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Abstract

Foreign Language Anxiety (FLA) holds great significance in the field of applied linguistics since
learning a new language is the integration of body, mind, and emotions; focusing on one part only
would never offer a full understanding of the learning process (Damasio, 2006; Young, 1999).
Horwitz, Horwitz, and Cope (1986) conceptualized Foreign Language Anxiety (FLA) as a
“distinct complex of self-perceptions, beliefs, feelings, and behaviours related to classroom
learning arising from the uniqueness of the language learning process” (p. 31). The current study’s
contribution to the field lies in in its attempt to identify the empirical practicality of implementing
FLA reducing strategies and measuring their effect by using a quasi-experimental design.
Furthermore, it investigates the perspective of both the learner and the teacher about FLA to gain
insight into the causes of the complicated phenomenon of FLA since focusing on one group
(learners or teachers) is unlikely to offer a full understanding of the problem. The study also
investigates teacher anxiety and its effects on learner anxiety, which to the best of the researcher’s
knowledge has not been researched before. The current study’s aim is to advance understanding
of FLA and how FLA functions among undergraduate English major students within the Saudi
context, by empirically testing — unlike much of the previous FLA research — the practicality of
implementing FLA-reducing strategies and measuring their effect through a quasi-experimental
design with an intervention and a control group. Moreover, the study explores both learners' and
teachers’ viewpoints about FLA and examines the relation between learner FLA and teacher FLA.

Data was gathered through questionnaires, interviews, observation and diaries.

The findings showed that the students experienced moderate anxiety and that the teachers
demonstrated low anxiety. The sources of learner anxiety were mainly traced back to the learner,

the teacher and the instructional practices utilized in the classroom. The causes of teacher’s anxiety



included fear of negative evaluation, perceived lack of understanding by students and that it has a
negative impact on learner anxiety, based on the participants’ responses. The participants
suggested a range of strategies to reduce FLA, some of which were implemented during the
intervention stage. The intervention helped towards reducing level of FLA among learners in the

experimental group compared with those in the control group.

Implications for teaching and for FLA research design are discussed including, among others,
increasing teachers’ and students’ awareness of FLA and its symptoms, encouraging teachers to
create a supportive learning environment to reduce learners’ anxiety and focusing further research

to explore teacher FLA.
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Chapter 1 Introduction

1.1 What is the importance of Foreign Language Anxiety?

"You could not begin to instruct a classroom of students without attending to their self-
efficacy, anxieties, motivations, and other personality variables" (Brown, 2007, p. 181).
Learning a new language involves an integration between body, mind and emotions, and so
focusing on one part only would never offer a full understanding of the learning process
(Damasio, 2006; Young, 1999). Therefore, Second Language Acquisition (SLA) researchers
have recently devoted a significant amount of time and effort to investigating the affective as

well as cognitive factors that influence learning a new language.

According to Horwitz (2008), affective factors include the feelings of learners about
the second language learning process, the target language and/or the target speaker group.
Among these, FLA is a key affective dimension in the second language learning process (Ellis,
2008). Indeed it is reported as being one of the most widely studied affective factors within

different second language learning contexts (Ellis, 2008; Maclntyre & Gregersen, 2012b).

Horwitz, Horwitz, and Cope (1986) conceptualise FLA of instructed learners, which
are the concern of this study, as a "distinct complex of self-perceptions, beliefs, feelings, and
behaviours related to classroom learning arising from the uniqueness of the language learning
process™ (p. 31). Their original conceptualisation of FLA as a distinct type of anxiety is
considered to be the real birth of FLA scholarship and has been built upon in the literature with
studies of its causes, influence, and strategies to reduce it. Language anxiety is often regarded
as a negative emotion that hinders acquisition, retention and production of the target language
(Gregersen & Maclintyre, 2014; Horwitz, 2017). Therefore any research focussing on efforts
to help learners reduce, or at least cope with, their FLA is potentially of great interest and value

for both teachers and researchers in many foreign language learning contexts (Alrabai, 2015).



13

It is in this spirit that the current study of FLA in Saudi undergraduate learners of English, and

how to handle it, is undertaken.

1.2 Personal motivation to undertake the study

For my master’s dissertation, | investigated foreign language speaking anxiety among
postgraduate Saudi learners studying in British universities. It was found that, although most
of the participating students had attained advanced proficiency in English, language anxiety
still had a significant effect on their performances both inside and outside the classroom.
Accordingly, this finding motivated me to trace the issue back to an earlier stage of Saudi
students’ experiences as foreign language learners, specifically to the English major
undergraduate level, where students first encounter the need not only to learn English as a
subject but also to use it as a medium of day to day communication in the classroom. This was
done to determine if anxiety plays a role in the second language learning journey from early

stages, and to address the issue of how to deal with it.

As an English Foreign Language (EFL) learner myself, I can relate to the participants
of both studies and their struggles. Learning a new language is a challenging journey which, at
times, can be overwhelming. As a university student majoring in English language, not only is
it necessary to speak the foreign language to communicate, but the learner must also study
through the medium of the foreign language. A student’s entire success or failure is dependent
on how well they can learn this language. As such, high levels of stress and anxiety can prevail

when learning a foreign language at this level in Saudi Arabia as in many other countries.

As a teaching assistant, | further noticed that many of my students view anxiety as an
obstacle to achieving their full potential as EFL learners. Transitioning from all-Arabic high
school learning to an English-medium university setting is a major change in these learners’

academic environments. They come from secondary school classes where English language
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teaching is based on a teacher-instructing and test-oriented approach. High school students are
not expected to actively engage in the language learning or using process; conversely,
university-level instruction introduces the student to a different learning environment with
higher demands concerning the acquisition and use of language skills. At university level, EFL
learners are expected to participate in discussions, ask questions and deliver presentations.
Moreover, unlike at school level, most of the university’s instructors have at least a master’s
degree, and their teaching practices are influenced by Western methods because most of them
have obtained their degrees in either the UK or the USA, where teaching is primarily learner-
cantered. These changes in the instructional atmosphere therefore make the undergraduate

English major context unique and worthy of investigation in terms of language anxiety.

1.3 English language education in Saudi Arabia

Avrabic is the official language of Saudi Arabia and, apart from some private schools, it
is the medium of instruction up to university level. English Language is introduced as a
compulsory subject from the seventh grade, but many students are not interested in developing
their proficiency in English and only consider it as a course to pass in the examinations (ur
Rahman & Alhaisoni, 2013). Due to increased awareness regarding the importance of English
as a globalised medium of communication and an important tool for the country to achieve its
international and societal goals, in 2006 new regulations were introduced stating that English
was to be taught in state schools starting in the sixth grade rather than seventh grade (Ramady,
2010). This decision, which is similar to policies in many other countries around the world,
was based on the reasoning that introducing English to younger students would facilitate
greater competency (Birdsong, 2005; DeKeyser & Larson-Hall, 2005), as was followed by the
recent development in 2011 that teaching of English should be introduced even earlier,

beginning in the fourth grade.
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Despite such initiatives, many Saudi students however do not reach an appropriate level
of English proficiency and serious concerns have been raised by the Saudi government and
educators regarding the low levels of achievement among students (Alrashidi & Phan, 2015).
In describing the Saudi educational context, Khan (2011) stated that "[d]espite sound planning,
purposive curriculum, suitable textbooks, qualified teachers and effective administration, the

teaching-learning process sometimes seems to be ineffective . . . and unsatisfactory” (p. 1249).

One cause of the poor learning outcome could be the use of a teacher-centred rather
than a student-centred learning approach. In the Saudi context, many EFL learners tend not to
engage in classroom discussions, activities and interpersonal exchange because they centre on
the teacher, who runs the class and its activities, including initiating discussions and
transferring knowledge to pupils (Alrabai, 2014; Alrashidi & Phan, 2015; Fareh, 2010).
Another cause could be the grammar-translation method of teaching English. Brown (2007)
lists the following principles involved: memorisation of vocabulary in the form of lists of
isolated words, approaching difficult reading texts far too early, paying little or no attention to
pronunciation, learning phonological units of English (phonemes), grammatical units (clauses,
phrases, sentences), grammatical processes (transforming elements, adding, changing), and
lexical items (function and content words) as the main focus in all the activities; and drill
exercises. He argued that the grammar-translation method may be useful in improving memory
and recalling skills but not in achieving proper communication, which is the main aim of

learning a new language.

The low proficiency in English of school leavers, compared both with other countries
and with what is a suitable base proficiency for taking English medium courses at university,
is a serious weakness that they bring with them when they enter the universities and face
substantial difficulty in their English classes and courses (Alrashidi & Phan, 2015). Most

importantly for the present study, low proficiency is a strong indicator of FLA since students
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with low proficiency levels are largely more anxious than those with high proficiency

(Khaldieh, 2000; Liu, 2006; Young, 1991).

1.4 The context of the present thesis

Similar to most of the educational establishments in Saudi Arabia, male and female
students of English department at Bisha University are taught separately in different campuses
where they do not mix at all, interact, or socialize with one another. The focus of the current
study is the first-level female students of the English department, who are usually divided into
groups of 30 to 40 students per group. All students had Arabic as their first language. None had
lived abroad in an English-speaking country for an extensive period of time, nor studied any
other foreign languages. They had all experienced a similar history of exposure to English,
including 6 years of English in state school prior to starting on their first year as English majors
at the university. Participants were with a beginner-level proficiency indicated by their
enrolment in the first level of the English Department as discussed by Lee (1991) that it is a
common practice by the researchers to use years of language instruction as indicator of

language proficiency.

Students normally study for four years, without a preparatory year, a range of subjects,
such as phonetics, syntax, drama, poetry, essay writing, novel, and teaching English as a
second/foreign language (TESOL/TEFL) etc, with the focus on listening and speaking, writing,
reading, vocabulary and study skills modules at the first level. All courses taken by the students
are compulsory to complete a bachelor’s degree in English language. The assessment of the
program is heavily reliant on exams. In addition to passing the final exams of each module,
comprising 40% of the total grade, students are also expected to pass various written quizzes
during the term, which comprise 50% of the total grade. Although exams have huge

significance at the passing criteria for the department, there are two other ways in which
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students can also obtain marks to gain a total grade. These are from classroom participation
and through homework which comprises 10% of the total grade. The instructors can decide
how to implement it in the way they see fit. Exams are based purely on the information
contained in the textbooks used and thus teachers have to cover the material that influences the

different teaching and learning practices.

Most teachers are Saudis who have at least a master’s degree which they obtained in
either the UK or the USA, along with other Arab teachers from Egypt and teachers from the
Indian subcontinent as well. As previously mentioned, the typical instruction received at
schools differs greatly to the type of instruction delivered in the university. They had just come
from Saudi state high school where English language teaching is teacher-centred, test-oriented
and they are not expected to actively engage in the classroom activities and discussion (Al-
Seghayer, 2015). This all has changed when they entered the university, especially in that they
are majoring in English language. Furthermore, as with the serious learning of any language,
constant involvement in the learning process is a key element for student development as
learners and their assessment by their teachers, which makes the situation of first-year
university English major students and the likely incidence of anxiety very different and worth

paying attention to.

1.5 Aims of the present thesis

The current study therefore aims to enhance the depth of the literature regarding FLA
by providing information about Saudi learners’ and instructors’ experiences of FLA in an
undergraduate EFL program, compared with what has been found in other comparable contexts
around the world. It aims to identify the levels of FLA among learners and teachers, the causes
of learner FLA, its relationship to teachers’ language anxiety, and the strategies suggested by

Saudi learners and teachers to reduce learners’ anxiety.
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This study is important for at least three reasons. First, unlike much of the current FLA
research available (Macintyre & Gregersen, 2012b; Saito, Horwitz, and Garza, 1999;
Woodrow, 2006), this study will attempt to identify the empirical practicality of implementing
FLA reducing strategies and measuring their effect by using a quasi-experimental design. The
study involves three phases and includes an intervention by the researcher with an intervention
that intends to reduce anxiety with the experimental class, measure its effect, and compare it
with the control class afterwards. Second, this study will explore FLA from both learners’ and
teachers’ perspectives, and examine the relationship between learner FLA and teacher FLA. A
vital component for successful learning and teaching is understanding what is happening inside

and between the individuals in the classroom (Stevick, 1980).

At the heart of teaching lie the interactions which occur between the teacher and those
being taught, and it is this personal exchange which brings with it a critically important

emotional dimension to the profession (King, 2016, p. 98).

This approach can be applied to FLA, and some research has concluded that the causes
of FLA are related to, or even a result, of a combined interaction among learner, teacher and
instructional practices (Gregersen & Horwitz, 2002; Gregersen & Maclntyre, 2014; Gregersen,
2003; Horwitz et al., 2010; Kitano, 2001; Matsuda & Gobel, 2004; Tsiplakides & Keramida,
2009; Woodrow, 2006; Young, 1999; Young, 1991). Accordingly, the only way to gain insight
into the causes of the complicated phenomenon of FLA is by investigating the perspective of
both the learner and the teacher since focusing on one group (learners or teachers) would never
offer a full understanding of the problem. Furthermore, the study will investigate teacher
anxiety and its effect on learner anxiety, which is to the best of my knowledge has not been
researched before. Third, there is no comparison between the amount of research that has been
conducted to investigate foreign language anxiety in the Western world and what has been done

in the Arab world in general and in Saudi Arabia specifically. The study will provide



19

information about Saudi learners’ and instructors’ experiences of FLA, which might be
expected to share similarities with other Arabic instructional settings such as Kuwait, UAE,
Egypt and others; therefore, the implications of the present research can be beneficial in those

settings as well.

1.6 The structure of the present thesis

The thesis is divided into seven chapters. The current chapter has provided a brief
overview of the state of FLA research and its important contribution to the field of SLA,
followed by a description of the English language education system in Saudi Arabia which
forms the context of this study. Furthermore, it has provided a brief summary of the rationale

and aims of the research to be presented in later chapters.

Chapters two and three examine FLA and review the existing literature in order to gain
an understanding of what the research has demonstrated so that past research can inform the
definition and understanding of FLA presented in this thesis. Chapter two starts with a general
discussion of FLA, its types, the early perspective on FLA and the new trends that have been
introduced into the field. Chapter three, then, moves on to discuss specifically FLA in the
classroom, its sources, how it appears within the learner and across the range of language skills,
and considers teacher anxiety. It further reviews the strategies that can be used either by the
learners or the teachers to reduce learners’ FLA and the FLA research in Saudi Arabia. Chapter
four elaborates upon the research design of the current study beginning with a discussion of
the rationale behind choosing the mixed-methods approach, followed by the instruments used
for both the quantitative and qualitative components of the study and the selection of the
participants for each component. The pilot study is then presented, including the main lessons

learned from it to improve the main study. This is followed by the main study’s overall
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procedures, stages of quantitative and qualitative data analysis, validity and reliability, and

ethical considerations.

In chapter five, the researcher presents the findings of the study by providing an in-
depth presentation and interpretation of the quantitative and qualitative results for each RQ
addressed in this study. Chapter six reviews and discusses the results to determine more fully
how the research questions have been answered. The literature is revisited in this chapter as a
means of illuminating the findings and, in light of this discussion, specific recommendations
are suggested to be used by EFL teachers in general, and more specifically in Saudi Arabia, the

Arab world, and indeed any EFL major undergraduate contexts.

