing make learners anxious and what can be done to
solve the problem can be studied in detailed as well.

Research in the “EFL Teacher Training Programs” in terms of observing the

awareness on language anxiety can also be productive and helpful.
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APPENDIX Al
Foreign Language Classroom Anxiety Scale
FLCAS Turkish Version

Asagidaki her bir ifadeyi okuduktan sonra su segeneklerden birisini size verilen kagida
isaretleyiniz. Hi¢ bir ifadeyi bos burakmayiniz,
1. Hicbir zaman 2. Nadiren 3. Bazen 4. Sikhikla 5. Her zaman

1. Ingilizce derslerinde konusurken kendimden emin olamryorum.

2. Ingilizce derslerinde hata yapmaktan korkuyorum.

3. Ingilizce derslerinde siranm bana geldigini bildigim zaman heyecandan oliiyorum.

4. Ingilizce derslerinde 6gretmenin ne soyledigini anlamamak beni korkutuyor.

5. Haftada daha fazla Ingilizce ders saatimin olmasitu isterdim.

6. Ingilizce dersi sirasinda kendimi dersle hig de ilgisi olmayan baska seyleri diisiiniirken
buluyorum. ,

7. Diger 6grencilerin Ingilizce derslerinde benden daha iyi olduklarmi digiiniyorum.

8. Ingilizce derslerinin sinavlarinda kendimi endiseli hissediyorum.

9. Ingilizce derslerinde hazirliksiz konusmak zorunda kaldigimda panige kapthyorum.

10. Ingilizce derslerinde basarisiz olmak beni endiselendiriyor.

11. Yabanc dil dersleri konusunda bazilarinin niye endige duyduklarim anlayabiliyorum.
12. Ingilizce derslerinde bazen &yle heyecanlaniyorum ki, bildigim seyleri bile
unutuyorum.

13. Ingilizce derslerinde sorulan sorulara goniillii olarak cevap vermekten sikiliyorum.

14. Ingilizceyi, ana dili Ingilizce olan insanlarla konusmak beni heyecanlandiriyor.

15. Ogretmenin hangi hatalan dizelttigini anlamamak beni endiselendiriyor.

16. Ingilizce derslerinde, onceden g¢ok iyi hazirlanmuis olsam bile derste
heyecanlamyorum.

17. Ingilizce derslerine girmek istemiyorum.

18. Ingilizce derslerinde konustugum zaman kendime giivenmiyorum.

19.,Ingilizce 6gretmenim yaptigim her hatay: diizeltmeye ¢alisiyor.

20. Ingilizce dersinde sira bana geldigi zaman kalbimin hizh izl attigini hissediyorum.

21. Ingilizce sinavianina ne kadar gok gahigirsam kafam o kadar ¢ok kanisiyor.

22. Kendimi Ingilizce derslerine ¢ok iyi hazirlamip gitmek zorunda hissediyorum.

23. Her zaman diger 6grencilerin benden daha iyi Ingilizce konustugunu disiiniiyorum.
24. Diger ogrencilerin dniinde Ingilizce konugurken kendimi ¢ok tedirgin hissediyorum.
25. Ingilizce dersleri o kadar hizh akip gidiyor ki smufa ayak uyduramamaktan
korkuyorum.

26. Ingilizce derslerinde konustugum zaman hem sikiliyorum hem de kafam karisiyor.

27. Ingilizce derslerine girerken kendimi gok rahatsiz ve giivensiz hissediyorum.

28. Ingilizce o6gretmenimin soyledigi her kelimeyi anlayamadigim zaman panige
kapiltyorum.

29. Ingilizce konugabilmek igin 6grenmek zorunda oldugum kurallanin sayisiun ¢ok fazla
olmast beni kaygilandirtyor.

30. Ingilizce konugtugum zaman diger dgrencilerin bana giileceginden endise duyuyorum.
31. Ingilizceyi, ana dili Ingilizce olan insanlann yaninda kullamrken rahatsiz oluyorum.
32. Ingilizce Ofretmenimin cevabm 6nceden hazirlamadigim sorular sordugunda
heyecanlaniyorum.
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APPENDIX A2
Foreign Language Classroom Anxiety Scale
FLCAS English Version

1. I never feel quite sure of myself when I am speaking in English classes.

2. I am afraid of making mistakes in English classes.

3. I tremble when I know that I am going to be called on in English classes.

4. It frightens me when I don’t understand what the teacher is saying in English.
5. It wouldn’t bother me at all to take more English classes.

6. During English classes, I find myself thinking about things that have nothing to do
with the course.

7. 1 keep thinking that the other students are better at English than [ am.

8. T usually feel anxious during tests in English classes.

9. I start to panic when I have to speak without preparation in English classes.

10. I worry about the consequences of failing English classes.

11. I can understand why some people get so upset over English classes.

12. In English classes, I get so nervous I forget things I know.

13. It embarrasses me to volunteer answers in English classes

14. I feel so nervous speaking English with native speakers

15. 1 get upset when I don’t understand what the teacher is correcting.

16. Even if 1 am well prepared for English classes, I feel anxious about them.

17. 1 often feel like not going to English classes.

18. T don’t feel confident when I speak in English classes.

19. T am afraid that my English teacher is ready to correct every mistake I make.
20. T can feel my heart pounding when I am going to be called on in English classes.
21. The more I study for English tests, the more confused I get.

22. 1 feel pressure to prepare very well for English classes.

23. 1 always feel that the other students speak English better than I do.

24. 1 feel very self-conscious about speaking English in front of other students.
25. English classes move so quickly I worry about getting left behind.

26. I get nervous and confused when 1 am speaking in English classes.

27. When I am on my way to English classes, I feel very tense and nervous.

28. I get nervous when I don’t understand every word my English teacher says.
29. 1 feel overvshelmed by the number of rules you have to learn to speak English.
30. T am afraid that the other students will laugh at me when I speak English.

31. T feel anxious around native speakers of English.

32. I get nervous when the English teacher asks questions which I haven’t prepared in
advance.
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APPENDIX B1
Beliefs About Language Learning Inventory
BALLI Turkish Version

Asagida bazi insanlarin yabanci dil 6grenimi hakkindaki inanglan yer almaktadir.

Her bir ifadeyi okuduktan sonra su segeneklerden birisini igaretleyin;

Dkesinlikle katthiyorum 2) katihyorum 3) fikrim yok

4) katilmiyorum 5) kesinlikle katilmiyorum

Hig bir ifadenin dogru yada yanhg cevabi yoktur. Biz sadece sizin fikirlerinizi 6grenmek
istiyoruz. Cevaplarimzi size ayrica verilen cevap kagidina isaretleyin.

4 ve 14. sorular digerlerinden biraz farklidir, onlan verilen segeneklere gore isaretlemeniz
gerckmektedir.

Liit{en hicbir ifadeyi bos b:rakmaymn,

1. Cocuklar biiyiiklere gore daha kolay yabanci dil 68renirler.
2. Bazi insanlar, yabanci dil 6grenmelerini kolaylagtiran 6zel bir yetenekle dogarlar.
3. Bazi dilleri 6grenmek digerlerine gore daha kolaydir.
4. Ingilizce;
1) ¢cok zor bir dil  2) zor bir dil 3) orta zorlukta bir dil
4) kolay bir dit ~ 5) ¢ok kolay bir dil

. Ingilizce’nin yapist Tiirk¢e’ninkinden daha zor.
. Ingilizce’yi ¢ok iyi konusmay: eninde sonunda 63renecegime inantyorum.
. Ingilizce’yi iyi bir aksanla konusmak ¢ok énemlidir.
. Yabanci dil konusabilmek i¢in o dilin konusuldugu ulkenin kilturini bilmek g¢ok
onemlidir.
9. Yabanci dilde, bir seyi tam anlamiyla dogru soyleyebilene kadar higbir sey séylememek
gerekir.
10. Bir yabanci dil bilen bir kiginin bir bagka yabanct dil 6grenmesi daha kolaydir.
11. Yabanc dili o dilin konusuldugu tlkede 6grenmek daha iyidir.
12 Birinin Ingilizce konugtugunu duyarsam, pratik yapabilmek igin hemen yamma gidip
onunla konusurum.
13. Ingilizce’de bir kelimenin anlamini bilmiyorsan, anlamim tahmin etmekte bir sakinca
yoktur.
14. Eger bir kisi Ingilizce ogrenmek igin ginde 1 saatini ayirirsa, akict bir sekilde
Ingilizce konugmast ne kadar siire alir?

D lyldanaz 2)1-2yil  3)3-5yii  4)5-10yl

5) Giinde bir saat aywrarak Ingilizce 6irenilmez.
15. Ben Ingilizce 6grenmeye yatkin bir insamm.
16. Ingilizce 6grenmek, aslinda bir siirii kelime ezberlemekten ibarettir.
17. Bol bol tekrar etmek ve pratik yapmak onemlidir.
18. Bagka insanlarin 6niinde Ingilizce konugmak beni tedirgin ediyor.
19. Eger baslarda hata yapmaya izin verilirse, daha sonra o hatalardan kurtulmak zor
olur.
20. Ingilizce 6grenmek, aslinda bir stirli gramer kurali ezberlemekten ibarettir.
21. Yabanci dil laboratuarinda pratik yapmak onemtidir
22. Kadmlar yabanci dil 6grenmeye erkeklerden daha yatkindir.

o0~ O Wn
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23. Ingilizce’yi ¢ok iyi konusmayr 6grenirsem, onu kullanabilecegim bir ¢ok firsatim
olacaktir.

24. Ingilizce konugmak, anlamaktan daha kolaydir.

25. Ingilizce 63renmek, okuldaki diger derslerden daha farklidir.

26. Ingilizce 6grenmek, Tiirkge’den geviri yapmak demektir.

27. Ingilizce’yi iyi konusmay: dgrenebilirsem, bu bana iyi bir is bulmamda yardime: olur.
28 Ingilizce’yi okumak ve yazmak, konusmak ve anlamaktan daha kolaydir.