Lastly, in chapter seven, the researcher summarises the findings from this research and
discusses the implications for classroom practice, limitations of the study, and

recommendations for future research.
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Chapter 2 Literature Review: The conceptualization of FLA
2.1 Introduction

Language is one of the most unique features of the human race; it enables us to
communicate our thoughts and emotions and deliver intended messages to other people. There
are roughly 6,500 spoken languages in the world today, and at a certain point in their lives,
many people who grow up with one language have the need to acquire a new one and regardless
of their motivation to learn a new language, the main goal will still be communication. Learning
a new language can be very demanding and exhausting, and it is notable that individuals differ
in their abilities to reach the proficiency level they desire. Uncovering the sources of this
variation can lead to more effective learning, and a number of key sources can be traced back
to various affective dimensions in learning a new language. Here ‘affective’ has been defined
as “feelings or emotional reactions about the language, about the people who speak the
language, or about the culture where that language is spoken” (Gass & Selinker, 2008, p. 398),
which, given to the present research focus of attention, would be extended to include also

feelings about learning and using the language.

Unfortunately, the study of the emotional element of learning a new language was
neglected for a long time. According to Young (1999), this is the result of the distinction that
has often been made by scholars between thinking and feeling, where the brain was considered
as a computer that operates the all-important logical system, while emotions are the illogical
and insignificant aspect of the process. However, highlighting the connection between
emotions and cognitive functions can “evolutionize our understanding of learning in the
context of schools” (Immordino-Yang & Damasio, 2007, p. 116). Immordino-Yang and
Damasio (2007) explained that the cognitive aspects that are usually focused on at school such

as the learning processes related to language, reading, and math, involving decision making,
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memory and attention, are deeply affected by emotions. They suggested that emotions play a
key role in directing our cognitive abilities to the specific knowledge that is required for

different situations or problems.

The emotional domain in learning involves distinct variables such as motivation,
anxiety, attitude, empathy, self-esteem, inhibition, and risk taking (Brown, 2007). More
recently, Pavlenko (2013) noted not only that there has been a great amount of research to
establish the relationship between affective factors and second language learning, but also that
the research attempts to show how individual differences can cause more or less success in
acquiring a new language. In discussing the attention given to that issue, Pavlenko (2013) gives
examples of studies from the 1970s, 1980s, and 1990s (e.g., Gardner & Lambert 1972;
Krashen, 1982). She reached three conclusions: positive attitudes towards the L2 can lead to
better results in learning a new language, a high level of foreign language anxiety or negative
attitudes towards a language lead to lower achievement, and finally, there is a correlation of
second language attainment with certain personal traits, which include openness to experience

and willingness to communicate.

The development of research on affective variables has not been restricted to the
investigation of the relationship between the affective variables and language learning but has
also led to the introduction of new instruments that can be used in such investigations. This has
been evident in the recent use of the dynamic approach to investigate affective variables, such
as anxiety or enjoyment, through obtaining minute to minute records of participants' reported
affective states (Gregersen, Macintyre, and Meza, 2014; Gregersen, Maclintyre, and Olson,
2017; Maclintyre & Serroul, 2015). This new trend was established based on the notion that
“Learners respond dynamically to the affective forces stemming from several different
interacting physical, cognitive, and social systems at any given time” (Gregersen et al., 2014,

p. 576). Moreover, an affective variable such as anxiety or motivation “fluctuates over time
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and that might be examined on a timescale of seconds and minutes” (Maclntyre, 2017, p. 23)
instead of just obtaining a summary of its quality and intensity over months or even years

(Gregersen et al., 2014). (See section 2.7).

In discussing various types of affective variable more specifically, Ellis (2015) argued
that language anxiety is a key affective dimension in the second language learning and use
process. In his 2008 work, he demonstrated through examples of research conducted in the
1990s, such as the work of Arnold (1999), Horwitz and Young (1991), and Young (1999), that
anxiety is one of the most thoroughly studied affective factor within different second language

learning contexts, which is consistent with Maclntyre and Gregersen (2012b).

The literature review presented here will attempt to define FLA in general, then show
how the early research has established the relationship between anxiety and the instructional
environment, the breakthrough that led to the conceptualization of FLA, and whether anxiety
is considered as an advantage or disadvantage to the learner. Next, a discussion follows of how
the factors that contribute to FLA relate to the learner, teacher, or instructional process in
general, and the symptoms that indicate the existence of anxiety within learners. More recent
developments, including study of teacher anxiety and strategies used to reduce anxiety, will be
addressed. Finally, some studies conducted in the Saudi context will be discussed, and the point
will be made that there is no comparison between the amount of research that has been
conducted to investigate foreign language anxiety in the Western world and what has been done

in the Arab world in general and in Saudi Arabia specifically.

This chapter will serve to highlight the contribution of the present research due to its
investigating issues that have not yet been adequately addressed, such as FLA among non-

Western learners in their own countries, specifically within the Saudi context, teacher anxiety
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and its link with learner anxiety, and the effects of implementing anxiety reducing strategies

with learners using a quasi-experimental mixed methods design.

2.2 Foreign Language Anxiety

In order to reach a better understanding of FLA, it is essential to define anxiety in
general. Anxiety is a complex concept, and it is not an easy task to define it in one simple
sentence. According to Scovel (1978), from a psychology-based point of view, based on the
work of Hilgard, Atkinson, and Atkinson (1971), anxiety is “a state of apprehension, a vague
fear that is only indirectly associated with an object” (p.134). In the same vein, Spielberger
(1983) states that anxiety is a “subjective feeling of tension, apprehension, nervousness, and
worry associated with an arousal of the automatic nervous system” (as cited in (Horwitz, 2001,
p. 113). These definitions both have something in common: they define anxiety through

synonyms which are all words for emotions with negative connotations.

In the language learning context, various disciplines, including linguistics, social
science, and psychology, have contributed to provide explanations and insights into how
learners acquire a new language. This indicates, as Young (1999) argued, that learning a new
language involves an integration between body, mind, and emotions within a social setting and
that focusing on one part only would never offer a full account of the learning process. Young
(1999) explained this by pointing out that the brain contains thoughts and emotions that operate
at the same time within one body, so it can be noticeable when an emotion triggers a bodily
response, or when the emotion is a result of a cognitive interpretation of a situation.
Accordingly, a great amount of early research attempted to establish the relationship between
anxiety and language learning (Chastain, 1975; Clément, Gardner, and Smythe, 1977; Horwitz,

1986; Horwitz et al., 1986; Kleinmann, 1977; Macintyre & Gardner, 1989; Scovel, 1978), but
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before reviewing this research it is necessary to differentiate between certain different types

of anxiety so as to delimit the scope of the current research more clearly.

2.3 Types of anxiety

As Dornyei and Ryan (2015) explained, anxiety is not a simple, monolithic
phenomenon, but a multidimensional constituent with many different features. In particular,
two important distinctions are often made when discussing anxiety: trait vs. state anxiety and

facilitating vs. debilitating anxiety.

2.3.1 Trait vs. state anxiety and situational anxiety

Many researchers have approached anxiety as a personality trait of the individual which
affects their behaviour in a global way when handling different situations, or as a response to
threatening situations. Maclntyre and Gardner (1989) explain however that “discrimination
between the different types of anxiety develops and determines the source to which the anxiety
is attributed” (p.272). Accordingly, in their subsequent work, Maclntyre and Gardner (1991b)
analysed anxiety under three main types: trait anxiety, state anxiety, and situation-specific
anxiety. Such a classification is a cornerstone in the literature because “the relationships among
variables under study in SLA may change substantially when concepts are defined at different

levels of abstraction (e.g., state, situation-specific, or trait levels)” (Maclntyre, 2007, p. 565).

Trait anxiety, as Spielberger (1972) as cited in Barnes, Harp, and Jung (2002) explains,
varies in frequency and intensity between different individuals. This can be seen when some
individuals become anxious easily because they have a relatively permanent tendency to
conceptualize most situations to be dangerous and threatening, and they are generally nervous
people who lack emotional stability. Trait anxiety is therefore considered as a stable feature of

a person's personality.
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On the other hand, Spielberger (1972) explains that state anxiety is based on the
individual’s understanding of a particular situation or event. Individuals are said to have a high
level of state anxiety when they perceive some situation as a real threat; otherwise, their state
anxiety level is low. Brown (2007) argued that there is a distinction between trait and state
anxiety and defined the latter as a “relatively temporary feeling of worry experienced in relation
to some particular event or act” (p. 390). It differs from trait anxiety in that it is a temporary
reaction that fluctuates from one situation to another within a person (Spielberger & Vagg,

1995).

The third type of anxiety, which is situation-specific anxiety, of which FLA is an
example, is different from the other two types of anxiety because it is routinely prompted by a
specific kind of recurrent situation that a person is in, such as public speaking or participating
in a language class (Ellis, 2008). It is not a permanent trait of a person, nor is it a response to a
fleeting event or non-recurrent type of situation, such as the fire alarm going off during a class
(state anxiety). Rather it seems to be characterized as having begun as state anxiety in response
to asituation, but, because the person is often in that situation, it becomes a habitual response:
“initially, anxiety is an undifferentiated, negative affective response to some experience in the
language class”, but if this negative response is repeated, “anxiety becomes reliably associated
with the language class and differentiated from other contexts” (Horwitz, Horwitz & Cope

1986, p. 125).

2.3.2 Facilitating vs. debilitating anxiety

More than three decades ago, a clear distinction between the beneficial and inhibitory
effects of anxiety on learners was suggested by Scovel (1978). He described facilitating
(beneficial) anxiety (of any of the types described above) as the force that encourages the

learner to fight the learning task and achieve success. In other words, it is a positive force that
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enables the learner to deal optimistically with the emotional challenges of learning a new
language. Other researchers have referred to this as ‘concern’, ‘alert’, ‘eustress’ or 'euphoric
tension’ (Alpert & Haber, 1960; Chastain, 1975; Ehrman, 1996a; Ehrman, 1996b; Spielmann

& Radnofsky, 2001).

Debilitating anxiety, on the other hand, stimulates the learner to flee and avoid the
learning task altogether, avoid delivering complicated messages in the target language, and
take more time in learning new vocabulary (Horwitz et al., 1986; Maclntyre & Gardner, 1989;
Scovel, 1978). In his review of the literature, Scovel (1978) attempts not only to differentiate
between facilitating and debilitating anxiety, but also to show how each type works and what
effects it has on language acquisition. He explains that anxiety can function as a positive force
among advanced learners, but as negative for others, especially those who are at the early stages
of language learning. Also, he associated anxiety with motivation by indicating that the effort
which a learner puts into learning tasks can be affected positively by facilitating anxiety, and

negatively by debilitating anxiety.

Nevertheless, anxiety as an affective factor in the learning process has been
investigated mostly for its negative effect, and the research has found that there is a consistent
negative correlation between language anxiety and language achievement (Aida, 1994;
Dewaele, 2007; Horwitz, 2001; Horwitz et al., 1986; Maclintyre & Gardner, 1991b; Woodrow,
2006), that anxiety has a debilitating effect on the learners (Elkhafaifi, 2005; Horwitz, 1986;
Ortega, 2009), and only a few studies showed that it is possible that anxiety does have a
facilitating effect on the learning process (Alpert & Haber, 1960; Kleinmann, 1977). Horwitz
(2017) in fact takes a strong stand against facilitating anxiety as being present in FLA and
describes it as “a step backward and even a dangerous trend”’(p.40). She explains that learning
anew language is by itself a stressful process for some individuals since it stands as an obstacle

to their expressing themselves as naturally as they do in their first language, while at the same



28

time it may be considered as a high-stake investment for a better future. Also, language learning
is much more complicated than other learning tasks, and language learners in school usually
perceive themselves as having low aptitude for learning a foreign language. Accordingly,
adding more anxiety to the situation even with learners who are thought of as unmotivated by

their teacher makes no sense and does not bring any benefits for the learners.

Consistent with Horwitz (2017), Maclintyre (2017) explicitly argued that this debate
whether anxiety has a facilitating or debilitating effect on language learning should be “put to
bed, once and for all” (p.27). His argument was that although anxiety, a complex emotion with
many sources and effects, may sometimes push learners to study harder, there is almost no
reliable source in the literature that can claim to measure facilitative anxiety with instruments
specifically designed for second language acquisition, instead of using instruments from
general education and/or psychology. Moreover, facilitating anxiety should be viewed as an
independent experience, which should thus be measured separately and not as part of the
Foreign Language Classroom Anxiety Scale (FLCAS) or any other instruments. In the FLCAS
(which will be described in more detail later) it is true that most of the items do not state
explicitly that the effects of anxiety on performance are negative: e.g. Even if 1 am well
prepared for the language class, | feel anxious about it; and I never feel quite sure of myself
when | am speaking in English in class. However, a few items clearly state a negative effect,
such as In the language class | can get so nervous that | forget things | know, and the fact that
the majority of items are asked about anxiety rather than its opposite (e.g. being at ease,
confident) gives the FLCAS an overall connotation that anxiety is seen as something negative.
which will be adopted in this study, since the researcher agrees with Horwitz and others that
the dominant effect of anxiety of FLA is negative, although it is in fact outside the scope of the

present study to confirm this, either with the use of a special instrument explicitly worded to
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measure perceived debilitative and facilitative anxiety, or by correlating anxiety scores with

any scores for language learning or use.

The next section will present some of the early relevant studies and their results, which
are considered as the first steps to establish the relationship between anxiety and language

learning, which eventually led to the modern conceptualization of FLA.

2.4 Early perspectives on anxiety and Language Learning

These studies represented the confounded phase in the literature of FLA where anxiety
and its effect on language learning was adopted from various disciplines without a clear
concentration on the meaning of anxiety as a concept in the field of language learning
(Maclintyre, 2017). As indicated by Scovel (1978) in his introductory remark describing the

state of anxiety and language learning during this phase:

The research into the relationship of anxiety to foreign language learning
has provided mixed and confusing results, immediately suggesting that
anxiety itself is neither a simple nor well-understood psychological
construct and that it is perhaps premature to attempt to relate it to the global

and comprehensive task of language acquisition. (p.132)

Moreover, the issues that faced the researchers at that time and prevented them from
having a consistent patterns of results were, first, that the anxiety measures adopted from
psychology had no relevance whatsoever to language, and second that “not all types of anxiety
that can be defined and measured are likely to be related to language learning” (Maclintyre,

2017, p. 12).
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2.4.1 Chastain: Anxiety as an affective factor

In this study, the researcher investigated the relationship between students' affective
characteristics and their performance in elementary language courses at the university level as
indicated by their course grades. Specifically, Chastain (1975) examined the influential effect
of anxiety, reserved versus outgoing personality, and creativity, on the success or the failure of
the language learners. The participants were randomly chosen from first-year university
students learning elementary French, German, or Spanish. The data was collected by three self-
report questionnaires that were specifically chosen to assess each one of these affective factors:
first anxiety was assessed using a combination of items from Sarason's Test Anxiety Scale and
Taylor's Manifest Anxiety Scale; then, reserved versus outgoing personality types were
assessed using the Marlowe-Crown Scale (Crown & Marlowe, 1964); and finally, creativity
was assessed using a creativity self-report scale from Feldhusen, Denny, and Condon (1965).
Furthermore, the students were asked to give information about their preferred style of learning
(either visual, auditory, or no preference), their expected grade, and the lowest grade that they
considered acceptable for the course. Regarding anxiety as an affective factor, on the one hand,
Chastain (1975) found that there was a negative correlation between anxiety and student scores
on tests for French taught using the audio-lingual method, but no relationship with scores in
French taught using the traditional methods. On the other hand, he discovered a positive
correlation between anxiety and the scores of students in German and Spanish taught using
traditional methods, a result he explained by stating that “perhaps some concern about a test is

a plus while too much anxiety can produce negative results” (p.160).

Although Chastain's (1975) results were inconsistent, his study identified anxiety as an
affective factor that plays an important role in language learning and, based on the literature

available at that time, offers the suggestion that anxiety might facilitate learning when it
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appears to be manageable, but it might become a liability when it is excessive. However,
“Chastain’s terms 'some concern' and 'too much' are far too vague. Such definitions leave it up
to the instructor to, more or less, arbitrarily decide what 'a little' or 'too much' anxiety is, and
this could be very difficult to accomplish” (Williams, 1991, p. 19) which goes on line with the
discussion in section 2.3.2 that anxiety should be always considered a negative emotion in the

classroom.

2.4.2 Kleinmann: Anxiety and avoidance

In his study, Kleinmann (1977) investigated the syntactic avoidance behaviors that are
used by foreign language students for syntactic structures that do not exist in their native
languages along with the relationship between the avoidance behavior of the subjects and
anxiety, The research hypothesis was that the students will mostly avoid the syntactic structures
that contrast profoundly with those in their native language. The participants of this study were
enrolled in the intermediate English as a second language institute at the University of
Pittsburgh. They were divided into two experimental groups, the first group consisted of 24
native speakers of Arabic, with 17 students from Saudi Arabia, five from the United Arab
Emirates, one from Libya, and one from Sudan. The second group consisted of 15 students; 13
were native speakers of Spanish and the remaining two were native speakers of Portuguese.

Finally, the control group consisted of 15 native speakers of English.

The participants from the first two groups were asked to do four tests. The first one was
a multiple-choice comprehension test for the following syntactic structures: direct object
pronoun, infinitive complement, present progressive, and passive sentence structures. This test
aimed to check participants’ understanding of these structures and whether their avoidance
behavior was due to inadequate knowledge of the structures. The second test was an indirect

preference assessment task where the participants were given seven pictures; some of them
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would help elicit passive sentences while others would elicit present progressive sentences.
The third test was designed to measure the facilitating and debilitating effects of anxiety on the
learner’s performance. The test was an adapted version of the achievement anxiety test based
on the work of Alpert and Haber (1960). The researcher modified the test to suit the academic
setting, and also translated it for both groups to avoid any confusion that might be a result of
the English language version. The final test was a translated version of the Success-Failure
Inventory, which was designed to measure the learners’ motivation in order to find out whether

it helps learners to achieve success and avoid failure.

The study confirmed the researcher's main hypothesis that the students will mostly
avoid the syntactic structures that could not be found in their native language, but interestingly
regarding anxiety and avoidance behavior, the author found that some of these structures were
actually produced depending on the affective state of the learner. the Arabic students who
scored high in the facilitating anxiety test tended to use more passive sentences, even though
Arabic does not express the passive with a structure like English. The Spanish students who
scored high on facilitating anxiety measures also frequently used infinitive complements and
direct object pronouns in English more than their peers who avoided such syntactic structures

because of their divergence from Spanish syntax.

Unfortunately, similar to Chastain (1975), Kleinmann did not clearly and formally
define facilitating and debilitating anxiety that he claimed. However, the significance of this
study for the current review lies in the fact that it is one of the few studies that examine Arabic

speakers and their anxiety as foreign language learners.

2.4.3 Scovel: Anxiety and conflicting evidence

A turning point in the study of anxiety and language learning was a survey carried out

by Scovel in 1987 to investigate the relationship between the affective variables and language
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learning proficiency, given the fact that such a relationship was difficult to investigate since
there was no exact definition of the term 'affect’ at that time. In his review of the literature, he
discussed four studies (Chastain, 1975; Kleinmann, 1977; Swain & Burnaby, 1976; Tucker,
1976), and he found conflicting evidence regarding one important affective variable—anxiety.
He explained how some studies report a positive correlation between anxiety and language
proficiency while other studies found a negative correlation. For instance, both Tucker (1976)
and Swain and Burnaby (1976) found a negative correlation between anxiety and one measure
of the learners’ proficiency in the French class, but, at the same time, found no other significant
correlations with any other proficiency measures. Furthermore, Chastain (1975), as discussed
earlier, did find that anxiety correlated negatively with proficiency in an audio-lingual French
course, but there was a positive association with the French or German courses that were taught
traditionally. Kleinmann (1977) found a positive correlation between anxiety and grade
achievement in the Spanish class and accordingly differentiated between facilitating and
debilitating anxiety. Scovel (1978) argued that the reason behind the inconsistent results of
these studies was probably due to the distinction that should have been made: first, between
facilitative and debilitative anxiety, which proven not to be a useful approach to follow in the
field of language learning, as seen in (2.3.2), second, between trait and state conceptualization
of anxiety and that research should consider a specific type of anxiety to measure in order to
reach more accurate results which proven to be valid (Macintyre, 2017) since it leads to
investigate anxiety as a situation specific anxiety associated with language learning as can be

seen in the following section.

2.5 E. Horwitz, M. Horwitz, and Cope: FLA as a distinct field of research

“Scovel’s suggestions have proven to be good ones, and since that time researchers
have been careful to specify the type of anxiety they are measuring” (Horwitz, 2001, p. 114).

This is also clear in the work of Horwitz et al. (1986), who made a great contribution to the
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theory of language anxiety by identifying foreign language anxiety as a unique and distinct
territory in the field of language learning. Their article is considered to be the real birth of FLA
scholarship and was a step forward in the literature associated with anxiety. The innovative
aspect of this paper lies in their argument that FLA is a distinguishable area from general
anxiety, and based on that, it has to be measured specifically with a different instrument from
the ones used to measure general anxiety. This follows a trend that was already ongoing in
Psychology at the time, to identify and separately measure anxieties associated with different
domains of human activity and learning. For instance, maths anxiety was first measured by a
dedicated instrument in 1972 (Richardson & Suinn). This therefore indicates a third dimension
on which research can identify different 'types' of situational anxiety, which nowadays includes
anxiety connected with many specific situations, including for example taking the driving test

(Fairclough, Tattersall, and Houston, 2006) and visiting hospital (Zigmond & Snaith, 1983).

In a similar way, Horwitz et al. (1986) conceptualize FLA as a “distinct complex of
self-perceptions, beliefs, feelings, and behaviours related to classroom learning arising from
the uniqueness of the language learning process” (p. 31). This conceptualization was the result
of their review of the literature available that time, which did not provide a clear explanation
of the effects of anxiety on language learning and achievement and did not use instruments
specifically to measure anxiety in language learning. Furthermore, it was the outcome of the
study they conducted at the University of Texas with foreign language students in university
classes at the Learning Skill Centre (LSC). The participants included 78 beginning language
class students learning Spanish as a foreign language who shared their experiences as anxious

learners in a support group for foreign language learning.

It is notable straight away that Horwitz et al. (1986) delimited their notion of FLA in a
number of ways with respect to issues that have been already introduced in this chapter. First,

they identify it as a situational type of anxiety, not state or trait, as discussed in 2.3.1. Secondly,
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they do not mention any concern with distinguishing debilitating and facilitating anxiety, as
mentioned above in 2.3.2. Third, in terms of the domain, they seem to limit the scope to
instructed learners in classroom situations only and do not include or pursue the anxiety which
may be experienced by immersion learners such as many immigrants, or young children in
bilingual households, who do not attend formal language classes, although as MaclIntyre and
Gregersen (2012a) states, this also falls under FLA in the full sense. As Dewaele and Al-Saraj
(2013) indicate, Horwitz et al.’s conception might better be labelled Foreign Language
Classroom Anxiety (FLCA) than FLA. Fourth, they limit it to anxiety associated with learning
and using the language, not seemingly embracing the wider scope recognised by Gass and
Selinker (2008) (see 2.1) which would include also anxiety arising from the foreign language
itself and its associated with native culture and speakers. Thus, really it is foreign language
learning anxiety rather than foreign language anxiety. Since however in the present study the
focus is precisely on FLA in the limited Horwitz et al.’s sense, within the Saudi tertiary level
Foreign Language (FL) learning situation, this makes Horwitz et al.’s construct of FLA
particularly suited to the present project. In order to measure their construct of FLA, Horwitz
et al. (1986) developed the FLCAS, which is a 33-item self-report questionnaire that uses a
Likert scale specifically measures the situational anxiety of foreign language learners in
classrooms via three more specific situation-specific anxieties: communication apprehension,
fear of negative evaluation, and test anxiety. Indeed, in examining the items used (see
Appendix1), one can readily find items that by their wording clearly relates to one or the other
of these, e.g. respectively: | start to panic when | have to speak without preparation in
language class; | am afraid that my language teacher is ready to correct every mistake | make;

and (reverse worded) | am usually at ease (comfortable) during tests in my language class.

However, over the years a number of points about the FLCAS have become apparent.

First there are problems with the definition of each of the three specific anxieties. In particular
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it is notable that ‘communication’' in FLCAS seems to be largely identified with 'speaking’,
when today experts would see communication as involving all four skills (Macintyre &
Gregersen, 2012). Hence some researchers use the subset of items in FLCAS that relate to
speaking as a distinct measure specifically of FL speaking anxiety (Cagatay, 2015), while for
anxiety related to other skills quite separate measures have needed to be devised such as ones
based on the Second Language Writing Anxiety Inventory (SLWAI) (Cheng, 2004) and FL
reading anxiety measures (Saito et al., 1999). With respect to fear of negative evaluation and
test anxiety the problem seems to be more of overlap of the two concepts. A key part of test
anxiety arises surely because one may do badly, and therefore receive a negative evaluation
(2.5.2). Furthermore, the borderline between what constitutes a test and an evaluation is not
clear in many real classrooms. If a teacher revises vocabulary from the previous class by asking
if anyone can give the translation of some of the English words that were learned, is that a test
or an evaluation? This will be elaborated below where the review discusses the three anxieties

in detail.

Second, many items do not by their wording clearly fit into any of those three categories
indicated by the authors, such as: | often feel like not going to my language class which perhaps
implies anxiety but does not indicate any particular reason for that anxiety, related to speaking,
testing or evaluation; and During language class, | find myself thinking about things that have
nothing to do with the course, which does not even seem to definitely indicate anxiety at all,
but rather lack of concentration, again with no particular reason indicated. Efforts have been
often made to assign all the FLCAS items to groups, each with a common theme, by the use of
factor analysis, but typically the factors identified are not clear cut either in terms of how many
one should identify or their composition, and results vary from study to study. In a recent study
for example Toyama and Yamazaki (2018) found only two, (1) communication apprehension

and (2) fear of failing similar to Aida (1994) who did not find any relation between FLA and
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test anxiety. Horwitz (2017) and Toyama and Yamazaki (2018) point out however that there
may be cultural reasons for this variation when the FLCAS is used in different countries,
which supports the value of the current study, given that FLA has been little researched in
Saudi Arabia. Park (2014) makes the further point that this issue is not helped by the fact that
the scale developers Horwitz et al. (1986) did not explain fully their model of the underlying
constituents of their construct of FLA, nor clearly present which items among the 33

statements in the FLCAS they claim relate to which of their three anxiety sub-constructs.

Third, it can be argued that while the three sub-areas of FLA indicated by Horwitz et
al. (1986) in effect are three (or maybe two) kinds of reason for, or source of, FL learner
anxiety, they do not come near to exhausting the kinds of source that might exist. True, having
to perform in a particular skill, especially speaking, may generate anxiety, as may being
evaluated or tested, with its entailment of correction. However, it is common to also identify
different participants in the classroom context as possible sources of anxiety, in particular the
teacher and the peer learners (Williams & Andrade, 2008). Another major kind of source must
be the task type, which relates to instructional practices, such as whether the learner works
alone or in a group (Osboe, Fujimura, and Hirschel, 2007), whether preparation time is
allowed, whether questions asked are open response or multiple choice, etc. The possible
factors affecting anxiety will be described more fully in sections below, but it can be observed
here that the FLCAS does in fact cover rather more possible sources of anxiety than it appears
to just by reference to the three anxieties named by Horwitz et al. (1986).They do this by often
referring to or implying more than one source in a given item of the FLCAS instrument. For
example these items would probably fall under communication apprehension in their terms,
since they state or imply that speaking is required, but each also mentions or implies a second
source of anxiety related to the other person involved, aside from and perhaps even more

influential than the speaking in causing the anxiety: classmates | am afraid that the other
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students in the class will laugh at me when | speak in English; native speakers (reverse worded)
| would not be nervous speaking English with native speakers; teacher I tremble when | know
that I'm going to be called on in the language class. Again, a number of items mention a key
feature of the classroom task/instructional practice, preparation, along with other factors, e.g.
| start to panic when | have to speak without preparation in the language class. Thus, the
FLCAS does cover rather more types of possible reason for anxiety than at first appears, and
indeed it must be admitted that it would be difficult for any closed response questionnaire
instrument to exhaust all the possible causes of anxiety on all dimensions without becoming

prohibitively long.

In response to comments such as those above, about the three specific FLA anxieties,
it has been recently emphasized by Horwitz (2010, 2016, 2017) that these anxieties are often
misinterpreted as having been presented as components of FLA rather than simply relating to
it. She further explained that discussing these specific anxieties in Horwitz et al. (1986) was
merely to illustrate the concept of FLA that the authors were proposing to the readers, and not
in any way to provide a model of the parts that composed the proposed construct of FLA
(Horwitz, 2017). In this study the researcher accepts this standpoint and propose to use the
FLCAS with the recognition that its items do all relate to FLA in Horwitz et al.’s sense, but do
not in the items represent a complete model of all the distinct subcomponents of that FLA,
especially the causes or sources of anxiety, that may exist. A fuller coverage of such aspects of
FLA may be anticipated from an open instrument such as the interviews that will be also used,
and for that reason a detailed review below of the research not only on Horwitz et al. (1986)
three anxiety sources but also other sources and issues that may be relevant to understanding

the FLA data that will be gathered.
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2.5.1 Communication apprehension

In their research, Horwitz et al. (1986) explained that communication apprehension is
“a type of shyness characterized by fear of or anxiety about communicating with people” (p.
127), and it is likely that those who have trouble communicating with others in their native
language will probably have the same issues in the second language, particularly in speech.
They explained that adults usually perceive themselves as “intelligent, socially-adept
individuals, sensitive to different socio-cultural mores” (p.128), but when they speak in a
foreign language, they feel that they cannot express themselves in the same way as they do in
their native language since any communication constitutes a challenge because they are
restricted in terms of communicative choices and authenticity, which leads them to become
anxious. This argument was supported by Aida (1994) when she explained that it is common
among EFL learners to “experience anxiety and reluctance in communicating with other people
or in expressing themselves in a foreign language in which they do not have a full competence”

(Aida, 1994, p. 157)

2.5.2 Test anxiety

This anxiety is dependent on test taking, which is common in instructed learning
settings such as those of the current study where the students are required to take certain tests
in order to be evaluated by their teachers, and it stems from the fear of failure. Test anxiety is
a clear demonstration of the association between anxiety and a specific instructional task
(Simsek & Dornyei, 2017). Unfortunately, as a result of their anxiety, learners may indeed fail
to succeed even when they know the answers. In her questionnaire to identify the sources of
speaking anxiety, Young (1990) inserted items such as “I think | can speak the foreign language
pretty well, but when I know | am being graded, | mess up” (p.543). The result was that more

than half of the subjects expressed agreement with this statement. Horwitz et al. (1986)
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explained that the reason behind this result could stem from the learner’s expectation of a high
course grade. Moreover, there are a number of situations that might increase students’ test
anxiety including the following: (1) testing students on novice concepts, (2) using a testing
format that students are not familiar with, (3) a highly evaluative testing conditions and (4)

placing great emphasis on tests(5) time limit (6) test length (Young, 1991).