29 Matematik ve Fen derslerinde iyi olanlar, Ingilizce ogreniminde pek basarii
degillerdir.

30. Turkler igin yabanet bir dil bilmek ¢nemlidir.

31. Ingilizce konusan insanlari daha yakindan tamyabilmek igin bu dili 63renmek
istiyorum.

32. Birden fazla dil konusabilen insanlar ¢ok akillidir.

33. Tiirkler yabanci dil 6grenmede basarilidir.

34. Herkes yabanct bir dil 6grenebilir.
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APPENDIX B2
Beliefs About Language Learning Inventory
BALLI English Version

Below are beliefs that some people have about learning foreign languages.

Read each statement and then decide if you;

1) strongly agree 2) agree 3) neither agree nor disagree

4) disagree 5) strongly disagree

There are no right or wrong answers. We are simply interested in your opinion. Mark
each answer on the special answer sheet. Questions 4 and 14 are slightly different and
you should mark them as indicated.

REMEMBER;
1) strongly agree 2) agree 3) neither agree nor disagree
4) disagree 5) strongly disagree

. It is easier for children than adults to learn a foreign language.
. Some people are born with a special ability which helps them learn a foreign language.
. Some languages are easier to learn than others.
. The language I am trying to learn is;

1. a very difficult language 2. a difficult language

3. a language of medium difficulty.

4. an easy language 5. a very easy language
. The structure of English is more difficult than the structure of Turkish.
. I believe that I will ultimately learn to speak this language very well.
. It is important to speak a foreign language with an excellent accent.
It 18 necessary to know the foreign culture in order to speak the foreign language.
9 .You shouldn’t say anything in the foreign language until you can say it correctly.
10 .1t is easier for someone who already speaks a foreign language to learn another one.
11 .It is better to learn a foreign language in the foreign country.
12 If I heard someone speaking the language I am trying to learn, I would go up to them
so that I could practice speaking the language.
13 .It’s O.K. to guess if you don’t know a word in the foreign language.
14 If someone spent one hour a day learning a language, how long would it take him/her
to become fluent?

1). less than a year, 2). 1-2 years, 3).3-5 years, 4).5-10 years,
5). You can’t learn a language in 1 hour a day.

15. I have foreign language aptitude.
16. Learning a foreign language is mostly a matter of learning a lot of new vocabulary
words.
17. It is important to repeat and practice a lot.
18. 1 feel self-conscious speaking the foreign language in front of other people.
19. If you are allowed to make mistakes in the beginning it will be hard to get rid of them
later on.
20. Learning a foreign language is mostly a matter of learning a lot of grammar rules.
21.It is important to practice in the language laboratory
22. Women are better than men at learning foreign languages.
23. If I get to speak this language very well, I will have many opportunities to use it.
24. It is easier to speak than understand a foreign language.
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. Learning a foreign language is different from learning other school subjects.

. Learning a foreign language is mostly a matter of translating from English.

. If T learn to speak this language very well, it will help me get a good job.

. It is easier to read and write this language than to speak and understand it.

. People who are good at math and science are not good at learning foreign languages.
. Americans think that it is important to speak a foreign language.

. I would like to learn this language so that I can get to know its speakers better.

. People who speak more than one language well are very intelligent.

. Americans are good at learning foreign languages.

. Everyone can learn to speak a foreign language.
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APPENDIX C1
INTERVIEW CHECKLIST
Turkish Version

1. Derste Tiirkge kullanilmasi seni nasil etkiliyor?
2. Konusurken heyecandan soyleyeceklerini unutup kaldigin oluyor mu?
Bu seni nasil etkiliyor?
3. Diger 6grencilerin 6niinde konugmak seni heyecanlandiriyor mu?
4. Kendini hi¢ diger dgrencilerle kiyaslar misin?
5. Hata yaptiginda ¢gretmenleriniz bunu nasil karsihyor? Kiziyor mu?
Hemen diizeltiyor mu?
6. Hatalarmnin hemen diizeltilmesini ister misin?
7. Derste muzik, video, garki kullamlmasi hakkinda ne distiniiyorsun?
8. Hig derste ne olup ne bittigini anlayamadigmn oluyor mu? Sence bu neden oluyor?
9. Derste hangi tiirli ¢alisinays tercih edersin?
a. bireysel b. bir arkadagimnla beraber c. gruplar halinde
10. Bu giinliikleri yazmak hakkinda ne diisiintiyorsun? Bunun sana hig faydast oldu mu?
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APPENDIX C2
Interview Checklist
English Version

1. What do you think about using Turkish in the classroom?
2. Do you ever get anxious while speaking in the classroom and forget what to say?
How does this affect you?
3. Do you get anxious while speaking in front of other students?
4. Do you compare yourself with the other students?
5. How do your teacher react to your mistakes? Do they get angry with you?
Do they correct them immediately?
6. Do you prefer your mistakes to be corrected immediately?
7. What do you think about using music, video, songs in the lessons?
8. Do you ever get lost in the lessons? Why?
9. Which one do you prefer in the lesson?
a. individually b. in pairs c. in groups
10. What do you think about keeping these diaries? Do you think they are useful?
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APPENDIX D1
SAMPLES of DIARIES
Turkish Version

1. Bugiin sunu fark ettim; siufta bana soru soruldugu zaman ile kendi kendime sesli
calisirken gosterdigim konusma performanst arasinda diinyalar kadar fark var; hatta
okurken ya da siuf digindan birisi ile konusurken bile ¢ok farkliyim. Simfta, konustugum
zaman ve dgretmen ile diger arkadaslarimm beni degerlendirecegini bildigim zaman ¢ok
daha gergin oluyorum ve hata yapmaktan ¢ok korkuyorum. Ispanyolcayt ne kadar dogru
telaffuz ettigimin bile farkina varamiyorum. Bazen digerlerinden duydugum korkung
aksanlar beni sok ediyor. Bana, aksan problemlerinin dstesinden gelmeye
calismiyorlarmus gibi geliyor. Bugiin simiftaki aligtirmalarda dogru formu kuilanmakla ¢ok
fazla hagir-negir oldugumu ve dogru aksanla kcnusmayr bos verdigimi farkettim.
Korkarim benim konugsmam da pek ¢ogununki kadar kétiyda.

2. Bugiin hala biraz da olsa kekelemeye devam ettigimi fark ettim. Halbuki Tirkge
konusurken hi¢ kekelemiyorum. Bu, genellikle- belki de her zaman- bana bir ciimlelik
cevabi olan sorular soruldugunda oluyor. Cok basit bir soru ya da kisa bir ciimle bile olsa
¢ok fazla heyecanlaniyorum ve konugmaya baslamak bile birka¢ saniyemi aliyor. Sinifin
oniinde hata yapmaktan ¢ok korktugum ve kekelemekten ¢ok utaniyorum. Uzun bir
par¢a okudugum zaman ya da smiftaki tartismaya daha ¢ok katildigim zaman daha az
kekeliyorum.

3. En bagindan beri diger o&rencilerin benim kadar stkinti ¢cekmediklerine inanmugtim.
Genellikle sorulan soruyu biran 6nce anlayip, benden 6nce cevap verirlerdi. Bu beni
korkutuyordu, ¢iinkii nerde hata yapip da onlar kadar hizh disinemedigimi
bilemiyordum. Yani benim dil 6grenimi hakkindaki pek ¢ok takintim, benim ne yaptigim
ve bagkalarmin ne yaptigimi benim nasil algiladiimdan ibaretti. Malesef hangilerinin
gercek oldugunu bilmiyorum. Belki baskalann da en az benim kadar sikinti ¢ekiyordu,
belki de ben en az digerleri kadar akict konusuyordum; ya da en azindan onlardan kotii
degildim. Pek ¢ok sey kendimi ve digerlerini nasil gordiigiime baghydi. Cogu zaman
digerlerinin ne yaptigim diistinmeyi birakip kendime konsantre olmayi denerdim.

4. Tim donem boyunca hi¢ heyecanlanmadigim kadar heyecanlandim bugiin. Son derse
girmemistim. Yeni bir konuya gegmisler. Hoca ders boyunca herkese soru sorup durdu,
benimse olan bitenden bile haberim yoktu. Biitin ders kafam onimde adimn
soylenmemesi i¢in dua edip durdum (deve kusu sendromu; sen onu gérmeyince o da seni
goremez zannedersin ya). Ders gecmek bilmedi, bitince de nasil rahatladigimi
anlatamam).
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5. Ali Bey’e inanamiyorum. Bugiin bana Ingilizce smnavindan o kadar da iyi bir not
almadigim halde, simirda bir 6grenci olarak programa kabul edilen on kigiden biri
oldugum i¢in ne kadar sansh oldugumu séyledi. Sonra da esas problemin onun kitaplarini
kullanmadigmdan  kaynaklandigim  belirtti. Bunu yazmaya bile utamyorum
Arkadaglarimdan biri beni, “eger hoca senden hoglanirsa rahatsin, hoglanmazsa dikkatli
olsan iyi olur” diye uyardi. Yani gururumu bir tarafa birakip, duygulanimi saklamak ve
hocamin benden hoglanmast i¢in ugrasip, soylediklerint g6z ardi etmek zorundaymm. Onun
hakkindaki gergek diistincelerimi s6ylemeyi ¢ok isterdim, ama bunu yapmanin beni
programdan uzaklagtip, hocay1 daha da ¢ok diismanlagtirmaktan bagka bir ise
yaramayacagim biliyorum.

6. Ali Bey biitin sintfin 6niinde Levent’in writing ¢devinden ne kadar memnun kaldigini
soyledi. Fatma'ninki OK’mis. Benimkinden de hi¢ memnun kalmamis. Levent’e 100,
Fatma’ya 75, Berrin’e 60 vermis. Bunlan duyduktan sonra giniin geri kalan kisminda
dersten tamamuyla koptum. Su an giinliigiimi yaziyor ve dersi dinlemiyorum.,

7. Keske Ingilizcemi daha ¢ok pratik yapabilseydim. Ablamla konusmaya calistizimda
hala bilmedigim bir stru fiil oldugunu gériyorum. Ben sadece simdiki zamanda ctiimleler
kurabildigim i¢in ablam kullandigim fiilleri hep dogru zamana gore diizeltiyor. Ama ben
onlar yine unutuyorum.

8. Essay’lerimizin ilk draftim bugiin teslim ettik. Hocadan 95 almak beni gok sagirtti.
Samnm yazdigim konuyu begendi. Ama 95 almama ragmen hocanin 20 kadar gramer ve
kelime hatami diizeltmesi beni ¢ok Gizdii.

9. Sinav notumu Ogrendikten sonra derse girmeyi hig istemedim. Hala aldigim nota
tiziliip diger ogrencilerin notlarm 6grenmeyi hi¢ istemiyorum. Derste sinavdan 6nce
yazdigimiz essay’leri geri aldik. Ben ondan da iyi bir not alamayacagimi disiiniiyordum.
Ama kagidin Gzerindeki notu goriince ¢ok rahatladim ve moralim diizeldi. Belki
sinavlarda iyi yapamiyorum ama ben aslinda iyi bir 6grenciyim. Kagidimdaki notu herkes
gorebilsin diye ders boyunca tstiine ellerimi bile koymadim.

10. En az Ahmet kadar ¢aligmazsam onun beni biiyiik bir farkla gececegine inaniyordum.
Bu diisiince beni motive edip daha ¢ok calismamu saglayacagina, hayal kirikligina
ugramama ve daha az ¢aba gdstermeme sebep oldu.
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APPENDIX D2
SAMPLES of DIARIES
English Version

1. I was aware today of the difference in my speaking ability between being called on in
class and speaking out loud while studying (or even reading or speaking to someone
outside the class). In class, where you are performing and being judged by instructor and
classmates, there is much more tenseness and I became very much afraid of making
mistakes, and I am not as aware of how closely I am approximating correct Spanish
pronunciation. Sometimes the horrible accents I hear others using in class....shock me. It
almost seems like they don’t even want to overcome the accent problem. Today made
me aware that in the classroom drills I tend to focus off speaking with a correct accent
because I am so preoccupied with the right form of the answer- and that 1 may be
sounding as poor as most of the class.

2. I noticed that I still continue to stutter quite a bit- a problem I don’t seem to have in
English. It is usually (perhaps always) when I’'m called upon for a one-sentence response.
I tend to get very nervous and it takes me a few seconds before I can even start to speak,
even when it is a relatively simple task or phrase. I’'m obviously very afraid to make a
mistake in front of the class- and I always feel very embarrassed about stammering.
When I read a long passage or get involved in more of an on-going conversation, this
seems to be less of a problem.

3. From the beginning I believed th=t the other students were not struggling as much as
me. Very often they would process the question and start to answer before I had a
chance. This scared me because I did not know what I was doing wrong not to be able to
think as quickly as them. So many of my hang-ups about language learning were my own
perceptions of what I do and what others do. Unfortunately, I didn’t know which were
distortions of the truth; maybe other were struggling as much, maybe I was speaking as
fluently or at least not any worse than everyone else. So much depended on how I
viewed myself and others. Very often I would try to stop concerning myself with how 1
thought they were doing and try concentrating on me.

4. For the first time all quarter, 1 experienced the kind of anxiety I once used to
experience in language classes when [ wasn’t prepared and had to go anyway. I had been
away skiing with (the teacher’s) blessings. During this time they had begun a new
chapter. I had made arrangements with (the teacher) to make up the work but (he)
wasn’t there today. We had a substitute and he didn’t know I had been away. He called
on everyone several times during the hour and 1 really didn’t know what was going on. I
felt very anxious from the beginning, wishing he wouldn’t call on me and keeping my
head down, as though absorbed in the book. (It is the old ostrich syndrome; if I cannot
see him, he cannot see me). This hour passed very slowly and I was glad when it was
over.
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5. I can’t believe Dr. Fox. He has just informed me that I am luck that I am one of the
ten participants in this program as I was a borderline case and on English tests I took to
get admitted to the program I wasn’t that good. Then he said it was because I hadn’t
used his books, that was the main problem. I can barely write this down. One of my
friends warned me. If he likes you, you vill do fine; if he doesn’t WATCH OUT. So 1
have to swallow my pride and hide my feelings and try to make him like me and avoid
him or ignore what he says. I feel like telling exactly what I think of him, but that would
do nothing but alienate me from the program and antagonize him more.

6. Dr. Fox stated in front of the entire group that he was pleased with Peter’s
memorization of the dialogue; Laura’s was OK; and he was not pleased with mine at all.
In other words, he said “A for Peter, B for Laura and C for Becky”. That had the effect
of turning me off entirely from the rest of the lectures for the rest of the day. I am writing
in my journal and not listening at all...

7. I wish I could practice my Spanish more, but when I try to speak it to my husband, I
find there are a lot of common verbs I still don’t know. Also, since I can use only the
present tense, my husband finds my conversational attempts disconcerting at times. He
keeps trying to tell me the future or past tenses of the verbs I use, but that doesn’t do me
much good, since I don’t know the rules for formalizing them.

8. Today I handed in the rough draft of my Spanish essay, and, to my surprise, was
greeted with a tentative “A+ excelente” reaction from the professor. I think he was
pleased with my content mostly as he had made twenty or so corrections on my grammar
and word choice- which despite the “A+ excellent” marking upset me very much. ..

9. The next day 1 did not want to go to class. I still was upset about the test and was
unprepared emotionally to be confronted by other students as to my grade. Sirce it was a
Tuesday, we were getting back our logs about the week before. T was scared that 1
would not do well on it and that would only compound my existing feelings. When I saw
a good grade 1 was not only relieved, I was encouraged. Maybe 1 could not do well on
tests, but 1 could succeed in other requirements of the course, I volunteered a lot during
the review and left my paper open so anyone (and everyone) could see I had done well.

10. This guilt was a result of my competitive feeling that if I didn’t work as much as he
did, he would get further ahead..Instead of causing me to work harder, this
competitiveness resulted in my feeling frustrated and led to a reduced effort.



APPENDIX E1
FLCAS items with percentages of HIGH anxious students
selecting each alter:zative

8D (%) D (%) N (%) A (%) SA (%)
50 50
2 67 33
3 17 33 50
4 17 33 50
5 33 17 33 17
6 50 33 17
7 17 17 50 17
8 17 50 33
9 67 33
10 17 17 17 50
11 33 17 50
12 17 50 33
13 17 17 50 17
14 33 17 50
15 17 17 17 50
16 33 50 17
17 17 33 50
18 17 33 33 17
19 17 17 50 17
20 33 50 17
21 17 67 17
22 17 67 17
23 33 33 33
24 17 50 33
25 50 33 17
26 17 17 17 50
27 33 33 33
28 83 17
29 17 50 33
30 17 33 17 33
31 17 33 17 33
32 33 33 33
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APPENDIX E2
FLCAS items with percentages of MEDIUM anxious students

selecting each alternative

SD (%) D (%) N (%) A (%) SA (%)
4 35 13 44 4
2 26 44 30
3 30 39 17 9 4
4 13 22 22 39 4
5 35 17 17 13 22
6 51 17 22 9
7 30 48 17 4
8 4 22 22 51
9 4 39 26 22 9
10 4 22 48 26
11 4 22 13 39 22
12 9 35 39 17
13 22 39 26 9 4
14 9 26 17 35 13
15 4 26 35 30 4
i6 17 39 26 13 4
17 30 26 30 9 4
18 22 39 30 4 4
19 39 39 22
20 13 44 30 9 4
21 17 35 26 22
22 17 22 39 22
23 13 61 26
24 4 57 26 13
25 26 44 22 9
26 51 22 22 4
27 61 17 22
28 4 57 30 9
29 4 35 30 22 9
30 44 39 9 4 4
31 17 35 26 17 4
32 9 35 48 9
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APPENDIX E3

FLCAS items with percentages of LOW anxious students
selecting each alternative

SD (%) D (%) N (%) A (%) SA (%)
29 43 29
2 57 14 29
3 57 29 14
4 57 14 29
5 14 29 57
6 29 43 14 14
7 86 14
8 43 57
9 29 43 14 14
10 29 43 14 14
H 14 29 43 14
12 43 57
13 14 43 43
14 71 29
15 57 14 14 14
16 57 29 14
17 86 14
18 57 43
19 29 71
20 43 57
21 71 29
22 14 43 14 29
23 14 71 14
24 86 14
25 57 43
26 100
27 86 14
28 29 43 14 14
29 14 57 29
30 100
31 29 43 29
32 43 43 14




APPENDIX F1

BALLI items with percentages of HIGH anxious students
selecting each alternative

SA (%) A (%) N (%) D (%) SD (%)
67 33
2 33 33 33
3 50 17 17 17
4 50 17 17 17
5 17 17 33 33
6 17 50 17 17
7 33 67
8 17 33 17 33
9 33 33 17 17
10 67 33
11 83 17
12 17 33 33 17
13 17 83
14 50 33 17
15 17 50 33
16 33 17 33 17
17 50 17 17 17
18 50 17 33
19 33 50 17
20 50 17 33
21 83 17
22 33 50 17
23 67 17 17
24 17 17 17 33 17
25 33 50 17
26 17 17 33 33
27 67 17 17
28 17 50 17 17
29 17 33 33 17
30 17 50 33 17
31 33 33 17 17
32 17 17 33 17 17
33 33 50 17
34 67 17 17
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APPENDIX F2
BALLI items with percentages of MEDIUM anxious students

selecting each alternative

SA (%) A (%) N (%) D (%) SD (%)
51 30 4 13
2 17 35 i3 22 13
3 39 44 13 4
4 9 70 17 4
5 13 35 9 30 13
6 39 48 9 4
7 44 39 4 13
8 13 44 17 17 9
9 9 9 17 65
10 26 44 30
11 74 26
12 22 44 13 13 92
13 35 61 4
14 35 26 13 9 17
15 17 65 13 4
16 13 57 30
17 74 26
18 9 48 13 17 13
19 39 51 9
20 4 4 57 35
21 26 61 9 4
22 4 9 44 9 35
23 51 44 4
24 13 30 4 26 26
25 30 57 9 4
26 4 4 4 51 35
27 78 17 4
28 13 44 17 26
29 17 51 13 17
30 39 35 13 4 9
31 4 39 9 26 22
32 4 22 17 44 13
33 4 26 61 9
34 43 39 4 9
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APPENDIX F3