2.5.3 Fear of negative evaluation

The last performance-related area of FLA anxiety that was named by Horwitz et al.
(1986) involves “apprehension about others' evaluations, avoidance of evaluative situations,
and the expectation that others would evaluate oneself negatively” (Watson & Friend, 1969, as
cited in Horwitz et al. (1986, p. 128). Horwitz et al. (1986) suggested that the learner may feel
anxious in a classroom setting where they are evaluated constantly by the teacher and even
their peers. This fear may stem not only from academic evaluation, but also personal evaluation
of the learners based on their performance and competence in the target language (Toth, 2010).
In his review of the literature, Kitano (2001) reached the conclusion that students who have the
tendency to fear negative evaluation will probably be anxious students in EFL classes.
Moreover, students are very sensitive toward teacher’s evaluations especially regarding their
speaking skill (Von Worde, 2003), and even in a small groups, learners may become anxious
due to fear of negative evaluation from their peers which will make them more quiet and

unwilling to participate (Ohata, 2005).

Interestingly, Fear of negative evaluation is the main reason behind Horwitz and her
colleagues assigning speaking as the most frightening aspects of learning a new language;
where the students are concerned about the image they project to others and afraid of how the
teacher and their peers would evaluate their performance during speaking activities, which is

consistent with other studies that found speaking in the target language was the main cause of
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anxiety expressed by learners (Aida, 1994; Cheng, Horwitz, and Schallert, 1999; Macintyre &

Gardner, 1991b; Young, 1991).

The argument Horwitz et al. (1986) present in their paper, which is considered ground-

breaking in the literature of FLA, will be discussed in more depth in the following section.

2.6 Language-learning Anxiety as a distinct situation-specific anxiety

As indicated in 2.3.1 and 2.5, in their seminal paper, Horwitz et al. (1986) argued that
foreign language anxiety is a situation-specific anxiety, with a unique domain separate from
that of other types of anxiety. FLA is associated with a single context or situation, as is test
anxiety, or math anxiety. Specifically, in his review of the literature, Maclntyre (1999) defined
foreign language anxiety as “the worry and negative emotional reaction aroused when learning
or using a second language” (p.27). This definition suggests that FLA is a situation-specific
anxiety that is only aroused in the situation when the individual has to use a foreign language,
and, as seen earlier, Horwitz et al. (1986) further narrow this to the situation of foreign language
in classrooms (which is the scope that this study adopts). As Maclntyre (2007) states, a key to
conceptual clarification in the field of language anxiety research lies in being clear in this way
about how FLA relates to the distinction between trait, situation-specific, and state level anxiety

and what precise domain it occupies.

It has been further argued that this clarification leads to a reinterpretation of some of
the early work on language anxiety. Maclntyre and Gardner (1989) point out that earlier studies
do not show a uniform correlation between language learning and anxiety, as discussed earlier
in 2.4 (Chastain, 1975; Kleinmann, 1977; Scovel, 1978). The reason behind that, as explained
by Maclintyre (2007), is the poor conceptualization of language-learning anxiety in those
studies. Instead of approaching language-learning anxiety as a situation-specific anxiety, some

researchers considered it a state or a trait anxiety. This point was also made by Horwitz (2001),
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who explained how the conceptualization of language-learning anxiety as a situation-specific

anxiety in Horwitz et al. (1986) has added to the existing research literature.

Horwitz (2001) furthermore believes that a uniform finding on the
debilitating/facilitating issue should be obtained. She supported her position on the advantage
of recognizing FLA as a distinct situational domain of anxiety measured best by the FLCAS
by showing that the use of several different anxiety instruments which all have an FLA
situation-specific focus produced similar findings with respect to the nature of FLA. The
FLCAS (Horwitz et al., 1986), the French Class Anxiety Scale (Gardner & Smythe, 1975), and
the English Use Anxiety Scale (Clément, Gardner, & Smythe, 1977) all suggested a negative

correlation between anxiety and language learning.

Horwitz (2001) further argued that her position was supported by the fact that
Maclntyre and Gardner (1989) ““did not find a relationship between general anxiety and foreign
language vocabulary learning” (p.115). In that exploratory study, Maclntyre and Gardner
(1989) investigated the relationship between French vocabulary learning and production and
several forms of anxiety. Using factor analysis, the researcher identified two main factors that
could represent nine different anxiety scales that were administered: the first factor they termed
general anxiety, which included items related to state, trait, and test anxiety in general; the
second factor they named communicative anxiety, which involved anxiety specifically in the
domain of the French class, French use, English class, and audience anxiety. They found that
while general anxiety had no relationship with the learning and production of French
vocabulary, communicative anxiety was significantly related to both the learning and recall of
vocabulary items and was correlated negatively with the learner’s performance. Accordingly,
this conclusion indicates that language learning/performance is more closely related to a
language-focused situational anxiety (in this case communicative anxiety) than to any kind of

general anxiety. In a more recent study, Maclntyre (2007) adopted the general position that
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instruments are used to measure anxieties that are not specifically related to a foreign language
learning situation will inevitably produce unreliable results in research on foreign language
learning issues. The researcher feels this is a reasonable argument, simply on the commonsense
basis that an ice cream scoop will serve ice cream better than an ordinary spoon, precisely
because it is made for that purpose. Clearly many students experience a certain degree of
anxiety when they learn a foreign language, irrespective of what their personality traits are, or
what anxiety they may experience in other situations like the maths class, or examinations in
general. Dornyei (2005) similarly takes the view that language-learning anxiety is not a transfer
of anxiety from other more general anxieties, such as test anxiety regardless of topic or
communication apprehension regardless of language/medium but is rather a unique anxiety

that affects the performance and production of a foreign language.

2.7 New Trend: Anxiety and the Dynamic Approach

The need for new ideas in research was emphasised in Simsek and Dornyei (2017)
where the researchers discussed how more FLA research studies were conducted between 1985
and 2004 than during the last decade. In comparison, since 2005, significantly fewer articles
focusing on FLA have been published. However, within the last few years, this has changed
dramatically and the increase in studies is due to them investigating new ideas. In Maclintyre
(2017) the author indicates how the 'dynamic approach' ,which was alluded to earlier, has
emerged as an important approach for examining FLA because it highlights the interactions
among the interpersonal, social and psychological contexts of the learners that could affect
their anxiety reactions, and the changes of anxiety states within the learners themselves. In
addition, the dynamic approach emphasises that language learning and use is a continuous and
integrated experience in which anxiety can fluctuate, and indeed be measured, on a timescale

of seconds and minutes rather than a timescale of days, months and years.
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Clear examples of the dynamic approach appear in the work of Gregersen et al. (2014
and 2017), MacIntyre and Gregersen (2012a) and MaclIntyre (2012). The approach essentially
relies on measuring FLA changes by a method which gets close to measuring in real time, using
what the authors call the ‘idiodynamic method'. According to Macintyre (2012), the
idiodynamic method first involves video recording the participants, and then letting them rate
themselves on one or more of the study variables using software designed specifically for this
purpose. The ratings therefore reflect changes in the participants’ FLA responses per second,
and the data can be presented in a time series graph. This process is followed by interviews
with the participants to obtain their point of view about the fluctuations in their responses and
the reasons for them. However, it must be pointed out that this version of the dynamic approach
still relies on self-report of anxiety by those experiencing it (which also occurs in standard
anxiety questionnaires), so requires respondents to have a good memory. Furthermore, it is

retrospective, and not gathered in real time at the moment when the anxiety existed.

Although the dynamic approach is still a new line of inquiry, the results seem
promising, as appeared in Gregersen et al. (2014) where the researchers investigated FLA using
the approach just described supplemented by the evidence of heart rate monitors, which of
course do not rely on self-report to measure evidence of anxiety, but rather on direct
physiological evidence, and do measure in real time at the moment when the anxiety is
experienced. The participants were three highly anxious and three low anxious pre-service
language teachers (five females and one male). Data was gathered using physiological, and
idiodynamic approach, interview, and self-report survey data. The participants wore heart
monitors and were video recorded while they were giving a presentation, in their Spanish as a
Foreign Language class. All of the participants self-rated their moment-by-moment anxiety 42
times over three and a half minutes and were interviewed to provide them with the opportunity

to review and evaluate the video recording of the presentation.
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This study’s findings showed an association between perceived anxiety scores and
variations in heart rate in real time, which therefore supports the validity of the method which
relies on self-report alone. Among the substantive results was the finding that anxious learners
tend to memorise their presentation. Consequently, they would have a high level of anxiety
when they failed to retrieve or confused some words, as indicated by the spikes in the data that
showed their anxiety status. In addition, the study highlighted the usefulness as well as
limitations of the idiodynamic approach by showing that even people who are not anxious can
become anxious when they are influenced by temporary interacting factors. For example, when
one of the subjects was asked why she had a spike in anxiety, she said: “You’ve got me hooked
up to this thing [heart rate monitor] (1), with a camera rolling (2), recording me speaking a
language that is not mine (3), in front of a group of people (4), with the teacher grading me (5).
Wouldn’t that put you on edge a bit?” (p. 584). This then highlights a limitation of the method.
By its nature it captures small details of anxiety change over short time periods due to many
fleeting external factors, including the presence of the data gatherer and their equipment which

might affect the results.

A follow up study was conducted by Gregersen et al. (2017) where one expert language
practitioner and one peer language learner were asked to observe the videotapes of the six
presenters from the previous study using the same idiodynamic data gathering process to
evaluate the nonverbal anxiety cues from a third person point of view. Although the study has
several limitations such as the lack of formal hypothesis testing with estimates of statistical
significance and the small size of its sample, its interesting findings suggest that nonverbal
anxiety cues are not easy to identify, as appeared when a comparison was made between the
idiodynamic ratings of the learners (the presenters), of the expert and of the peer. The
idiodynamic ratings of the expert and the peer showed far less variability upward and

downward in the slopes of observed anxiety than did the idiodynamic ratings by the learners
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themselves. In other words, perhaps not entirely surprisingly, the external observers had some
difficulty detecting the emotional arousal that the presenters felt. Another finding was that high

anxiety cues were more easily to detect than low anxiety cues.

Interesting though this method is, it should be noted that it does not escape the
limitations of conventional questionnaires in that it still involves self-report of emotional states
at a time later than when the emotions were actually experienced. Furthermore, it did not suit
the aim of the present study which was in fact to find out, and perhaps alter, the general level
of anxiety experienced by students taking a particular course over many weeks, and not the

details of their minute to minute changes in anxiety while completing a short task.

2.8 Chapter summary

In order to introduce FLA, this chapter started with a general presentation of anxiety and its
various types. Then, selected studies were reviewed chronologically to illustrate the
developments in the field of FLA. Early research did not specifically determine the effect of
anxiety on foreign language learning until a breakthrough by Horwitz et al. (1986) settled the
issue by reaching a clear conceptualization and methodology where FLA was considered a
unique type of anxiety that has a negative influence on the process of learning a foreign
language and a review of more recent literature where new trends have emerged. The next
chapter will specifically focus on the FLA inside the classroom which is the context of the

current study.
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Chapter 3 Literature Review: FLA in the classroom

3.1 FLA in the Classroom

Because this study is concerned with situational FLA, often described as “the worry
and negative emotional reaction when learning and using a second language .... especially
relevant in a classroom where self-expression takes place” (Gregersen & Macintyre, 2014, p.
3), the researcher next move to review the literature on this kind of anxiety in more detail.
Specifically, this section will discuss the causes of FLA within a classroom setting, and then
present the manifestations and effects of anxiety within the learners. Finally, it will provide a
general overview of how FLA appears across different language skills in an instructional

setting.

3.1.1 Sources of student FLA

In order to create a more comfortable language learning classroom environment,
language teachers are specifically interested in the sources of FLA (Horwitz, Tallon, and Luo,
2010). Consequently, extensive research has been conducted to identify and investigate the
elements that trigger this phenomenon (Gregersen & Horwitz, 2002; Gregersen & Maclintyre,
2014; Gregersen, 2003; Horwitz et al., 2010; Kitano, 2001; Matsuda & Gobel, 2004;
Tsiplakides & Keramida, 2009; Woodrow, 2006; Young, 1999; Young, 1991). Those studies
concluded that the sources of situational FLA in classrooms are mainly related to the
interactions of factors associated with the learners (themselves and in relation to peers), the

teacher, and the instructional practices.
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3.1.2 The learner

In terms of what causes situational FLA in learners, one source is the difficulties they
encounter in expressing themselves authentically in the target language (Gregersen &
Maclintyre, 2014; Horwitz et al., 1986; Horwitz et al., 2010). Foreign language learners in
general often perceive themselves in their L1 as “intelligent, socially-adept individuals,
sensitive to different socio-cultural mores” (Horwitz et al., 1986, p. 128), but when they use
the target language to communicate, they feel that they are not themselves, and they are
presenting a less positive version of themselves to the world as if they were wearing
unflattering clothes or having a bad hair day (Horwitz, 2000). "There is something
fundamentally different about learning a language, compared to learning another skill or
gaining other knowledge, namely, that language and self are so closely bound, if not identical,
that an attack on one is an attack on the other" (Cohen & Norst, 1989, p. 61). Therefore, any
form of communication challenges their self-concept as effective communicators because they
are restricted in terms of communicative choices and authenticity, which leads to feeling

anxious (Horwitz, 2000; Horwitz et al., 1986).

In addition, Young (1991) identified six sources of FLA, including the learners’
personal and interpersonal issues and their beliefs about language learning. According to
Young (1991), and consistent with the nature of FLA as a situation specific anxiety (Horwitz
et al., 2010), personal and interpersonal issues are the most discussed sources of anxiety in the
literature. Those issues include low self-esteem, low self-perceptions of ability,

competitiveness, and issues of identity and belongingness to a group.

In a monograph focusing on self-esteem in language learning, Rubio (2007) defined
self-esteem as "a psychological and social phenomenon in which an individual evaluates his or

her competence and own self according to some values, which may result in different emotional
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states, and which becomes developmentally stable but is still open to variation depending on
personal circumstances” (p. 5). This is consistent with Horwitz’s (2008) finding that a learner’s
self-esteem can vary at different points in the language learning process. It makes sense to
consider low self-esteem as a source of FLA given the fact that a language learning setting is
thought to be more ego-involving than any other learning situation "probably no other field of
study implicates self-concept and self-expression to the degree that language study does"

(Horwitz et al., 1986, p. 128).

This explains why many unsuccessful language learners are likely to have lower self-
esteem than their successful peers (Price, 1991). While Dornyei and Ryan (2015) have noted
that self-esteem is a prominent factor in educational psychology, it still has not been
investigated as a variable in L2 studies. Similarly, Rubio (2007) has repeatedly stated that self-

esteem deserves far more attention in the literature than it has received.