BALLI items with percentages of LOW anxious students
selecting each alternative

SA (%) | A@%) N (%) D %) |SD (%)
57 29 14
2 29 14 57
3 43 29 29
4 14 71 14
5 29 29 14 29
6 43 43 14
7 7 29
8 57 14 14 14
9 14 29 57
10 43 43 14
11 86 14
12 29 29 14 29
13 57 29 14
14 43 29 29
15 43 43 14
16 43 57
17 71 29
18 43 29 29
19 43 14 14 29
20 29 71
21 71 29
22 14 43 43
23 71 14 14
24 14 14 14 57
25 43 43 14
26 43 57
27 86 14
28 29 29 43
29 14 57 29
30 43 57
31 14 43 14 29
32 14 43 43
33 14 14 71
34 71 14 14
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APPENDIX G1
Interview and Diary Entries Turkish Version (Speaking)

1. PERSONAL REASONS

a. Self assessment of ability

a, —-Baganisiz oldugum igin kendimi stkyyorum. Sonug= pismanlk; konustugum zaman keske
konusmasaydim diye, konusmadi@im zaman bu gidigle ne olacagim diye. (I)

b. ——-Speaking’ i bagaramadigim icin huzursuzum. Ingilizce konusamyorum. Pek de umudum yok ama
umarim sonunda diizelir. (H)

¢. -——Derste catir ¢atir Ingilizce konusabilmeyi ne kadar isterdim. Ama maalesef iki kelimeyi bir araya
getirebilmek igin bile bir siiri dilgiinmeye ihtiyacim oluyor. (H)

d. —-Ben kotii oldugumu biliyorum. Konusamyyorum ki. (H)

e. —-Bu dersten kalmaktan korkuyorum. Speaking’ de hig iyi degilim. (H)

fo —Speaking’ den korkuyorum. Korktugum tek ders bu. (H)

g. ~Ben icine kapamk bir insamm. Dogra oldugundan emin olsam da sdylemeye ¢ekiniyorum. Bundan
dolayt da kendimi sugtuyorum. Tamamen benden kaynaoklamyor. Bunu Jarmam gerekivor. (M)

h. —-Ben de Ingilizce'de aynen Tilrkge'de oldugu gibi kekelemeden, duraksamadan konugsabilecek
mivim? Akact bir sekilde konugabildigim zaman kendime giivenim gelecek. (A1)

i, Ik defa siramn bana geldigini bildigim halde heyvecanlanmadim. Ciinkii ¢ok basit ctimlelerle
konugacaktun. Ancak onu yapabiliyorum. (M)

a, —--Konusmay sevmiyorum. O yizden bildigim halde konugmuyorum. Gillerler diye korkuyorum.
Sonra da zaten bildiklerimi unutuyorum. (H)

b, ——-Konuya hicbir zaman ben baglamarmigimdir. Ciinkil diger arkadaglar konusurken hazirlanmama
ragmen eger cesaret edip konusmaya baglasam bile biltiin konugacaklarim aklimdan gider. Sonra da
konusamadiklarim igin sinirlenirim. (H)

e. —Soylemek istedigimi kafamda toparlamaya ¢aligryorum. Tiirkge diisiintiyorum, sonra da Ingilizce 've
gevirmeye ¢alisivorum. O arada bir bagkas: cevap veriyor, ve ben soyieyemiyorum. Q anda unutuyorum
ne soyvleyvecegimi. (H)

a. -—Konusmada iyiyvim. Bu derste kendimi ¢ok rahat hissecliyorum. (1)

b. —Speaking derslerinde kendimi rahat hissediyorum. Iyi konustugumu zannediyorum. (L)

o —-Hig konusanuycam, edemiycem korkusu yok. Derste kendimi ¢ok rahat hissediyorum. (L)

d. —-Simf bana gillse bile etkilemiyor, eger sOylemek istersem soylerim. Benim igin dnemli olan
konugabilmek, anlasabilmek. Sonra ben kendime giiveniyorum. (1)

b. Self comparison to others

a. —-Arkadaglarim gok iyi konusuyoriar. Hata yapsalar bile konusuyorlar. Ben konusmuyorum. (H)

b. -—Arkadagtarinun ¢ogu anhyor, ama ben anlamayanlar arasindayim. (H)

¢ -—Presentation’da herkes ¢ok iyiydi. Ben de gok kétii degildim ama ¢ok heyecanlandum. Sesim
titriyordu. Hig susmamalyam diye ditginditm. (H)

d. —dAnlatanlar heyecanliyd:. Dinleyenler de hoca soru sormaya baslayinca heyecanland:. Ben
herkesten daha da heyecandiydim. (H)

e. —Kendimi kiyasiadifimda koti Sgrenciler grubuna koyuyorum kendimi. Notlar onu gésteriyor. Ben
niye kotiyiim diye dilsiniivorum. Kegke daha iyi olsaydim. Kendimi zorluyorum ama c¢ahsmak
istemiyorum. (H)
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[+ -—-Arkadaslarimun iyi oldugunu ve her zaman takdir gérdiginii bilmek sevkimi iyice kertyor. (H)

a. -——Ben kendimi iyi dgrencilerle kivaslayamiyorum bile. Kiyaslasam biraz daha ¢alisirdim belki.
Benden biraz daha kétiler de var diyorum yalmz Moralim bozuluyor. Demek ki benden daha da kotiler
var diye diginiyorum. Demek ki bende anormallik yok diye diigiiniyorum. Calsmiyorum ki nasi!
kayashyayim kendimi. (H)

@ -—-Ben presentation igin o kadar ugrastim, ettim, hocamn verdigi not 100. Tamam, bana 100 verdi
ama kagittan okuyanlar da 100 aldi. (M)

b. —-Baz arkadaglarimiz hi¢ calismadan gelmig. Sadece ben ve partnertm ¢ok iyi hazirlanmgtik. Ama
sonugta ayr notu aldik. Hig adil degildi. (M)

c. —-Simftaki herkes quizden 80 - 90 aldi. Ben 36 aldigim ogvenince gidip sinivimden agladim Bende
bir eksiklik mi var diye diigitndiim. (A0

d. --Bazen yakin arkadaglanimia fayaslarum kendimi. Iyi not aliyorlar, ben diyorum niye iyi alamadim.
Onlar sgrenmigler ben niye dgrenemedim gibisinden diigiinceler oluyor. (Af)

e. ---Ben kendimi orta diizeye koyuyorum. Benim Ingilizcem o kadar iyi degil Kendime iyi birisini
seqtigim zaman hrs bagliyor. Onu gecmeye calisirim. (M)

J- —--Kendimi digerleriyle kuyasiarim. Daha iyisini yapmaya ¢alisinun. (AQ)

g. -—Bazen kim benden daha iyi kim daha kotii diye dilstiniiriim. Bu da bene motive eder. Kim diisiinmez
ki? A

a. —Ozellikle konusma dersinde daha ¢ok kiyashyorum. Belirli arkadaglartm var benden daha iyi
konusuyor dedigim Ama ben genelde yarigmiyorum kimseyle. (1)

b. ——Kendimi digerleriyle kiyaslarim ama ben daha iyi yapayim dive bir kaygun yok. Ben zaten iyiyim
daha iyi olma hirs1 yok bende. (1)

¢ ---FEger simfta birinin benden daha iyi oldugunu diisiiniirsem ben onu gegmeye calisirim. Bu beni
giidiiler. (L)

d. ——Ashnda speaking derslerini ¢ok sevmiyorum, ¢linkil simfin seviyesi ¢ok yitksek degil. Bir kag kigi
var iyi. Bu da bu derste gok bariz ortaya ¢ikiyor. (1)

e. ---Niye kendimi digerleriyle kayasliyayun ki? Zaten 3. Vizelere kadar ya bir ya da ikinci siradaydim.
(L

a. ---Bazen sorunun cevabu bildigim halde simfa, cevreme bakardim. Hi¢ parmak kaldiran yoksa ben
de kaldirmazdim. Herkes koldirsa cesaret alacagiim Belki de bana kizarlar diye digiiniirdiim. Lise
willarninda da ¢ok oldu bu. (1)

c¢. High personal expectations

a. -—Yiiksek not almak o kadar énemli degil de ispatlamak daha onemli. Konuyu iyi biliyorsam hem
hocaya hem de kendime ispatlamam lazim. Yanhs yapmamam lazim. (L)

b. —-Ben her zaman kendimi agmaya g¢altsirim. (L)

e —-Daha ¢ok caligip daha iyi notlar alabilivim. (L)

d. ——-Sadece gegeyim, hig boyle bir diigiinceye kaptlmam. En yitksek notu almam lazim. (L)

e. -—Gramerim kotit degil ama doha akict olmam lazm. Umarim bu ¢ok zaman almaz. (1)

Jo —Cok iyi hanrlanp sunumu iyi yapmak istiyorum. Gorsel efektlerle stislenmigs bir haznirlik yapip oyle
anlatmay: dilgiintiyorum. (1)

g. —Bazen konugsmamarn sebebi hatasiz konusmaya ¢ahsmam. Mutlaka dogru gramer yapisiyla
sdylemek istedigim icin oldukga fazla diisaniiyorum. (L)
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a. -—-Biz kiti sunanlardandik. Cok daha iyi ¢ahsip, daha iyi sunabilirdik. Ashinda ben boyle kotii
ddevler vermeye alisik degilim. Umarim bir daha olmaz. (M)

b. ---Bugiin ben sunumu yaptim. Cok daha aktif olabilir ve daha iyi sunabilirdim. (M)

¢. —Bugiln biz sunduk. Cok kotii olmamakla beraber ¢ok daha iyi olabilirdi. (Af)

d. -—-Ben hep kendimi gecmeye caltsirim. Bu beni daha ¢ok ¢alismaya sevk eder. (M)

e. ---Speaking derslerinde daha aktif olmaliyiz. Daha gok sey dgrenebiliriz. (M)

S —Speaking’i seviyorum ama daha aktif olup, daha iyi &grenebiliriz. (M)

g --—-Hem arkadaglarimi dinleyip hem de haftaya yapacagim presentationim diisiiniiyorum. Cok iyi
hazirlamp hocayr ve siniftaki herkesi memnun etmeye calisacagim (M)

d. Learner Beliefs

i. Learner beliefs about making mistakes

a. ---Gramer dersinde hatalarimiz hemen diizeltilmeli. Ama konugmada eger gok énemliyse diizeltilmeli.
Yoksa diizeltiimemeli. (H)

b. —Hatalar diizeltilmeli, ama benim konugmam bittikten sonra. Yoksa ben hem ne soyledigimi
unuturum, hem de nerede hata yapugimi anlamam. (H)

c. --—-Hatalanimz hemen diizeltilmeli, eger ben konugmami bittirdikten sonra diizeltilirse hatam
unuturum ki. (AM)

d. -—Hatalarinuz diizeltilmeli, hatasiz konusmayt sgrenmek zorundayrz. (L)

a. ——-Bence hatamn gorildiigii her yerde hemen diizeltilmesi gerekiyor. Ama konusma derslerinde
mimkiin oldugu kadar serbest birakilmasi gerekiyor bence. Yanls soyleye soyleye dogrusunu
Ogrenecegiz. (L)

a. --—-Hep yanlhs soyleyecegim diye korkuyorum. Bildigimi ifade edememekten korkuyorum ve
susyyorum.(H)

b. —-Konusurken hata yapmaktan korktugum igin susuyorum. Cinkii konusmaya baglayinca hata
yapmaya da bagliyorum. (H)

c. —Hata yapmaktan korkuyorum ve konugmak istemiyorum. (M)

d. -—Gramere konsantre olup hatalarim diizelteyim derken bildigimi de unutuyorum. (M)

e. -—-Pronunciation hatalar ¢cok énemli degil, ama gramer hatas: yapmamamiz lazim. (M)

J- —~-Hi¢ hatasiz konusmaya ¢aligngim igin cok diisiintiyorum. (L)

g —Hatasiz konusmaya ¢alistyorum. Bence gramer dnemli. (L)

ii. Learner beliefs about using L1 in the classroom

a. --—-Derste konusamiyorsak bu ¢ok fazla Tiirkge kullanmanizdand:r. (H)

b. —-Derste ¢ok fazla Tirkge kullamyoruz. Sonra da konusamiyoruz. Eger hep Ingilizce kullansaydik
benim igin daha iyi olurdu. (H)

¢ -—-Simifta Tirkee kullandigimiz zaman Ingilizcemizi practise edemiyoruz. (M

d. —Deste ¢ogu zaman Tirkce kullamyoruz. Hig gerekeni yapmiyoruz. Cok daha yararl seyler
vapabiliriz. Ingilizcemizi ilerletebiliriz. (M)

e. ——Her zamanki gibi derse Tiirkge baslayp Ingilizceye gectik. Nedense bu gecis beni korkutuyor.
Simifta yeterince Ingilizce kullanmyoruz. (M)

[ —Sunfia hi¢ Tirkge kullanmasiydik ¢ok daha ivi olurdu. (M)
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g —Sinifta hep Tirkge kullanmanuz bizim icin hi¢ de iyi bir sey degil, sonra Ingilizce Sgrenemiyoruz.
M)

h. —Ana dilimiz Ingilizce Ggrenivken hig kullamlmamab. (1)

i. —Qzellikle speaking derslerinde Tiirkge kullamimamah. (I)

Jo -—Bazen hocamin ne dedigini anlamiyorum. O zaman Tirkce agiklasa daha ivi olur. Sadece
bilinmeyen sozcikleri aciklamas: yeterli. Ben her soyledigini ¢evirsin demiyorum. (H)

k. —Gramer agiklamalarim anlamadigimizda Tirkge kullomimal ama konusma derslerinde Ingilizce
kullanmalyiz. (M)

L -—Agklamalarn anlamadiginuzda Tiirkge kullamlmali. (M)

m .—-Speakingde olmaz ama gramerde Tiirkge agiklama yapiimal. (1)

n. - Anlamadiginiz zaman Tiirkge kullamlabilir. (L)

a. -—Tiirkge dilsiintip kafamda gevirmeye calisirken birisi ¢ikip soylilyor. Ben de konusamiyorum. (H)
b, —-Tiirkgeden ¢evirip ondan sonra anlatmaya gahgtyorum. Olmuyor tabi. (H)

iii. Learner beliefs about vocabulary knowledge

a. -—Konugamiyorum, ¢iinkii dilgindiiklerimi agiklayabilecegim kelimeleri bilmiyorum. (FH)

b. -—-Bilmedigim bir silril kelime var. O yiizden konugamiyorum. (H)

¢ —-Derste konusamiyorum. Ciinkil yeterince kelime bilmiyorum. Benim ezberim kitidir. Kelime
ezberleyemiyorum. (H)

d. ——-Samrim daha ¢ok kelime ogrenerek daha akici olabilirim. Elimden geleni yapmaya galisacagim.
M)

e. ~—-Daha ¢ok kelime égrenerek daha iyi konugabilirim. (M)

[ —-yeterince kelime bilseydim, derse daha gok katilabilirdim. (M)

g. -—Diisiincelerimizi aciklayacak kelime bilmeyince konugamiyoruz. (M)

k. —~-konugsurken kelimeleri hatirlayamazsam Tiirkge7ye donerim. (M)

iii. Learner beliefs about native teachers

a. —--Konusma derslerinde yabanci hocanuz olsaydi, benim igin daha iyi elurdu. O zaman daha gok
Ingilizce konusmaya ¢alisirdim belki. (H)

b. ——-Konusma derslerinde yabanct hoca olsa daha iyi olurdu. O zaman Tirkge kullanmazdik. (H)

¢. —FEn anindan bir tane native speaker olmal. (M)

d. —Native speakerlar akicilik ve motivasyon igin gerekli. Bir native speaker’in dersinde daha aktif
olurduk. Bir Tiirk hocavia 3 saat Tirkee konusmak bile ¢ok siket olurdu. (M)

e. -——-Native speakerlar cok onemli. Tiirk hocalarla her zaman Tiirkge ye dénme sansimiz var. (M)

[ —Sadece speaking de degil, tiim derslerde native speakeriar olsq daha iyi olurdu. (M)

g ~—Imkan olsa da bence hepsi yabanci hoca olsa. Cok daha iyi olurdu. (1)

h. —Yabanei hoca geldigi zaman ¢ok akict konugacak. Hig bir sey anlamayacagiz. (M)

¢ —Native speakerlar o kadar da gerekli degil bence. (L)
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2. TEACHERS’ MANNER IN THE CLASSROOM

a. Teachers’ manner towards the students’ errors

a.—Hatalarnmiz dilzeltilmeli, ama konugurken durdurup hata diizeltmek hi¢ de hog olmuyor. (H)

b. —-Speaking derslerini sevmiyorum, giinkil hoca soziimii kesip hatalarinu dilzeltiyor. Kafam dagiliyor,
ne soyleyecegimi de unutuyorum. Zaten nerede hata yaptiim da anlamiyorum. Bir daha da konugmak
istemiyorum. (H)

o —-Konugurken hoca donilp ne demek istivorsun dedigi zaman, ya da hatalart dizelttigi zaman
gidiyor. Ben de unutuyorum ne sdyleyecegimi. (I)

d. —-Hatalarum ben konugmanu bitirdikten sonra diizeltilmeli. Yoksa ne sgyleyecegimi unuturum. nerede
hata yaptigum da anlamam zaten. (1)

e. ~Hatalarim hemen diizeltiliyor. Bu benim igin ¢ok ivi. Eger ben konugmanu bitirdikten sonra
dilzeltseydi hoca hatami unuturdum. (M)

f ~--Her hatam diizeltilse, konugamazdim ki! (L)

a. Teachers’ manner towards the students

a. —-Ogretmenim beni sadece elestiriyor. Kegke biraz bana ve benim gibilere moral verebilseyvdi. lyi
olmadiginu ben zaten bilivorum Neden gelismem igin bana yol géstermiyor?

~-Speaking derslerinde hoca lkziyor konusmuyorum diyve. “Seni konugturmays beceremiyorum”
gibisinden laflar ediyor. Ashinda hakl. Konugma dersindeyiz ¢iinkii. Konusmam gerek. Ama ben
gklhimdan gegirivorum ciimleyi, kurana kadar birisi siyliiyor ve onlar baska bir seye gegiyor (H).

a. ---Bir keresinde bayvag icerlemigtim. Bir arkadasimdan bahsetti hoca. “X bile gecti, o asamay
atlatt. O bile konuguyor” dedi. Oyle demesi, yani “evet, senin distindigfin gibi aptalsin” diye
diigiinditm ben o an. [ste o zaman ¢ok lazdim. Bir daha speaking derslerine girmeyi istemedim. 2 hafta
girmedim o derse. (H)

a. -—Hocamiz bir kere benle ¢ok dalga gecti. X hakkinda Irgilizce konuguyordum. Her iki kelimede bir
durdum. Hoca da dalga gegti. “Anladik, senen demek istedigin th-th” diye. (L)

&, ---Bir kere speaking dersinde ¢ok sinirlenmigtim. Sunularimz: yapmanuz gerekiyordu. Ben tam 4 saat
calistin. 100 aldim, tamam ama hi¢ ugrasmayanlar da 100 aldh. Hi¢ adil degildi. Hoca bize aferin bile
demedi. Bazen hak etmeyen insanlar hak etmedikleri notlart aliyorlar. Diger derslerde de bazen oluyor
bu. Ya notlart ¢ok dikkatli versinler, ya da ben sifir almak istivorum. (AM)

b. «—-Cok ivi hazirlannnstim. Nerdeyse sunumu ezberledim, 100 aldum ama kagittan okuyanlar da 100
aldi. YORUM YOK! M)

e, ok iyi haarlandim. 100 aldim, ama anlatmayip kagittan okuvanlar da 100 aldi. Emegimin bosa
gittigini dilsiindiim. Hocalar kimin hak edip kimin hak etmedigine daha dikkatli karar vermeli. Bu beni
tiziiyor. (M)

a. ——Hoca bize not alacaginuz hatirlanp durdu. Presentation ¢ok daha zor ve stkict hale geldi. (M)
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3. TEACHING PROCEDURES

a. Speaking in front of the classroom

a. —Yann konusacagim diyorum, ama olmuyor. Konusmaya baglayinca bana neler oluyor bilmem.
Herkes beni dinliyorsa ne sovieyecegimi unutuyorum. Bundan nefret ediyorum. (H)

b. ---Yalmzken g¢ok gizel konusuyorum. Ama simjta olmuyor, hoca sorunca kafum karisiyor ve
konusamiyorum. Bildigim her sey kafamdan siliniyor. (H)