Interestingly, numerous researchers have found that a negative association exists
between low self-esteem and low self-perceptions of ability and anxiety (Gregersen & Horwitz,
2002; Kitano, 2001; Price, 1991; Tsiplakides & Keramida, 2009). In particular, in a study on
the sources of speaking anxiety, Kitano (2001) distributed a survey to 212 students who study
Japanese at two major universities in the United States and found that the students that were
the most anxious were those that had a high level of fear of being negatively evaluated as well
as those that perceived themselves as having speaking abilities that were less effective than
their peers. Furthermore, he noticed that, somewhat paradoxically, students with an advanced
level of competence in the target language tended to have more fear of receiving a negative
evaluation than those with a low or intermediate level of language competence. He explained
this by the argument that, as experienced learners, they had more knowledge and awareness of
the language, so for that reason they were able to better identify their own language errors when

speaking.
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Similarly, in an interview study, Gregersen and Horwitz (2002) investigated the
relationship between FLA and perfectionism. From a sample of 78 students who were enrolled
in second-year English language classes at the Universidad de Atacama in Chile, eight
participants were chosen since they represented the most anxious and the least anxious students
on the basis of their FLCAS score. The study consisted of two phases. In the first phase, in
order to obtain a sample of their conversation skills, the participants were videotaped while
they were engaged in a one-to-one oral interview. In the second phase, their reactions to these
videotapes were audio recorded to elicit their feelings of perfectionism and anxiety. The
researchers found that highly anxious students shared a lot of similarities with perfectionists:
they felt dissatisfied with their accomplishments, had lower language abilities than their peers
and tended to be more concerned about their errors; thus, their anxiety may have resulted from
their perfectionism. Although the number of participants in Gregersen and Horwitz (2002) was
too small to establish a pattern, the findings were confirmed by a large scale quantitative study
of Dewaele (2017) with 392 participants which examined anxiety within perfectionists, and

that found a significant positive relationship between perfectionism and the FLCAS score.

Competitiveness is another personal and interpersonal issue that causes anxiety. This
was identified in the analysis of the diaries of 11 learners in a study conducted by Bailey (1983).
That study found that learners tended to experience anxiety when they compared themselves
to other learners or even to an idealised self-image, because they viewed themselves as being
less proficient and they realised they were unable to compete on the same level as their peers.
Interestingly, she noticed that the learners’ anxiety was lower when they perceived themselves

to be more proficient than their peers.

Another personal and interpersonal trigger of anxiety is belonging to a group and target
language identification. As cited in Young (1991), Krashen, and Terrell discussed a

psychological phenomenon called ‘club membership’ which is associated specifically with the
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foreign language setting where the learner becomes anxious when s/he feels that s/he doesn’t
belong to the group of people who are speaking the language. Krashen argued that group
membership causes FLA, and when the learner feels that he is a part of the target language
club, his level of anxiety will diminish. Similarly, Terrell discussed target language group
identification which he compared to children’s first language acquisition. According to him,
group identification is a strong motivation for the individual to learn the language and attend
to the input carefully. Terrell and others connect this to Krashen's affective filter hypothesis,
which holds that unless fear and other emotions are kept in check, so the filter is down, learning
will not occur (Krashen, 1982): "the filter is down when students experience ‘target language

group identification’" (Young, 1991, p. 428).

The beliefs learners have about the foreign language learning process, especially those
associated with unrealistic expectations are another source of language anxiety. These beliefs
have the potential to affect students’ behaviour and learning experience (Horwitz, 1999).
According to Gregersen and Maclntyre (2014), these "pre-conceived ideas may revolve around
the nature of language learning and how difficult it will be: whether innate ability predisposes
success; the strategies that work effectively; and expectations and motivations, among others"
(p. 33). These beliefs are not always helpful in learning a new language; in fact, they can have
a damaging effect by creating anxiety (Dornyei & Ryan, 2015; Gregersen & Maclintyre, 2014;
Kalaja, Barcelos, and Aro, 2018; Young, 1991). Horwitz (1988) discussed some of these
beliefs based on the result of the Beliefs about Language Learning Inventory (BALLI)
questionnaire that she developed, which consists of 34 self-report items that evaluate student
beliefs in five main areas: difficulty of language learning, foreign language aptitude, the nature
of language learning, learning and communication strategies, and motivation and expectations.
After administering the questionnaire to 236 university students studying German, French and

Spanish as a foreign language, Horwitz’s subjects expressed some of their fixed beliefs about
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language learning, including that the learner should be able to speak with an excellent accent,
that two years is a sufficient amount of time to become fluent in a foreign language, and that
some individuals have the ability to learn foreign languages better than others, among other
misconceptions. These beliefs can cause anxiety when they are based on unrealistic
expectations, and language learners may develop negative feelings about their performance
when they are unable to meet these unrealistic expectations (Horwitz, 1988; Horwitz et al.,

2010).

Lack of exposure to the target language is another cause of anxiety within learners.
Learning a new language usually occurs within one of two contexts, either where the target
language is used as the native language or a widely used and accepted second language, and
one where it is not. Obviously learning a language in a context where the target language is
also the main language of communication outside of the classroom provides the students with
constant input that they can use to improve their language and to become less anxious about
their learning in the class. On the other hand, in the other context where learners have limited
access to the target language outside the classroom, as Krashen (1985, p. 46) stated, "the only
input is teachers’ or classmates’ talk - both do not speak L2 well". Hence they may become

upset, anxious, and even panicked due to lack of practice (Liu & Huang, 2011).
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3.1.3 The teacher

The teacher’s belief about language teaching and learning is a major source of a
learners’ language anxiety, due to the fact that it not only shapes what the teacher will do in
the classroom, but it also has a great influence on the learners’ attitude toward the learning
process. As Freeman and Johnson (1998, p. 401) noted, "Teachers are not empty vessels
waiting to be filled with theoretical and pedagogical skills". Rather, they entered the
educational field holding beliefs that may be a result of their prior language learning
experiences, their teacher education programs or classroom experiences (Borg, 2003).
Teachers’ beliefs influence their instructional practice, decision-making processes, and set the
nature of classroom dynamic and the overall classroom atmosphere (Borg, 2003; Borg, 2015;

Kalaja, Barcelos, Aro, and Ruohotie-Lyhty, 2015).

Young (1991) argued that a teacher who believes that his/her role is to constantly point
out his/her students’ mistakes and correct them, considers pair work as a reason of chaos in the
classroom, and that teachers are the centre of the learning process and they do most of the

talking as well as the teaching, may provoke the learners’ anxiety.

The teacher's manner or communication style is another teacher-related source of
anxiety. Using Horwitz, Horwitz, and Cope’s (1986) theoretical model of foreign language
anxiety as a research framework, Aida (1994) investigated the applicability of such a
framework within a sample of 96 subjects who were enrolled in the second-year of Japanese |
at the University of Texas in Austin. She used FLCAS and a background questionnaire as
instruments to collect the data. She explained that teaching language in a harsh manner can
provoke anxiety by creating fear in the language classroom. She cited Appleby’s (1990) finding
that students are most irritated by teachers who don’t show empathy to their needs and those
who have poor communication skills. Moreover, she emphasised that students will learn more

from a teacher who can create a positive, non-threatening classroom environment where they
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do not feel embarrassed about making mistakes. In the same vein, Horwitz et al. (2010) cited a
study conducted by Palacios (1998) that found that a lack of teacher support, unsympathetic
personality, favouritism, the absence of personal attention, the feeling that the class doesn’t
offer proper tools to meet with the teacher’s expectation, and the sense of judgment by the

teacher are all linked to learner anxiety.

Teacher first language is another aspect that has an effect on students’ level of anxiety.
"the question of who makes better teachers of English — native or non-native speakers — has
been a heated topic among administrators and individuals involved in the profession™ (Chun,
2014, p. 574) for a long time without a conclusion on this matter. The main difference between
the native and non-native teacher is the shared first language that the non-native teacher often
has with the learners. Using the first language inside language learning classroom has been
criticized since it encourages students to think in the L1 and then translate the intended message
into the L2 (Richards & Rodgers, 2014) which in turn hinders the learning process. However,
recent literature seems to be in relative agreement about the sensible use of the first language
in teaching as a valuable pedagogical tool where code switching can be a sign of proficiency,
rather than deficiency (Butzkamm, 2003; Macaro, 2005, 2016; Turnbull & Dailey-O'Cain,

2009).

In relation to FLA, having a non-native teacher who can occasionally translate from
the target language is counted as a secure option that reduces anxiety since anxious learners
can rely on it when things get hard in the class (Gregersen, 2003). Moreover, L1 speaking
teachers can use the first language to create rapport with the learners, introduce some humour,

and strengthen their shared identities (Gkonou & Mercer, 2017).
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3.1.4 Instructional practices

As noted in the literature, a wide range of classroom activities are associated with a
high level of anxiety; nevertheless, there is a consensus that learners often cite oral activities
performed in front of the class as the most anxiety-provoking (Aida, 1994; Cheng et al., 1999;
Horwitz et al., 1986; Horwitz et al., 2010; Koch & Terrell 1991; Macintyre & Gardner, 1991b;

Woodrow, 2006; Young, 1990). (See 3.3.1)

Additionally, error correction is a major cause of anxiety in the language learning
classroom, especially the over-correction of mistakes along with inappropriate handling of the
mistakes in front of the class (Oxford, 1999). In an interview study, Gregersen (2003) examined
how eight anxious and non-anxious Spanish-speaking language learners, who were enrolled in
English language classes at a university in Chile, reacted to their own errors by videotaping
them twice: first, as they engaged in conversation with the researcher, and second as they
watched themselves on the videotape. This study found that although the learners were
encouraged to use the target language, even when they made mistakes, which is a natural and
necessary part of any learning process, many of the anxious learners believed that this was not
the right way to acquire a language. Once an error is made, learners become more anxious "and
the more anxious they are, the more errors they make" (p.29), and as a result they do not
participate in the class activities any more to protect their social image. This author also noted
that it is the teacher’s responsibility to approach error correction in a more sensitive way to
help students absorb the idea that making errors is not the end of the world. The teacher should
consider which error to correct and how, instead of over-correcting students, which some
learners may perceive as a distraction, which could diminish their motivation. Given that a

classroom is a place where students are constantly supposed to receive feedback to improve



56

their performance, over-correction can interfere with highly anxious students’ understanding

of feedback (DeKeyser, 1993), and their willingness to communicate (Gregersen, 2003)

Language testing is another instructional practice that can cause anxiety. Taking a test
IS an essential part of an instructional environment, as it helps the instructor evaluate the
learners’ academic ability in a specific area (Weir, 2005). However, a test can be one of the
most anxiety-provoking situations inside the classroom when it contains one or more elements,
such as unfamiliar test content. Young (1991) found that students feel anxious when they spend
hours studying the materials presented in the class only to find that the test questions cover
different material. Ohata (2005) found that allowing for an insufficient amount of time for
taking the test can also cause anxiety. In that study, one participant expressed his anxiety by
stating: "The more | prepared for the exam, the more confused | got with so many things going
on in my head. How could | organize my ideas in English in such a limited time! But if |
couldn't make it in time, my efforts would be totally ruined”(Ohata, 2005, p. 11). Finally, the
teacher’s strict assessment of the students’ answers can also cause anxiety (Horwitz & Young,

1991; Young, 1991).

The above review shows that there are many different kinds of source or cause of FLA.
Some of them are represented in the items of the FLCAS questionnaire which will be used for
data gathering, but mainly the researcher expect that this review will inform our understanding

of what the students say when they will be interviewed about their experiences with anxiety.

3.2 Manifestations and effects of FLA

The present study is not concerned with measuring the different manifestations of
anxiety beyond participants' self-report of how much they experience it, nor its effects on
language performance. However, it is concerned with strategies for anxiety reduction and

according to Young (1991, p. 246), in order to "discuss what can be done to reduce language
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anxiety, we must not only identify its sources, but also recognize expressions of stress in
learners.” Hopefully, recognising these signs will help teachers identify their anxious students

and offer the support they need to overcome their anxiety (Gregersen, 2009).

Anxiety manifests in learners primarily as behavioural changes, emotional feelings and
physical symptoms. In order to better comprehend the variety of these manifestations and
wider effects, it is useful to divide them into four categories: physical, emotional, cognitive

and social (Gregersen & Maclintyre, 2014).

As explained in Simsek and Dornyei (2017), the physiological symptoms are the most
common. In that study, researchers investigated 16 highly anxious learners to gain a fresh
perspective on language learning anxiety. The study participants reported that when they feel
anxious, they experience a "high heart rate, stomach pain, feeling hot, trembling voice, blushing
and shaking of hands or legs" (p.57), all of which were observed during the interviews. In
addition, they experienced a lack of concentration and freezing up while using the target
language. Gregersen et al. (2017) findings, for students giving oral presentations, suggest the
physiological cues of movement of brows and hands, rapid change of gaze between the screen
and the audience, prolonged conjunction, and arms folded might be "the most reliable
nonverbal indicators of language anxiety" (p.128) due to the consistency of the decoding

accuracy of these cues by the participants.

Horwitz et al. (1986) also explained that the signs of FLA are similar to any other types
of anxiety, and these include signs of apprehension, worry and even dread. Moreover,
Gregersen (2005) examined the differences between the nonverbal cues that high anxious and
low anxious learners use to communicate and found that high anxious learners tend to show
fewer facial expressions, such as brow movement and smiling, and less eye contact than low

anxious learners. In term of gesture, while less anxious learners used gesture to enhance
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communication by adding more illustrative gesture in their interaction with others, anxious
learners used their hands more than did the non-anxious learners for purposes unrelated to

communication, such as self-touching and playing with other objects.

Emotionally, according to Phillips (1992), anxiety can affect the learners’ attitudes
towards language learning. That study investigated the effects of language anxiety on students’
attitudes towards language learning among 44 students enrolled in two third-semester French
classes, which were part of an intermediate level course at South Western University. In that
study, the subjects participated in a two-part oral test. Their responses were transcribed. In the
first part of the oral test, the subjects talked freely about a cultural topic. In the second part of
the test, the subjects participated in role playing. They also responded to Horwitz et al.’s (1986)
FLCAS, and interviews. In addition to the negative effect of anxiety on the learners’
performance, Phillips (1992) found that language anxiety affected the students’ attitudes
towards learning; they became frustrated when they could not say what they knew, and they
were less likely to continue their language studies. This finding is consistent with Horwitz

(2001) review of the language learning anxiety literature.

Fear of not understanding the teacher is another emotional sign of anxiety. In Horwitz
et al. (1986) a participant admitted to hearing "only a loud buzz" (p. 126) when his teacher
spoke in a foreign language, explaining that he could not distinguish between different sounds

when his teacher spoke.

Cognitively, anxious students are also more likely than non-anxious students to fear
that they are slower learners of the target language (Ortega, 2009). As Gregersen and Maclintyre
(2014) explained, and as Krashen's affective filter hypothesis proposes (Krashen, 1985),
anxiety can interfere with the learners’ ability to process the linguistic information that they

received in the input phase. This might occur when the learners hear or read new words, but
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because of their anxiety, the words do not become a part of their knowledge. Similarly, anxiety
can have an influence on the output stage when the learners are trying to retrieve previously
stored information but fail to because of their anxiety. Indeed, most of the research studies
which were conducted within different contexts, with a variety of target languages and with
students with different proficiency levels, concluded that there is a negative correlation
between anxiety and performance where students with high FLA received lower grades than
their less anxious peers (Aida, 1994; Elkhafaifi, 2005; Horwitz et al., 1986; Macintyre &
Gardner, 1991b). Moreover, FLA can affect students ability to benefit from the feedback
offered to them in the class. Sheen (2008) investigated the effect of FLA on the exploitation of
corrective feedback in the form of recasts among 65 students who were placed in intermediate
proficiency level classes in a community college in the United States. The results indicated that
learners with high levels of anxiety do not benefit from recast corrective feedback to produce
modified output. This is consistent with the notion that FLA hindered the student’s capacity to
benefit from the instructional process (Maclntyre & Gardner, 1994; Tallon, 2008), which in

this case is corrective recast.

Socially, Maclntyre and Gardner (1991c) described the anxious learner as "an
individual who perceives the second 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"” (p. 112). In the same vein, in an interview
study, Gregersen (2003) examined anxious and non-anxious language learners’ reactions to
their own errors by videotaping them twice: first, as they engaged in conversation with the
researcher and second, as they watched themselves on the videotape. She found that anxious
students made more mistakes and self-corrections, and they "resorted to their native language
more often” (p. 29). Moreover, to protect their social image, the anxious students tended not to

participate, which negatively affected their performance due to the lack of practice. Overall,
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"anxiety is quite possibly the affective factor that most pervasively obstructs the learning

process™ (Arnold & Brown, 1999, p. 8).

3.3 FLA across Different Language Skills

Learning a new language includes developing competence in four areas: speaking,
listening, reading and writing. All four have been addressed in some measure by FLA research,
whether focusing on performance of the skill and its associated characteristics as a cause of
anxiety, or on anxiety as having an effect on performance in the skill. However, since many
learners believe that speaking is the most important skill needed to master the target language
in order to express themselves (Kitano, 2001), most of the research has targeted speaking and
indeed found it to be the most stressful language skill (Aida, 1994; Cheng et al., 1999; Horwitz
et al., 1986; Macintyre & Gardner, 1991b; Young, 1991). In spite of this, recent investigations
have explored the possible association between anxiety and second language listening, reading
and writing, especially when the learners link their anxiety with the performance of a specific
skill rather than to FLA in general. Anxiety within all the four language skills will be discussed

in the sections below.

3.3.1 Speaking

In terms of speaking, language learners often express similar statements to those
reported by one of the subjects in the study conducted by Horwitz et al. (1986), who stated "I
just freeze! | can't think of a thing when my teacher calls on me. My mind goes blank™ (p. 125).
Maclintyre and Gardner (1991a) observed a sample of 39 students of French to collect their
perspectives regarding their positive or negative experiences of a foreign language class. They
found that over 87% of the students attributed their anxiety to situations where they had to
speak. Likewise, Cheng et al. (1999) investigated second language anxiety in 433 Taiwanese

students of English with FLCAS and found that the most noticeable aspect of second language
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anxiety was low self-confidence in speaking in the target language, although this was not
surprising given that FLCAS is heavily oriented towards speaking. After examining 23
activities in a survey of students’ comfort levels with these types of activities, Koch and Terrell
(1991) found that 51% of the subjects identified oral skills, especially in oral presentations in
front of the class, as the most anxiety-provoking activities. Similarly, Woodrow (2006)
investigated the sources of speaking anxiety in and outside the classroom. Among a sample of
275 participants studying English for academic purposes in Australia, she reported that
“performing in English in front of the classmates™ (p. 319) was the main in-class stressor named
by the study’s subjects. In another study, in front of the class activities that did not involve
speaking were still considered to be anxiety triggers for learners (Young, 1990). Young (1990)
distributed a questionnaire to 135 university-level beginning Spanish students and 190 high
school students to identify the sources of their anxiety. In addition to giving an oral
presentation in front of the class, speaking in front of the class, role-play activities, and
presenting a prepared dialogue in front of the class, the study’s subjects reported that written
work on the blackboard where they were put on the spot was a stressful activity. This finding
suggests that performing these activities in front of their peers actually triggers the learners’
apprehension because they are afraid of exposing themselves in front of others and damaging
their self-image, as discussed earlier. This finding is also similar to that of Mak (2011) where
the researcher investigated factors contributing to the speaking-in-class anxiety of a group of
313 Chinese ESL first-year university students in Hong Kong using the FLCAS and found that
speaking in front of the class in a second/foreign language classroom without preparation is the

most anxiety-provoking factor.
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3.3.2 Listening

As Nunan (2002) pointed out, the skill of listening is often ignored since the focus
consistently remains on speaking. However, in a recent development in FLA literature it was
noted that "After speaking, second language listening has most frequently been associated with
anxiety" (Horwitz et al., 2010, p. 106). As an essential skill for oral interaction, listening can
be as problematic as speaking due to the speed at which the other speaker talks, especially if
they are a teacher or a native speaking individual, the colloquial expressions used by native
speaking individuals, and the learners’ false belief that they have to understand every word
they hear instead of attending to the oral message (Gregersen & Macintyre, 2014).
Accordingly, listening comprehension is an essential skill to develop since learners want to
understand target language speakers and have access to the rich visual and audio sources
available online such as video clips, blogs and podcasts (Vandergrift, 2007). Yet despite its
importance, learners are not often taught how to listen effectively (Berne, 2004; LeLoup &
Ponterio, 2007) and, consequently, this can lead the learner to become anxious (Elkhafaifi,

2005).

In a study with 233 postsecondary students of Arabic as a foreign language, Elkhafaifi
(2005) investigated the effect that FLA had on the students’ achievement in an Arabic course
as well as the effect that listening anxiety had on the students’ listening comprehension. He
used the Foreign Language Listening Anxiety Scale (FLLAS) which was specifically adapted
for Arabic listening anxiety by the researcher from the Foreign Language Reading Anxiety
Scale (FLRAS) (Saito et al., 1999), and the FLCAS (Horwitz et al., 1986). He found that
although Foreign Language Listening Anxiety (FLLA) is separate from FLA in general,

overall, they were related. The study also reported significant negative correlations between
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FLLA and some demographic variables, such as the students’ year of study in school, the more

advanced students had a lower level of anxiety.

3.3.3 Reading

On the surface reading can be seen as being less anxiety-provoking than the other
language skills, given the fact that it is an individual task and not usually done under real time
pressure, so that it allows learners to reconsider words. Nevertheless, student anxiety may stem
from their unfamiliarity with the text or the cultural content of the reading materials (Saito et

al., 1999).

Not too many studies have investigated Foreign Language Reading Anxiety (FLRA)
(Brantmeier, 2005; Saito et al., 1999; Sellers, 2000). In a pioneering study, Saito et al. (1999)
examined FLRA in 383 native speaking of English students enrolled in first-semester
university French, Japanese, and Russian courses, and they hypothesised that the level of
FLRA may vary with respect to different types of text in different target languages. They
concluded that, similar to FLLA, as previously discussed, FLRA is distinct yet related to FLA,
and that the learners’ level of reading anxiety is lower than their general language learning
anxiety. Interestingly, they showed that Japanese learners achieved the highest reading anxiety
score, followed by French learners and then Russian learners. They then explained that this
might be due to the learners’ lack of familiarity with the writing system and the cultural
background of the language they are learning. They also pointed out that the finding that
reading French was more anxiety-provoking than reading Russian, might be due to the
imbalance in the number of participants studying French and Russian (192 for French, and 77

for Russian).

Furthermore, in a study exploring the relationship between language anxiety and

reading in Spanish, Sellers (2000) specifically addressed the effect of foreign language anxiety
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on reading comprehension, recall abilities and the reading process itself. A total of 89
university level Spanish language students responded to the Reading Anxiety Scale (RAS), the
FLCAS and the Cognitive Interfering Questionnaire. The study concluded, in line with (Saito
et al., 1999), that foreign language reading anxiety is a phenomenon that is closely related to
but distinguishable from general foreign language anxiety and students with higher levels of
overall foreign language learning anxiety reported higher levels of reading anxiety. In addition,
the study found that reading anxiety does affect the reading process and that highly anxious
Spanish learners had lower passage content recall and used more local reading strategies (such

as focusing on vocabulary) than less anxious students.

On the other hand, Brantmeier (2005) investigated reading anxiety with 92 university
students enrolled in an advanced level Spanish class, using an anxiety test that was adopted
from FLCAS and RAS, a background questionnaire, reading selection, and comprehension
assessment tasks. The results indicated that the participants did not feel anxious about reading
tasks and that there was no significant correlation between anxiety and reading comprehension
performance. An explanation of these results offered by the researcher stated that, unlike the
introductory and intermediate levels of the participants in the previous research (Saito et al.,
1999; Sellers, 2000), the advanced levels learners in this research were already familiar with

the reading of magazines and short articles by the time they reached this level.

However, these conflicting results suggest that the relationship between FLRA and
reading performance might be affected by reading task types, reading text difficulty, and

readers' proficiency levels.
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3.3.4 Writing

Cheng et al. (1999) investigated second language anxiety in 433 Taiwanese students of
English with a modified FLCAS and the adapted Second Language Writing Apprehension Test
(SLWAT). Both were translated into Chinese to measure the learners’ writing anxiety, and they
reached the conclusion that writing anxiety is distinguishable from FLA. However, both FLA
and FL writing anxiety have several features in common including fear of negative evaluation,
negative effect on communication and avoidance of certain social exchange. Cheng (2004)
developed the Second Language Writing Anxiety Inventory (SLWAI), which is a self-report
scale based on the experience of 421 EFL majors enrolled in seven different colleges in
Taiwan, where they were asked to respond to two sets of questionnaires administered at an
interval of 2 or 3 weeks to assess the levels and the types of FL writing anxiety. Using the
writing proficiency grades of a timed composition task as a measure of writing performance,
the study found a significant negative relationship between anxiety and performance.
Moreover, the author discussed the effects of FL writing anxiety on writing processes and
behaviours, such as unpleasant feelings of tension or nervousness, cognitive interference in

writing process and avoidance of writing.

Furthermore, Woodrow (2011) investigated anxiety, self-efficacy and writing with 738
college English students at four universities in China. The study used a seven-point Likert
questionnaire to measure participants’ anxiety and self-efficacy, along with open ended
questions about student perceptions of effort, actual effort and parental pressure, followed by
a writing task to serve as measurement of writing ability. The results indicated that “the
relationship between writing performance and anxiety was mediated by self-efficacy™ (p.510),
echoing Bandura (1988) conclusion that learners who "believe they can exercise control over

potential threats do not engage in apprehensive thinking and are not perturbed by them. But
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those who believe they cannot manage threatening events that might occur experience high

levels of anxiety arousal” (p.77).

Piniel and Csizér (2015) explored the change of 21 undergraduate students' writing
anxiety levels throughout their fourteen-week academic writing course, along with other
variables (self-efficacy and motivation) using a longitudinal mixed methods design. The data
were gathered using a questionnaire, students’ grades in an academic writing test, and a short
essay written by the students themselves at the end of the term concerning the possible changes
that the students might experience over the course. A longer version of the questionnaire
initially showed that the students experienced a low level of writing anxiety, however, a shorter
version of the same questionnaire completed repeatedly by the students to detect any changes
over time indicated that writing anxiety fluctuated over the course which goes in line with

Maclntyre (2017) conclusion that anxiety can vary over different points of time.

3.4 Teacher anxiety and its sources and effects

"I worry that students will ask me how to say something I don’t know in the target
language”. "l always prepare and practice carefully whenever | want to say something to my
class in the target language”. "Sometimes | scrap plans to do a particular activity because |
worry that I will make too many mistakes". "I feel uncomfortable speaking my target language

in front of other language teachers™ (Horwitz, 1996, p. 365).

The statements above are from interviews with non-native foreign language teachers
who were participants in a study conducted by Horwitz (1996). Their comments reflect the
teachers’ feelings of anxiety when they use the target language in their classrooms. However,
while research on FLA among learners has increased considerably in the last decade, FLA in
the teachers has remained a research area that has not attracted much attention. Tum (2012)

emphasized that, compared to the number of studies on learning anxiety, "research focusing on
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teacher foreign language anxiety has remained in its infancy"” (p. 2056). The present research
asserts that teacher FLA is an important variable to consider since it might have a negative
impact on the students, as well as on the teachers themselves, their personal and professional
well-being and their instructional practices. Hence the current study includes attention to
teacher anxiety, which makes the review that follows especially pertinent. In her study, which
appears to be the first to investigate FLA in teachers, Horwitz (1996) argues that Non-Native
Speaking (NNS) teachers, regardless of their proficiency level, are learners themselves, and
that their language learning process is never complete. Accordingly, it is not unrealistic to
assume that these teachers experience FLA in their classrooms. Moreover, she gave an account
of the reasons that explain why NNS teachers can be influenced by anxiety. First, just because
NNS teachers have higher proficiency than their students in the target language, that does not
mean that they do not feel anxious when they use the target language. On the contrary, and
based on the findings of previous research (Gregersen, 2003; Horwitz et al., 1986; Horwitz &
Young, 1991), higher proficiency language users are subject to anxiety especially about what

they still do not know in the same way as lower proficiency language users.

Another reason proposed by Horwitz is the ‘personal stake’ (p. 367), which refers to
the time, effort, and emotional energy that foreign language teachers have investigated in their
learning. They present themselves as experts in the target language, but when they sometimes
fail to meet these expectations, their egos and motivation are affected, and they feel anxious.
The third reason for teacher anxiety, as stated by Horwitz, is the teachers’ false notions that
they should speak as flawlessly as a native speaker in the target language. The pursuit of such
unrealistic goals and underestimating their achievements can cause anxiety. Finally, teacher
anxiety may be a result of the anxiety they experienced in their own time as foreign language

learners.
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She reached these conclusions based on her two empirical studies of teacher FLA
(Horwitz, 1992). These studies investigated the feelings of anxiety of NNS language teachers
and prospective teachers and also investigated the impact of such feelings on classroom
instruction using the Teacher Foreign Language Anxiety Scale (TFLAS), which is a two-part
self-report questionnaire. The first part contains eighteen items aiming to elicit respondents’
feelings of language anxiety, and the second part elicits their reported use of nineteen teaching
approaches, methods, techniques, and activities. The results indicated that participants
experienced FLA when teaching. Interestingly, Horwitz found that anxious teachers tend not
to use intensive language teaching activities and approaches such as discussions in the target
language, grammar explanations in the target language, and role-play activities. The reason
could be that those activities place greater demands on the teacher's language ability, and
indeed discussion and (unscripted) role play are open tasks which carry with them the real
danger that the need may arise for some word or piece of target language that the teacher could
not predict and may not know. Furthermore, Horwitz (1996) discussed some of the negative
impacts that FLA has on teachers and their instructional practices. One of the most profound
negative effects of FLA is the avoidance of using the target language, which, especially in a
context where the teacher and classroom activities are the two main sources of language input,
would limit their students' access to spontaneous use of the target language. Another negative
impact discussed in Horwitz (1996) is that students are likely to pick up on their teacher’s
discomfort regarding the use of the TL and develop their own FLA. Finally, even if teacher
anxiety does not affect the quality of teachers’ instructional practices, it can still have an effect
on their mental well-being and job satisfaction. Having to use the target language every day in

front of the class and feeling anxious about it can be a very difficult challenge.