¢ ---Nedenini bilmiyorum ama bir konu tartisithrken gok katilamiyorum. Aklima sdyleyecek hi¢ bir sey
gelmiyor. (M)

d. —Kendi kendime konusurken oluyor, ama simifla gok zor. Ozellikle hoca soru sorunca afalliyorum.
Bu beni ¢ok tiziyor. (3)

e. -—Ashinda konugmayt severim de ders esnasinda mecbur kalmadikca konusmayr sevmiyorum.
Sebebini bilmiyorum. Bazen kelimeler gelmiyor; hevesli olmadigim zamaniar. Oyle bir durumda da
kalmak istemem. (1)

[ —bugtin sunu fark ettim. Sufta konusmam gereken durumlarda az da olsa heyecanlamyor ve hata
yapmaktan korkuyorum. Gramerim dogru ama daha akict olmam lazm. (1)

a. —--Lise de verilen egitim not korkusuyla yapiimg egitimdir. Oyle oldugu icinde zaten panik oluyoruz.
Simdi de stnifia konugurken not vereceklerini zannediyoruz ve konusamyoruz. (H)

a. ---Konugamyyorum, ama bir de su var; benim pek bilgim yok hig bir yonden. 9 senedir yurtta
okumugum. Kiiitiirel yonden kafomda hig bir sey yok. Diinyada ne olup ne bittigini bilmiyorum. Genelde
konular da oyle seyler oluyor, surda ne olmug... Ben éyle seyler bilmiyorum ki. (H)

a. ---Yilin baglarinda ¢ok karamsardim. Sanat Meslek lisesinden gelmistim. Basarabilecek miyim diye
diisiindiigiim oldy. Sonra notlarim ivi gelmeye bagladi. Simdi yok dyle bir kaygm. (M)

b. —-Ben Meslek lisesi qifaslyim. Bagslarda ¢ok sikanti ¢ektim. Etrafima bakiyordum, Herkes ¢ok iyi.
Baglarda hocarn soyledigi hig bir seyi anlanuyordum. Ne dedi diye arkadaglara soruyordum. Sonra
konusmalarina alignm. Ozellikle konugma ve dinleme dersierinde ¢ok zorlandim. Kendimi konusgmaya
zorladim. Simdi konusabiliyorum, ama Listening’i hala yapamiyorum. Bende bir de isitme problemi var.
Bence farkh seyler denenmeli Listening te. (M)

a. ——-Kendime giivenirim, ¢iinkii Anadolu lisesinden mezun oldum. Hig ¢alismasam bile gegebilirim her
halde. (L)

b. -—-Anadolu lisesinde bize hata yapsak bile Almanca konugmayr égrettiler. Susturmuyorlards bizi hig.
O yiizden Ingilizce konusmaktan ya da yanlhs yapmaktan hig korkmam. (L)

b. Presenting a Topic

a. —Bu haftaki Speaking dersinden bayag korkuyordum, Neden mi? Séyleyeyim. Biitin sinifin ve
hocamn karsisinda konu anlattim. Herkesin pilf dikkat beni dinledigini aklimdan gegirivermek bene
aptallastirniyor. Hi¢ susmamalt, hep bir seyler soylemeliyim diye digindigtim icin mi béyle oluyor
bilimem. Sesim fitriyor, aklimdan gegenleri boliik pércitk stralamaya bagliyorum. (H)

b. ---Speaking dersinde konu anlatmamiz gereldyordu. Ben tabi, dnceden hazirlachklavimu unutup,
kagittan okudum. Sonuct malum... (H)

c. — Bugiin ders zordu. Ben sunumu yaptum. Cok ¢aligmshm, ama yine de heyecanlandim. Sunmaya
basladiktan hemen sonra rahatladim. Bitince de dilgindigiim kadar zor olmadigim anladim. (1)
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a. ---Kendimi kiirsiide diigiinemiyorum. Bakalm haftaya ne olacak. Soru sorulunca her sey karsacak
gibi geliyor. (H)

b. —Bakalim ben nasi sunacagim. Daha énce hi¢ boyle bir gey yapmadik. Biz zaten normalde toplum
onginde konugmaktan ¢ekiniriz. (M)

¢ ok zor bir odev. Nasil basaracagim bilmiyorum. Diigtiniince bile heyecanlaniyorum. (M)

d. ——-Bizden ne bellendigini hala anlamug degiliz. (M)

e. —-Hala ne yapmamiz gerektigini kimse anlamadi. Bakalim haftaya ben ne yapacagim. (L)

S —-Hocamn ne istedigini kimse anlamads. (M)

a. -—Ozellikle finalin % 30’ unu etkileyecekse sunulardan énce hoca bize érnekler vermeliydi. (L)

b. ——Cok zor bir ddev. Seviyemizin istiinde. Finallerimizi de etkileyecekmis. Bize bioyle zor ddevier
verilmemeli, ya da en azindan final notlarumzi etkilememeli. Iyi 6grenciler bile iyi bir not alamayacak.
(L)

¢. --—-Bugiin derse katildik, ¢iinkil mecburduk. Hoca katiluma da not veriyor. Derste ¢ok stkildim. (M)

d. ---Presentation zaten zor, bir de degerlendirildigini bilmek onu ¢ok daha zorlagtinyor. (M)

a. -——-Presentation ¢ok zor. Stmif ortanu ¢ok streshi. (M)

b. --Kalkap bir konu sunmak gok zor. (M)

c. —Zaten speaking derslerini sevemedim, bir de konu sunmak zorundayiz Bizim seviyemizin ¢ok
idstiinde. (M)

d. —Cok zor ve stkict bir sey. (M)

e. --Presentation gok zor. Seviyemizin iistinde. Ozellikle degerlendirildigini bilince daha da zorlagiyor.
A9

f- —Seviyemizin iizerinde. Bundan hig bir sey dgrenmeyecegiz. (L)

8. ——Bugiin ders zordu ¢iinkii ben sunu yaptim. (L)

h. ---Bize bayle zor ddevier vermemeliler. Iyi ogrenciler bile iyi bir not alamayacak. (L)

a. -——Presentation ¢ok yararsiz. Daha giizel seyler yapabilirdik. (M)

b. ---Bugiin ben sundum. Cok silaciydi. Bu derste boyle seyler yapmamaliyiz. (M)

¢. -—-Bir an énce sunup kurtulmak istivorum. (M)

d. -—-Elimden geleni yapmaya ¢alistim. Simdi kendimi rahatlanug hissediyorum. Omzumdan biiyiik bir
yiik kalkti. (M)

e. ——-Bundan bir sey 6grenmeyecegiz ki. (L)

[ —Presentation gok yararsiz. Eger devam problemim olmasaydi derslere girmezdim. (H)

a. ---Bakalim ben nasil yapacagim. Daha énce hig yapmadigumz bir gey. (M)
b. -~-Bavle bir aktiviteyi ilk defa yapiyoruz. Dogal olarak da ne yapacagimizi bilmiyoruz. (M)

¢. Studying Individually

a. —Derse girmeden bir problemim varsa derste onu digiiniiriim. Oyle olunca da derste ne olup ne
bittigini anlayamiyorum. (H)

b. -—Derse girmeden dnce ¢zel bir problemim varsa derste onu diiginiriim. Zaten basim anlamayip
ucunu kagirirsam, brrakirim dersi. (H)

c. -——-Derste hep sorunlarim digiiniiyorum. (H)

d. ---Bugiin kendimi disaridakileri seyrederken buldum. Bugiinlerde ¢ok oluyor bu. (Cok cabuk
stkiliyorum. (H)

e. -—Bazen kendimi derste ozel sorunlarim diigiiniirken buluyorum. (H)



161

a. -—Kendim ¢alisirken dahp gidiyorum. Bagka konulara gegiyorum. Ama yammda bir arkadas olsa,
konugsak ne yapiyoruz, ne ediyoruz diye, hi¢ dikkatim dagilmiyor. (H)

b. —-Yalmz calisinca dikkatim dagihyor. Ama kiigiik gruplar halinde galigsaydik daha iyi olurdu,
Gruptaki insanlarin da aym seviyeden olmasi gerekiyor tabi. (FH)

a. —Bu aktivitede bir partnerum olimast beni rahatlatt. (M)

b. ---X ile oldugumdan ¢alismak kolaydi. (M)

. —-Swnifla yalniz galismak istemem. I kisi ivi ama baska zaman kendim calismayi tercih ederim. (M)
d. —-Sinifta birisiyle caligmak daha iyi. Ama onun seviyesi de benimkinden diisiik olmamal. (M)

a. ——Kendim ¢aligmayr tercih ederim. Yoksa konsantre olamam. (H)

b. -—-Ben hep yalmz ¢alismayt tercih ederim. (M)