One of the few studies that explores teacher FLA after Horwitz (1996), and the first

one in an EFL context, was Kim and Kim (2004) that investigated the sources and symptoms
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of teacher FLA. The participants were 147 elementary, middle, and high school teachers in
Korea. The data was collected using a self-report questionnaire containing 30 items that were
specifically developed to assess each of the following categories: anxiety due to limited
knowledge, anxiety due to L2 teaching situations, and fear of negative evaluation. Four open-
ended questions were added at the end to investigate the situational causes of anxiety, sources
of anxiety, symptoms of anxiety, and strategies used to reduce anxiety. The findings suggest
that self-reported limited knowledge of the target language, especially unfamiliar words,
perceived limited proficiency in productive writing and speaking skills, the requirement for
teaching English through English, fear of negative evaluation, using English to manage
classroom discipline, a low level of motivation and interest among learners or even a high level
of learners’ proficiency, and lack of teacher confidence, are the main triggers of teacher FLA.
In term of symptoms of teacher anxiety, they reported similar symptoms to FLA within the
learners, which include stammering or even speaking quickly. Sweating, stomach ache and
strong palpitations were the primary physiological symptoms. The most common strategy
teachers used to reduce their anxiety was working hard to prepare their classes and using ways
of providing native input that did not centre on teacher input, like games, videos, and songs.
Some teachers reported that they acknowledged not knowing everything about English while

others chose to work at improving their language skills.

In a recent study Kunt and Tim (2010) investigated FLA within prospective teachers
who were studying in a teacher education program in North Cyprus. The data was collected
using the Turkish version of Horwitz’s (1986) FLCAS and a set of open-ended questions. The
researchers measured the participants’ FLA, and the individual responses to the open-ended
questions added interesting points to what was already known about teacher FLA. Some
participants reported that they felt anxious when the native speakers in the classroom criticized

or even laughed at their mistakes, or when they were not given enough time to practice their
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English in the classroom. Another reason for their anxiety was the insufficient amount of
practice given to speaking skills in the teacher education program. In addition, the unrealistic
beliefs that the student teachers set for themselves could cause them to be anxious when they

failed to meet them.

A closer look at this body of research indicates that while the FLA of the learners and
the teachers, on the surface, might have many elements in common, they do not have anxiety
for entirely the same set of reasons. For instance, it is worth noting that there is a common
reason for teacher and learner anxiety, which is perfectionist attitude. Identifying perfectionist
tendencies as a cause of anxiety is consistent with the previous research on FLA (Dewaele,
2017; Gregersen & Horwitz, 2002) where the participants were very anxious about their errors
because they set unrealistic standards for their performance. Accordingly, awareness of their
limitations can trigger their anxiety, but this limitation varies a lot in the context of the learner

and that of the teacher.

3.5 Strategies used to reduce student FLA

According to Alrabai (2015), "[T]he need for practical means to help learners diminish
or at least cope with the anxiety that they experience in the course of FL learning does not

appear to require justification” (p.6). This again is a key area addressed in this study.

Without doubt, anxiety has a negative impact on foreign language learning outcomes,
not only on the students’ ability to learn content, but also on their motivation and engagement
in the educational process (Fletcher & Cassady, 2010). Therefore, great consideration is given
to the strategies and techniques that help learners face their fears and cope with anxiety to

enable them to improve their competence in the new language.
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3.5.1 Strategies used by teachers to reduce student FLA

educators have two options when dealing with anxious students: 1) they can help the
learn to cope with the existing anxiety-provoking situation; or 2) they can make the

learning context less stressful™ Horwitz et al. (1986, p. 131)

Both of these options indicate the key role that the teachers play in making their students’
learning experiences more comfortable. The first entails that a teacher in effect engages in
affective strategy instruction aims to reduce learners anxiety by helping them understand and
use proper strategies to regulate their emotions and improve their language proficiency
(Gkonou & Oxford, 2019). The suggestions offered by a supportive teacher can help anxious
learners not only reduce their anxiety but also to attain the confidence to learn the target
language with greater autonomy(Horwitz et al., 1986). The second requires no student training,
but of course the reduction in stress should be applied in the classes by the teacher where he/she
create a low anxiety classroom atmosphere to reduce learners’ anxiety (Horwitz, 2017; Young,

1991).

The first step for teachers and learners alike in dealing with FLA, however, is to identify
the existence of FLA (Horwitz et al., 2010). Unfortunately, however, sometimes the student’s
lack of participation or effort in class activities, which can be indicators of FLA, can be
misunderstood by the instructors as due to something else such as lack of preparation (Horwitz

et al., 2010; MaclIntyre, 1999) or poor attitude towards learning (Gregersen, 2003).

Tran, Baldauf, and Moni (2013) investigated the degree of awareness of the existence
of FLA among teachers and learners at a university in Vietnam using questionnaires,
interviews, and learners’ autobiographies. Interestingly, although they found that
approximately two-thirds of the students suffered from anxiety to some degree, the teachers

thought that only a small number of students experienced that feeling, and consequently, they
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did not perceive FLA as a serious problem, and they did not take it into consideration in their

teaching.

Teachers should, therefore, reach out to their students from the beginning of any course
to acknowledge their fears and help them to express their feelings towards language learning
through a classroom discussion (Gkonou & Oxford, 2019; Phillips, 1999). Liu and Jackson
(2008) agreed that approaching students from the very first lessons about FLA is important to
identify anxious learners, and they suggested that can be done by sharing the stories of other
FL learners who experienced anxiety or even sharing personal experiences if the teachers went
through such situations to encourage students to share their feelings. This will be beneficial not
only in helping the teachers identify the anxious learners, but also for the anxious students
themselves when they know that they are not alone (Horwitz et al., 2010; Phillips, 1999;

Young, 1991).

Another way to increase the awareness of FLA among learners and teachers is to
implement exploratory practice research in their language learning classrooms. Exploratory
practice is a form of a research where “learners as well as teachers are encouraged to
investigate their own learning/teaching practices while concurrently practising the target
language” (Hanks, 2017a, p. 2). In the exploratory practice, learners and teachers are being
asked to identify what “puzzles” them as practitioners using their instructional practices as
tools for their inquiry (Hanks, 2017b, p. 1). The exploratory practice emphasized the quality
of life for both learners and teachers, the need to understand before finding a solution, working
together, mutual development and integrating the work for understanding into everyday
classroom practices (Allwright & Hanks, 2009). Applying this research can help, not only the

learners, but the teachers as well to understand FLA better.

Another thing that the teacher can do to help the learners is to make the learning
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environment less stressful. Presenting yourself to the world using new language imperfectly is
a threatening situation that causes anxiety for many individuals, but "since language teachers
cannot change the nature of language learning or of language learners, we must change the
nature of language classrooms to make the learning context as supportive as possible”

(Horwitz, 2017, p. 44).

However, Young (1991) noticed that even though there is a tendency in the FLA
literature to concentrate on creating a low-anxiety classroom setting, there are no specific
instructions given to the teachers on how to accomplish that. "Teaching is inherently and
fundamentally a social activity based upon relationships, necessitating teachers’ attention to
the relational aspects of classroom life and in particular how relationships among classroom
members are shaped, mediated and enacted"” (Gkonou & Mercer, 2017, p. 6). Accordingly, the
language learning classroom environment must consist of "mutual acceptance and mutual
respect, where students know how to appreciate other students, teachers appreciate students,
and students appreciate the teacher” (Young, 1999, p. 5). Also, creating a sense of community
in the classroom where the learners know each other and support each other regardless of their
abilities can help them to reduce their anxiety and fear of negative evaluation (Kitano, 2001;

Tsiplakides & Keramida, 2009).

In addition, helping students avoid peer comparison in the classroom may lead to a
more relaxed learning atmosphere. In their study, Yan and Horwitz (2008) interviewed twenty-
one Chinese students with different levels of anxiety to investigate the interaction between FLA
and other variables such as regional differences, language aptitude, motivation, and other
factors from the learners’ perspective, and their influence on the FL learning process. One of
their findings suggests that comparison with peers is one of the main sources of anxiety for
highly anxious students who perceived their abilities to be lower than those of their classmates.

When learners felt that there was a gap between their learning abilities and that of their
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classmates, they felt increased pressure, which increased their anxiety. In order to solve this
problem, Yan and Horwitz (2008) encouraged the teachers to group learners with similar
language competence together and provide them with materials that suit their learning abilities.
Another thing the researchers suggest is using activities that encourage cooperation instead of
competition such as pair or group discussion before tasks, which helps students practice the
target language and lessens the pressure of individual performance in front of the whole class

(Tallon, 2008).

Moreover, applying a gentler approach when it comes to error correction and feedback
helps the learners to feel more comfortable in the classroom. Since language classrooms are
"inherently face threatening environments™ (Dornyei, 2001, p. 91), overcorrection of the errors
can increase the anxiety level of the learner, perceived by them as distraction, and affects their

motivation (Gregersen, 2003).

The teacher can also set the rules inside the classroom so that it is not acceptable to
laugh at other learners’ errors. Making mistakes is a natural part of learning (Tsiplakides &
Keramida, 2009), and encouraging the student to reach out for help without taking the risk of

being embarrassed is crucial (Dérnyei, 2001).

Gregersen and Maclintyre (2014) listed many activities that teachers can use to help
their anxious students overcome their anxiety by creating a more supportive instructional
environment where the learners can benefit from mutual encouragement and the teachers can
review their teaching methods. The teachers can use their best judgment in choosing activities
that match their learners’ needs and adapt them for their local context. For instance, one activity
that can be applied with anxious language learners from any proficiency level is trigger and
strategy mapping. The aim of this anxiety-reducing activity, which should be explained to

learners before they start, is to help them share their anxiety triggers and the strategies that they
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use to overcome them. Such an activity will help the learners understand that they are not alone
and that they can help each other. In this activity learners are first assigned to groups of three
to five students with a recorder and a reporter in each group. Then, they are asked to draw a
bubble map that contains a large circle in the middle and eight smaller circles connected to it
on two different sheets. On the first sheet, the students brainstorm the things that trigger their
anxiety, which will be written by the recorder. On the second sheet, they write the strategies
they use to relieve their anxiety. After that, the reporter of every group will read their bubble
map to the whole class. Finally, the teacher will ask if others have similar triggers, and will ask
to try out the strategies that their classmates mentioned. In this way students effectively train

each other in useful strategies that they could use independently of the teacher or class.

A recent development in research further suggests that teachers should also try to
increase positive emotions in class in order to compensate for the negative emotions such as
anxiety (Dewaele & Maclintyre, 2014; Maclintyre & Gregersen, 2012b; Macintyre, Gregersen,
and Mercer, 2019). Arnold and Brown (1999) have already pointed out the main argument
behind this approach is that, "much more attention is given to the question of negative emotions
... (one) should not lose sight of the importance of developing the positive” (p. 2). Macintyre
and Gregersen (2012b) introduced the concepts of Positive Psychology into SLA arguing that
"It is important to note that positive psychology is very clear that positive emotion is not a
trivial matter; it is not simply feeling happy" (p.208). The researchers pointed out that the
importance of focusing on positive emotions lies in the fact that learners who experience
positive emotions are more aware of the language input in their classroom environment, and
accordingly absorb more of the target language. Also, positive emotions can help decrease the
arousal of negative emotions and increase learners’ resiliency to face difficulties in and outside
the classroom. Furthermore, positive emotions can encourage learners to take risks, to explore

and to play, which will boost their language learning and social communication.
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Dewaele and Maclintyre (2014) investigated the relationship between the well-studied
negative emotion of FLCA and the positive emotion of enjoyment. This parallel was chosen
for several reasons, including joy being a basic emotion that is associated with desirable
outcomes related to personal achievement, as well as that the language learning process reflects
the two key sources of enjoyment: developing interpersonal relationships and progressing
towards achieving a goal. They developed the Foreign Language Enjoyment (FLE) scale
consisting of 21 items with Likert scale ratings to reflect the positive emotions towards the
learning experience, peers and teacher, which they combined with 8 items reflecting FLCA and
used it with 1740 foreign language learners (from all ages and from all over the world). A
moderate negative correlation was found to exist between FLE and FLCA, indicating that
language anxiety and language learning enjoyment are two different dimensions and the
absence of one does not automatically imply a high level of the other. The participants reported
significantly more FLE than FLCA which confirmed the study’s hypothesis that what is
perhaps more important is the ratio of positive emotion to negative emotion rather than the

presence or absence of either type of emotion.

Although this line of inquiry may be considered as a novel approach in the field of
SLA research, in fact many teachers are already aware of the importance of increasing positive
emotions in the classroom to improve their learners experience by prompting and developing
emotions such as motivation, perseverance, resiliency and enjoyment to reduce negative

emotions as anxiety (Dewaele & Macintyre, 2014; Macintyre et al., 2019).

Based on positive psychology research, Oxford (2016¢) developed a nine dimension
framework for SLA known as EMPATHICS which is "an acronym outlining important
psychological dimensions that are part of human well-being and that positively influence
language learners' achievements and proficiency” (Oxford, 2016a, p. 26). These dimensions

are as follows:
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1- Emotion and empathy

2- Meaning and motivation;

3- Perseverance (including resilience, hope, and optimism)
4- Agency and autonomy

5- Time

6- Hardiness and habits of mind

7- Intelligences (including emotional intelligence)

8- Character strengths
9- Self-factors (including self-efficacy, self-concept, self-esteem, and self-

verification)

Furthermore, Oxford (2017) has specifically discussed the application of this frame
with anxious learners. The researcher suggested various interventions based on her conclusion
that "anxiety is a negative emotion that can be tied to low emotional intelligence and lack of
flow, agency, hope and optimism™ (p.190). An example of the interventions suggested to
increase positive emotion and emotional intelligence with anxious learners is a situation-
analysis technique that involves thinking about a positive emotion, recalling the details of a
situation where that emotion was experienced, giving a name to the situation and specifying
the emotion. This can help the learner to create a real moment of positivity for him/her self
when needed, by thinking back to that situation and so calling up the emotion. To increase the
flow and the intrinsic motivation for the learner, the researcher suggested positive self-talk.
Moreover, increasing the amount of agency within the anxious learners can be achieved by
helping the learners employ different learning strategies (cognitive, metacognitive, social and
affective) to handle different learning tasks and the teacher can guide the selection and the use

of these strategies. In addition, to increase hope and optimism, teachers can teach the learners
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how to face difficulties by realistically accepting the problem and choosing an alternative plan

to achieve the desired goal.

3.5.2 Strategies used by learners to reduce FLA

In terms of the learners' own anxiety reducing strategies, many general strategies have
been discussed in the literature including joining support groups, working with tutors, doing
relaxation exercises, striving to improve language skills out of class, and practicing positive
self-talk and thinking (Woodrow, 2006; Young, 1991). However, there are only few studies
dedicated to the investigation of strategies used by learners to cope with or reduce FLA
(Marwan, 2007). Most of the research concentrated on strategies used by teachers, although
introducing FLA-reducing strategies to learners and helping them to apply them correctly is
essential. As Horwitz (2017) argues, learners who believe that they have coping abilities and
control over anxiety-provoking situations "would make worthwhile contributions to reducing
Language Anxiety" (p.43) not only in the classroom, but in their use of the target language in
general. One of the primary advantages of providing the learners with the tools to overcome
their anxiety is to enable them to escape from using ineffective strategies such as avoidance.
In 2002, Pappamihiel conducted a study of 178 middle-school Mexican immigrant students
attending school in the US; the results obtained through FLCAS and focus group interviews
indicated that the most common strategy the participants used to combat anxiety was

avoidance, which is in line with Bailey, Daley, and Onwuegbuzie (1999).