¢. -—Konugma derslerini seviyorum, ¢iinkil kendi bagimiza cahgabiliyoruz. (L)
d. ——-Grup halinde galisirken konsantre olamiyorum. (L)

e, —Ben hep yalnmiz calismay tercih ederim. (L)

d. Listening to Songs

a. -—Bazen sark: dinliyoruz. Cok fazla ritimii falan. Anlamiyorsun o zaman. Anlamayinca da strese
giriyor insan, Anlayanlar var tabi de ben anlamayanlar arasina sokuyorum kendimi, ¢iinki g¢ogu seyi
anlayamiyorum. (H)

b. —-Sarlalary anlameyorum. Video daha iyi, ¢linkii gorsel bir geyler var. (H)

e —Simdiye dek yapngimz en eglenceli dersti. Sark soyledik. Kendime giivenim geldi. (H)

d. —Sarkilar ¢ok zevkii ve yararll. Sarfalardan 6grendigim kelimeleri hic unutmuyorum. (H)

e. ——Sarkilar hem ¢ok zevkli, hem de yararh. (H)

f- -—Su ana dek isledigimiz en zevkli dersti. Bence bu en iyi dgretme metodu. (M)

g —Kendimi ilk okul 6@rencisi gibi hissettim, ama gok eglendim. Bu sarkay: hi¢ unutmam artik. (M)

h. —Klasik bir ders degildi. Cok hosuma gitti. Cok kolay dgrendim. (M)

i. -~--Su ana kadar isledigimiz en zevkli dersti. Sarka séyledik. (M)

J. ——Bu dersi hi¢ unutmayacagim. Yaptigimiz en zevkli dersti. (M)

k. —Sarkalar ozellikle akucilik ve aksan agisindan ¢ok dnemli. (L)

L ——Derste video ve miizik kullanmak bizim igin gok yararlh ve zevkdi. (1)

m. —En eglenceli dersimizdi. Sarki sévledik. (L)

n. ---Sarkilar motivasyonumuzu arttirtyor, vahatlamamizt saghyor. Yararh da. (1)

a. —Bugiln bir sark égrendik. Bence ¢ok yarart olmadi. (H)
b. —Cok eglenceliydi, ama faydal olmad. (M)
c. —Eglenceliydi, ama bence zaman kaybi. (M)
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APPENDIX G2
Interview and Diary Entries Turkish Version (Writing)

1. PERSONAL REASONS

a. Self assessment of ability

a, -——Neden boyle oluyor bilmiyorum. Bu kadar ugragp yozmama ragmen bir tirlil yiksek not
alamiyorum. Ya 60, ya 70 bagka not yasak bana. Yine bu paragrafimin sonunda da hilsrana
ugrayacagimdan eminim. Inanmast gok gilg ama giinin birinde 90 veya 100 aldigimu gérebilecek
miyim.

--Evet bu paragrafimun sonu da 70 ile sonugiands. Ne bekliyordum ki sanki. 60 olmazsa 70, 70
olmazsa 60. (H)

a. ~—Sene bitecek, ben hala dogru dilzgiin bir paragraf yazamiyorum. (H)

b. ~—Zor konu segmeye korkuyorum. Her zamanki gibi kolay hir konu segtim. (H)

¢, —Yazarken arkadaglarimdan ¢ok yardim aliyorum. Ozellikle gramerden. Samirim kendi basima
beceremiyorum. (\M)

d. ——-Draftim defalarca kontrol edivorum. Niye defalarca kontrol ediyorum bilmem. Bir tirli
kendimden emin olamiyorum. Hatta arkadasima defalarca kontrol etmesi igin zortuyorum. (M)

a. --~Paragraf yazmada iyi oldugumu siyleyebilivim. Konuya hakimsem hemen yazabilivim. (M)

b. —-Bugiin ¢ok ivi konsantre olamtyorum. Ama bu durumda bile cisnlelerim dogru ve grammatical.
Ingilizee de ¢ok iddialyim. Hocayr ve dersini ¢ok seviyorum ama kendi ¢abalarim da inkar edemem.
Writing benim en iyi ve favori dersim. (M)

o ---Writing derslerinde her zaman rahatim. Paragraf vazmada iyiyim. Konuyu biliyorsam gok ¢abuk ve
kolay yazabilirim. (L)

b. Self Comparison to Others

a. —-Iyi notlar almam gerekiyor, cinkil diger bir ¢ok kisi kadar iyi Ingilizcem var. Ama notlanm
onlarinki kadar yitksek degil. Daha ¢ok ¢cahsmaliyim. (M)
b. —Herkes paragraftan 80-90 alirken ben 70 aliyorum. Bana sorup yazmyorlar ama benden iyi
alwyorlay. Sanirim ben kendi aklimi kullanamiyorum.

—-Bugiin yvine ayrm sey oldu, Quize cahigmannglards, ben hasta oldugum halde diin gece ¢ahstim. Ama
teneffiiste bana ve bir arkadasgima sorup dGgrendiler. Bakalim sonug ne olacak. Eminim yine onlar
yiiksek, ben dilsitk alirmm. (M)

c. High Personal Expectations

a. —Notlarim kitii degil ama daha yitksek notlar almalyim. (M)

b. —-Bugilne kadar hi¢ boyle ¢alisip da yapamadigim olmamigtr. Biliyorum ki caligirsam bagarabilirim.
Ama bu writingde ige yaramiyor. Ne kadar ¢ok ¢ahgirsam galisayim, istedigim notu alamiyorum. (1)

¢ —Sectigim konularda digerierinden farklh olmaya galbgiyorum. Bu yiizden digerlerinden farkh
olmaya calisiyorum. (A1)
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d. ——Istedigim kadar iyi yazamiyorum, ciinki her zaman farkh bir paragraf konusu secmeye
calistyorum. (L)
e. ——Bugiin cok zor bir konu segtim. “Materyalizm ve Idealizm” haklanda yazmaya karar verdim. (L)
f. —-Paragraf yazarken zorlaniyorum. Ciinkii stradan konular se¢memeye dzen gésteriyorum. (L)

—Fn stkici writing derslerinden biriydi bugiin. Simifta bir paragraf yazdim. Ama hocaya bile
gostermeye gerek duymadan ¢ope attim. Cok basit oldu. Giizel bir konu bulmaliyim,

-0 kadar dikkat etmeme ragmen hala bir iki hata ¢itkwyor. Cok sinirleniyorum. Haftaya hatasiz bir
paragraf yazmaliyim. (L)

d. Learner Beliefs

a. ---Writing en anlapilmaz ders. Yazmak ¢ok zor; okumuyoruz, kelime-+gramer bilmiyoruz. Tiirkce’'de
bile kurallara uygun yazmak zor. Biz Ingilizce paragraf yazmaya ¢aligiyoruz. Bu cok sagma. Keske
. Tiirkee yazsaydhk. (H)

b. -—Biz aym anda hem speakinge bagladik, hem gramere, hem de yozmaya. Writinge basladigimzda
hi¢ bir sey anlamiyorduk. Sonra birden paragraf yazmanuz istendi. Anlamadik, hala da anlamiyoruz,
hig bir sey bilmiyorsun ginks. Temeli oturtarmyoruz. Birden bina yapmaya calsiyoruz. Ama ise
yaranuyor. Bir hata var bu iste. (H)

¢ —Tirkeede bile paragraf yazmak ¢ok zor. Bizden nasil Ingilizce paragraf yazmamiz beklerler?
Biitiin ders bayunca sozligimi karigtirtp durdum. (M)

d. ---Ben Tirkge ‘de bile yazmaya zorlanirken, simdi bir de Ingilizce yazmak zorundayiz.

a. —-(son bolimii) Tirkge digsinilp, Ingilizceye cevirmeye caligtm. Bu yiizden hatalarimin ogu
gramerden. (M)

b. —Yazmaya baglayinca sorun kalmiyor. Ama baslarda konu segerken zorlamyorum. Cinkii Tirkge
dilsinmeye baglyorum. (L)

a. —Tirkge’'de yarmayt sevdigim icin Ingilizce’de de iyi yazacagnmi zannetmistim. Ama hayal
kinklhigina ugradim. Cilnkil iyi yazamyorum. (1)

2. THE TEACHERS’ MANNER IN THE CLASSROOM

a. Teachers® Manner Towards the Students Errors

a. -—Hoca bugiin paragrafimm kontrol etti ve ézne-yiiklem bozukluguna ¢ok kizdi. Ben de bir daha ki
sefere daha dikkatli olurum. (M)

b. —-Hoca paragrafim hi¢ begenmeyip iizerinde bir siirii gizikle geri verdi. (M)

¢ —-Hoea bugiin paragrafinu kontrol etti ve bir kag hata oldugunu soyledi. Gereksiz ciimleler varmug.
Hatalarim olmasina iizilldiim ve konumu degistirmeye karar verdim. (M)

a. Hoca paragrafim hig begenmedigini siyledi ve bir silvit gizikle geri verip tekrar yaz dedi. Alelacele
yazip geri verdim. Ama hoca yine bir siril yanls bulup bir deha yaz dedi. (A)

b. ~—-Q kadar ugragiyorum, hatta bagka hocalara gosterip aferin altyorum, ama bu hoca begenmiyor.
M)

¢. ~—-Tim hatalarina diizeltmistim ama hoca bir tane daha buldu. (1)
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a. -—-Nihayet paragrafinn begendi. Ashnda dncekileri de begendigini séylemisti ama sonug ortada.
Bakahm bunu da ne kadar begendigini gorecegiz. 65 aldigim zaman ¢ok ¢aligmistim. Diger hocalara
sorup kiltiiphaneye bile gitmistim. Bundan kag alacagin ¢ok merak ediyorum. (M)

b. —-Her kontrol ediginde bir siiri} hata buluyor. (A1)

¢. —-Drafhm tigiincii kez kontrol edip yine hatalar buldu. Kendimi camdan atastm geldi. (M)

d. —Jkinci drafum bitirdim. Hoca da begendi ama eminim hafiaya yeni hatalar bulur. Bir gin dogru
dedigine ikinci giin yanhs diyor. (1)

a. —Hoca bazn ciimlelerimi paragrafian siliyor. Bence paragrafa ¢ok uygun olan bir cimleyi hoca
gereksiz buluyor ve siliyor. (H)
b. Kompozisyonlarumizin draftlanim hocaya kontrol ettivdik. Yanhglarmmzi ve nasil yapmawiz
gerektigini hocarmz bize séyledi. (H)
¢. —Hoca bugiin draftlarinizi kontrol etti ve herkesin hatasim diizeltti. Benim gramer hatalarim vard,
hoca onlan diizeltti. (M)
d. —-Hoca hatalarinu ¢izip altina dogrularim yazdi. (M)
e. -—-Klasik bir writing dersi. Paragraflan teker teker kontrol ederken ben miizik dinledim. Siram
gelince de hatalarim hoca tarafindan diizeltildi. Cok sitkiciydl.

---Bugiin simfta yoktum. Hatalarim hoca tarafindan diizeltilmiy. Ben sadece temize gegtim. (M)
- —-Her zamanki gibi paragraflarimizi teker teker kontrol ediyor, (1)

a. —[oca paragraflar: kontrol ediyor. Biz bir sey yapmiyoruz. (H)

b. ---Artik dersi kimse taknuyor. Hoca kontrol ederken herkes birbiri ile konuguyor. (H)

¢. —Her zamanki gibi hoca kontrol ederken biz iki saat boyunca orada oturuyoruz. Orada iki saat
boyunca beklemek gergekten gok stkici. Bu yiizden writing derslerini hep gereksiz bulmusumdur. Hoca
okurken niye biz okula geliyoruz ki; evde daha yararh seylerle ugrasabilirdik, (M)

d. -—-Bence writing cok yararh bir ders degil. Digerlerinin paragraflarimt kontrol ederken ben bos bos
oturuyorum. Sira bana gelince de sadece bes dakika afiyor. Yani hoca bana 5 dakikalik ders veriyor.
Orada hig bir sey yapmadan iki saat beklemek cok sagma ve sitkici. (M)

e. -—Hoca yanliglarimuzin el ¢izip dogrulart yazdi, Bu gerekli mi bilmiyorum. Bizim igin kolay ama
hoca dilzeltmeyip diigiinme sanst verse zorlamiriz belki ama daha yararh olurdu. En azindan beg dakika
yerine otuz dakika Ingilizce ditgiinmils olurduk. (M)

[- —-Yine aym sey. Orada bosu bosuna oturdugumu distindiim. Cok stkiciydr. Hoca tek tek kontrol
edecegine paragraflart sesli okusa herkes birbirinin hatalarindan bir seyler d@renirdi. Daha yararl
olurdu. Bu kadar da stkilmazdik. (M)

g. -~-Writing 'de kullanlan sistem ¢ok stkici. Hi¢ amacina ulagmiyor. Efer hoca ortak yanhglart bulsa,
tahtada yapsa, insenlar kendi yanhglarina benzer yanhslart gorse daha iyi dgrenirdik. Daha da zevkli
olurdu. (1)

h. --- Her zamanki gibi hoca paragraflar: tek tek diizeltiyor. Herkes kendi halinde; kimi kitap okuyor,
cogu da birbiriyle konusuyor. Ders ¢ok lagkalagms durumda. Siradan bir ders. Bir an dnce gitmek
istivorum. (1)

i. —Hata yapmaktan ¢ekinmiyorum ama hatalarum istedigim gibi diizeltilmiyor. (L)

a. —Writing giizel ¢iinkii hatalariny sadece ben ve hoca goriiyor. Koti de olsa iyi deyip moral
bozmuyor. Hoea sayesinde daha iyi yazma istegi doguyor. (H)

b, -—-Neyse ki hoca kontrol ediyor. Béyle bir sansimiz var. Not vermeden once bakiyor. Ben yaziyorum,
arkadaslarim diizeltiyor, hoca da kontrol ediyor. Yoksa halim duman olurdu. (M)

¢ -—-Hoca bugiin benim paragrafim kontrol etti. Cok hata yapmarusim. Sevindim. Sonra da bir
arkadagima yazmast igin yardin ettim. Umarim ikimiz de iyi bir not ahniz. (M)

d. —Hoca bugiin paragrafim kontrol etti ve sadece bir hata puldu. Cok sevindim. (M)

e. -—Bugtin ¢ok mutluyum, ¢ilnkil hoca sadece bir kag hatam buldu. (M)

f- —Hoca draftom begendi. Yeniden yazmak zorunda kalmadigum icin sevindim. Digerlerininkini
kontrol ederken ben simifia uyudum. (M)
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g. —Hoca bugiln paragraflar: kontrol etti. Sadece sonug bolttimiinde hatalarim varmis,

—-Sadece iki basit hata yapmsim. ok sevindim. (1)
h. ——Bugiin benim paragrafini kontrol etti ve #i¢ hata buldu. Ik draft icin gok onemli degil. Hoca
paragrafim begendigini soyledi. Kendime daha ¢ok gilvendim. Zaten galisiyorum, (L)

@. —~Writingi kendi bajimiza ¢alistyoruz. Arkadagiarla fikir ahgverisinde buhinup paragraflarimiz
karsilostirarak, hatalarimzr goriiyoruz, Bence bu ¢ok egilenceli. (L)

b. ---Writingde kendi kendimize calisiyoruz. Cok yararlt ve stressiz bir ders. Kendimi rahat
hissedivorym. (M)

¢ —-Hoea paragraflarimzi kontrol ederken biz bireysel ¢alistyoruz. Bu yontem hosuma gidivor. (M)

b. Teachers® Manner Towards The Students

a. —Hoca bir giin birisine, bu ¢ok kéti bir paragraf olmusg, bu konu senin seviyene gore degil dedi. ki
ki benim sadece gramer hatalarum diizeltiyor. Konularimun uygunlugu hakkanda hensiz bir sey
soylemedi. (H)

3. TEACHING PROCEDURES

a. -—Paragraf halinde yazmak ¢ok zor. Daha biz gramer kurallarim bile bilmiyoruz. (H)
b, -—Konuyu bilsem de paragraf seklinde yazanuyorum. Writing derslerinde iyiyim ve ¢ok ¢alizsyorum
ama, bu sekilde yazanuyorum. (M)
c. --- Bugiin yine paragraf yazdik. Su Ingilizleri anlamiyorum. ok kuralct insanlar. Her ¢esit paragraf
igin bir siril kural, Cok zor.

-—-Ne gilzel bu senenin son paragrafi olacak. (H)
d, —-Paragraf yazmak ¢ok silaci. Her geyi tek bir ciimlede agiklamak, stnirlandiriimak ¢ok zor ve sikici.
Writingi sevivorum ama bu sekilde degil. Bunun bize gelecekte nasil yararli olacagim bilmiyorum. (34
e. ---Hayatimda hi¢ bir seyi paragraf yazmay kafama taktifam kadar takmamustun. Bugiin herkesin
paragraf yazarken ¢ok zovlandigim fark ettim. Konu segmek en zor kismi. (L)

a. —-Bunun (paragraf yazmann) bize ileride nasil yardimer olacagim bilmiyorum. (M)

b, —-Writing de motive olamiyorsunuz. Olmamza da gerek yok ashinda. Ciinkil hi¢ bir sey yapmiyoruz.
Herkes bir seyler ile mesgul. (M)

e —-Writing bir iskence olmaya baglads. Lisede bile bu kadar sikici derslerimiz yoktu. Hoca bugiin yine
bir paragraf yazmamz istedi. Hocayr camdon disan atasim geldi. Boyle sikier konulan nereden
buluyor.

—~-Bugitn derse girmedim. Umurumda da degil. Nastlsa bir sey yapmayacaktik. O yiizden girmedim.
M)

d. —-Bugiin derse girmedim. Ama biliyorum ki, bir sey kagirmadim. Nasil olsa dniimilzdeki ti¢ hafta da
aym geylerle ugrasacagiz,

---Topic sentence, main ideq... baglarda hocamn takantih oldugunu diginiivordum. Sonra da bunlart
yapmak zorunda olduguna kendimi inandirdim. Sadece bu sekilde derse devam edebilivorum. Bu
paragraflanin gelecekte bize nasil yardime: olacagim bilmiyorum. Bu dersi sevmiyorum. Ciinkit yararlt
bulmuyorum. Eger boyle bir ders olmak zorundaysa, biz de devam etmek zorundaysak, daha zevkli hale
getirmeleri gerekir. (M)

e. -—Writing’in en iyi dersin olacagim dilgiinmiigtiim, ama yamimgm. Chnkil yazmayr ¢ok sevdigim
halde paragraf yazmak bang hitap etmiyor. (L)
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[+ ---Bugiin yine paragraf yazdik. Konular daha ilging olsa bu kadar sikilmaz ve daha iyi eglenebilirdik.
@

g. —Her zaoman qym seyi yapiyoruz: Paragraf. Bu paragraflardan gergekten sikildim. Senenin sonu
geldi. Biz hala dogru diizgiln bir sey yazamiyoruz. Aylardan beri topic sentences, summaries, specific
parts... larla ugrasip duruyoruz. Yarum yine writing var. (L)

h. ——Gegen yil OSYS sinavlarina haznrlamirken en nefret ettigim sey Tirkge paragraflart anlamaya
galismaks. Yine de takmazdim. Ciinkél dogru yapardim. Simdi de Ingilizce de paragraf yazma isi ile
ugrastyoruz. Aylardon beri hem de. Tiirkge paragraflan 6zlemeye basladim. (1)

a. —-Calismama ragmen bazt yerleri anlayamadim. Hoca da g¢ok ivi agiklayamadi. Anlamadan nasl
yazabilirim ki. (M)

b. -—Hoca konu haklanda gok bilgi vermedi. Ama gilzel gitzel paragraflar istemesini biliyor. (M)

¢ -—Hoca konuyu kisaca agiklad. Cok iyi anladiginuz soyleyemem. Anlamadan nasil iyi yazabiliriz ki.

(L
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ADDENDUM

Dediicated to
all high anxious learners

The Man Who Thinks He Can

If you think you are beaten, you are;

If you think you dare not, you don’t.

If you’d like to win, but think you can’t,
It’s almost a cinch you won’t.

If you think you will lose, you’re lost,
For cut in the world we find

Success begins with a fellow’s will;

It’s all in the state of mind.

If you think you are outclassed, you are;
You’ve got to think high to rise.

You’ve got to be sure of yourself before
You can ever win a prize.

Life’s battles don’t always go

To the stronger or faster man;

But soon or late the man who wins

Is the one who thinks he can.

Wintle, W. D. (1965 in Platts, 1993, p. 268)
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