Moreover, since learning a new language involves a combination of the individual’s
emotions, beliefs, motivation and attitude, cognition, meta-cognition, and their use of affective
and meta-affective strategies, all these should be taken into consideration when dealing with
FLA. To begin with, strategies are "the conscious thoughts and actions that learners take in

order to achieve a learning goal” (Chamot, 2004, p. 14), which in this case is reducing FLA.
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The use of strategies in learning a new language has been of interest to many researchers since
1970. In 1990, Oxford classified strategies into different categories; among them were
cognitive strategies, which involve manipulating the learning materials directly by using
reasoning, analysis, note-taking, summarizing, etc. Also, meta-cognitive strategies are used to
manage the overall learning process such as planning, arranging, scheduling, etc. Her scheme
however also allows for affective and meta-affective strategies. Oxford (2013) has argued that
it is important to use strategies that focus on the affective aspects of learning a new language
such as activating the supporting emotions and generating and maintaining motivation. Also,
she explained that meta-affective strategies that include, among others, paying attention to
affect, planning for affect, and monitoring for affect, are also important because "L2 learners
are not just cognitive information — processing machines” (p. 63); they have emotions,
attitudes, and motivation; these meta-affective strategies will help them reflect on their

affective needs.

However, "[b]ecause of the apparent dynamic nature of English language anxiety, it is
possible that it will affect ELLs at many different levels, engendering a need for a variety of
coping strategies” (Pappamihiel, 2002, p. 346). This variety is what Kondo and Ying-Ling
(2004) tried to illuminate by designing a systematic typology of strategies that students used
to cope with the anxiety they experienced in English language classrooms. The participants
were 209 (93 female and 116 male) learners studying English at two universities in central
Japan who were asked to answer open-ended questions about the specific strategies they used
to reduce FLA. Based on the information they provided, Kondo and Ying-Ling (2004)
introduce the conceptualization that anxiety coping strategies can be a combination of
cognitive, affective, and behavioural strategies, as well as resignation, which is in effect giving
up .They categorize FLA-reducing strategies into five categories in all: preparation, relaxation,

positive thinking, peer seeking, and resignation.
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Preparation coping strategies refer to the attempts made by learners to control
threatening situations in the classroom by improving their learning and studying strategies
(such as taking notes) and preparing for class in advance. Relaxation is the second category in
which learners use techniques to reduce their anxiety symptoms such as deep breathing and
calming down. Another category is positive thinking, which attempts to undermine the source
of the anxiety by shifting the attention from the stressful situation to a more pleasant one such
as imagining a great performance (compare Oxford's idea of situation-analysis above). The
fourth strategy is seeking help and support from their peers. Resignation is identified as the last
category. In this strategy learners do nothing to reduce their anxiety; instead they choose to
minimize the effect of their anxiety by choosing to avoid the issue by using ineffective

strategies such as sleeping in class and giving up.

However, the correlations in this study between FLA and coping strategies used by the
university students did not show any statistical significance. The reason for that, according to
Kao and Craigie (2013a), is that "correlational analyses may not be the best statistical tool to
assess the relationships between coping strategies and foreign language learning anxiety, as

there may be a linear and causal relationship between these factors” (p. 414).

Accordingly, Kao and Craigie (2013a) investigated coping strategies used to reduce
FLA in 120 Taiwanese university students using the FLCAS and the modified version
(Marwan, 2007) of the Foreign Language Anxiety Coping Scale (Kondo & Yang, 2004). They
used regression analyses to investigate the effect of different coping strategies on FLA, and
they found that positive thinking is the most common strategy used by the learners, and that it
does lower their level of anxiety. On the other hand, they found that using resignation can

increase the level of anxiety experienced by the learners.
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3.6 FLA research in the Saudi context

Recent research developments in the Saudi context have begun to emphasize the role
of emotions in both learning and teaching foreign languages. However, as discussed in (2.1),
there is no comparison between the few studies conducted in the Saudi context and the vast
amount of research carried out in the Western context. In addressing FLA specifically, the
following studies made various contributions to enhance the literature and increase
understanding of this phenomenon within the Saudi context: (Al-Saraj, 2014a; Alrabai, 2015;

Dewaele & Alfawzan, 2018).

Al-Saraj (2014) used a case study design to examine the experiences of ten female
college students learning English as a foreign language in Saudi Arabia. Participants completed
the Arabic FLA questionnaire (an adapted version of the FLCAS) and participated in classroom
observation (with field notes) and individual and group interviews. The study found that
participants experienced a moderate to high level of anxiety which could be traced back to
teacher-student interactions, teacher behavior, fear of negative evaluation and different
teaching methods. The participants of this study attended private colleges, which is rare in the
Saudi context, and most of these students came from backgrounds in which, as a result of their
private education and travel abroad, they had received more exposure to the English language
than other Saudi students. Thus, the construction of the Arabic FLA questionnaire, which was
based on the experiences of these learners, might not accurately represent the vast majority of

Saudi students, most of whom attend state universities.

Alrabai (2015) by contrast investigated the effects of anxiety-reducing strategies that
had been implemented by English as a foreign language teacher in the Saudi context. The study
was conducted in two stages; in the first stage, the FLCAS was used to identify the sources of

FLA for 596 (male and female) learners. During the second stage, learners (468 male) were



82

divided into two groups (experimental and control). For eight weeks, twelve recruited teachers
implemented the anxiety-reducing strategies with the experimental group. The findings
indicated that the intervention led to significantly decreased levels of FL anxiety for the
learners in the experimental group, whereas those in the control group experienced increased
levels of anxiety. While the use of a quasi-experimental design in this research was a step
forward in the research by specifically measuring the effects of practical solutions to reduce
anxiety, the lack of qualitative data gathering in the first stage of the study limited the number
of factors that potentially trigger learners’ anxiety which could be uncovered and used in the
second stage when the anxiety-reducing strategies were introduced to the learners during the
intervention. Moreover, the absence of female participants in the second stage leaves a big gap
in the literature and understanding of the effect of FLA reducing strategies on Saudi female

learners.

In line with recent research developments investigating the role of positive and negative
emotions, Dewaele and Alfawzan (2018) explored the effects of foreign language enjoyment
and foreign language anxiety on language learning performance in two separate contexts: (1)
with 189 foreign language learners in two London secondary schools, and (2) with a group of
152 Saudi learners and users of English in Saudi Arabia. In the second context, which focused
on the experiences of Saudi learners, participants filled out a questionnaire with items extracted
from the FLE questionnaire and FLCAS to determine their levels of FLE and FL anxiety,
answered two open-ended questions regarding enjoyable and anxious learning experiences, and
took the LexTALE test to indicate their level of proficiency. The study in the Saudi context
concluded that higher levels of FLE were associated with significantly higher English
proficiency scores, while higher levels of FL anxiety were linked to lower English proficiency
scores. Moreover, participants traced the sources of their anxiety to negative instructional

practices and negative teachers’ comments.
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A review of the literature reveals that most research has been conducted in the Western
world, with only a handful of studies examining FLA within the Saudi context. The present
research aims to contribute to the existing FLA literature by providing information about Saudi
learners’ and instructors’ experiences of FLA. Since the Saudi context shares many common
features with other Arabic educational settings, the implications of the present research can be

beneficial to be applied in these other instructional milieus.

Also emerging from the literature review is the fact that, while there exists an
abundance of information regarding learner FLA, there is a dearth of data concerning teacher
FLA which the current study therefore also explores. The mixed methods design of the current
research allows for the identification of anxiety-provoking sources that is not limited to a single
questionnaire; rather, learners are encouraged to express their individual fears and anxieties,
followed by the introduction of anxiety-reducing strategies based on these specific needs.
Finally, the ability to measure the effectiveness of these various strategies adds a new
dimension to the existing literature. Accordingly, the current research will attempt to answer

the following questions:

RQ1. What levels of overall FLA do Saudi English major undergraduate students and their

teachers have?

RQ2. What are the causes of FLA among Saudi undergraduate English major students?

RQ3. What causes teachers’ own FLA and what is the relationship between it and

learners’ FLA?

RQ4. What are the strategies suggested to be used by Saudi English major

undergraduate learners to reduce their anxiety?
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RQ5. What are the strategies suggested to be used by the participants English teachers

to reduce their students’ anxiety?

RQ6. What is the effect of applying anxiety-reducing strategies on Saudi English major

undergraduate students’ anxiety levels?

3.7 Chapter summary

The researcher discussed FLA inside the classroom, its sources, its symptoms, and
effects, including how it can influence the acquisition of language skills. Although most of the
literature focused on learner anxiety, teacher anxiety appears to influence learner anxiety, and
this was discussed as well. Finally, numerous strategies that can be used both by learners and
teachers to alleviate FLA were reviewed along with a review of the FLA research in the Saudi

context.

Based on the literature review, discussed in these two chapters, a mixed method design
was chosen for the current study to collect the data to avoid some of the weaknesses that
appeared in other studies. The use of different instruments achieves a more comprehensive
understanding of the issues investigated in this study and enables the researcher to confirm the
findings of one instrument with the other (Sandelowski, 2003).The next chapter will provide
an overall description of the study design and how it combines gquantitative and qualitative

methods to address the research questions.
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Chapter 4 Methodology

4.1 Introduction

This study investigated foreign language anxiety among Saudi undergraduates with a
beginner level of English proficiency who were majoring in the English language at Bisha
University, as well as their instructors, to identify the extent and causes of student FLA, the
causes of teachers’ FLA and its relationship to learners’ FLA, the strategies suggested by Saudi
learners and teachers to reduce learners’ anxiety, and the effect of implementing these
strategies on learners' anxiety level. The study involved more than one phase and included an
intervention by the researcher with an intervention intended to reduce anxiety with an
experimental group. This chapter presents the methods used in the current study, including the
rationale for the chosen methods, the participants and sampling method, the data collection
instruments and their validity and reliability, the data collection process and the data analysis

procedures.
4.2 Rationale for the mixed-methods approach

The mixed-methods design used for this study included one type of quantitative
instrument, i.e. a questionnaire, and several qualitative instruments, specifically interviews,
non-participant classroom observation, and diaries. This design was chosen by the researcher

for several reasons, which will be outlined in what follows.

First to define mixed methods research, the researcher refers to Johnson, Onwuegbuzie,
and Turner (2007) who asked leaders in the field of mixed-methods research how they define
this type of research. The authors discussed and summarized the answers they received to reach

the following definition:
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Mixed methods research is an intellectual and practical synthesis based on qualitative
and quantitative research; it is the third methodological or research paradigm (along
with qualitative and quantitative research). It recognizes the importance of traditional
quantitative and qualitative research but also offers a powerful third paradigm choice
that often will provide the most informative, complete, balanced, and useful research

results (Johnson et al., 2007, p. 129).

For this study, there were several reasons why a mixed-methods approach was
appropriate. Greene, Caracelli, and Graham (1989) noted that the first reason a researcher
should consider mixed methods is that the methods increase the researcher’s capacity to
triangulate data. Obviously, in areas where the same issues are dealt with by more than one
instrument, using multiple sources for gathering data allows for confirmation and mutual
validation of the results obtained by the data collection instruments (Kelle, 2005), which will
be seen in the results section in this study where results from the questionnaire and interview
on the same issues will be presented. The second reason listed by Greene et al. (1989) was that
these methods can also be complementary when used on different but related issues: using both
quantitative and qualitative instruments to collect data allows for a more comprehensive
understanding of the issues investigated in the study (Sandelowski, 2003). In the current
research, the questionnaire gave fairly limited evidence of reasons for anxiety while the

interviews and diaries allowed for far more depth of information to emerge.

This in-depth understanding of the research problem is connected with the third reason
that researchers should use a mixed-methods design: it allows for stage-based development of
the research, in which “the results from one method [...] help develop or inform the other
method” (Greene et al., 1989, p. 259), which is also the case in the current study. The data
collected from the initial questionnaire was used to choose the sample for the interview and

diary-based data collection since it identifies the anxiety level within the participants.
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Additionally, the non-participant observation and the interviews of learners and teachers in
the initial phase guided the choice of the FL anxiety-reducing strategies that were implemented

by the researcher in the intervention phase.

A fourth reason for using a mixed-method design is that it allows for ‘initiation'. The
use of multiple data sources may raise new questions or even reveal contradictions in the
study’s logic that would suggest a further study for addressing those questions (Hesse-Biber,
2010). The fifth reason listed by Greene and her colleagues was that mixed-methods research
has the capacity for expansion, which “extend[s] the breadth and range of the inquiry” (p.259).
The detailed results from mixed-methods research could help future researchers to conduct new

or modified inquiries.

Furthermore, a mixed-methods design for this study was chosen in order to help
overcome certain limitations inherent in both the quantitative and qualitative methods, if they
were to be used separately, to answer research questions that could not be adequately answered
by one of these approaches alone, and to make stronger and more accurate inferences (Creswell
& Clark, 2017; Teddlie & Tashakkori, 2009). This was all the more important in this case
because the current study investigated FLA, which is a hidden inner emotion that affects
human behaviour, and required a variety of instruments to help the researcher to better
understand the complexity of human beings’ behaviours and their interactions in classroom
situations (Cohen, Manion, and Morrison, 2013).

Aside from the fact that quantitative research yields data in the form of numbers for
analysis, while qualitative research yields data in the form of talk, text, images etc., there is
usually a deeper philosophical distinction associated with the two methods and combining them
enables the researcher to exploit the strengths of both. Quantitative research, as discussed in
Macaro (2010), is typically associated with the positivist paradigm of research, which argues

that there is a definite truth about whatever the researcher is interested in (in the current research
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FLA) out there in the world, which is the task of the researcher to measure with suitable
instruments in an objective way. On the other hand, qualitative research is typically associated
with the constructivist paradigm which holds that the truth is rather a more subjective construct
in the mind of researchers, and hence there is no single truth, especially in areas of enquiry
such as the current research where human beings are the object of study. Doérnyei (2007b)
explained that this distinction is associated with the practice that in positivist quantitative
research the researcher typically decides many features of the study in advance 'top down' or
deductively, such as exactly what specific questions to ask in a questionnaire, and the
respondent supplying the data has no say in this, for example she can do no more than just
choose to agree or not with each item. By contrast, in constructivist qualitative research the
questions asked, e.g. in an interview, are more general, and the respondents are encouraged to
say whatever they want, so that an understanding of the phenomenon investigated is obtained
in a more 'bottom up' or inductive way. Thus, the combination of quantitative and qualitative
approaches which, at the level of research design, is termed 'mixed methods', corresponds often
to a combination of ways of thinking about the nature of research which, at the level of
paradigms, is often called pragmatism. Pragmatism examines “practical consequences and
empirical findings to help in understanding the import of philosophical positions and,
importantly, to help in deciding which action to take next as one attempts to better understand

real-world phenomena” (Johnson & Onwuegbuzie, 2004, p. 14).

The quantitative component of this study provided the starting point for identifying the
students and the teachers who claimed to experience FLA, and for measuring the extent to
which their FLA seemed to be due to each of the factors covered by a standard instrument used
in this field, both before and after the intervention phase. On the other hand, it was the
qualitative component that enriched the research and gave the researcher the chance to

approach FLA in a less constrained way from the perspective of the learners and the teachers.
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Their explanations of the language-related tasks and situations that they found anxiety-
provoking, as well as the measures that they took to manage their anxiety, supported an
argument by Yan and Horwitz (2008) that the learners’ reflections via interviews or diaries
should be a major source of data in the investigation of FLA in order to achieve a clearer

understanding of the phenomenon.

4.3 The Participants

4.3.1 Quantitative component: student sample

The FLCAS questionnaire (see section 4.4.1.1 below) was in the initial phase of the
study responded to by 60 female Saudi undergraduate students majoring in English (out of a
possible 80 who were offered the questionnaire), representing 75% of the first level students.
The selection of this sample was made because they were deemed particularly likely to suffer

from anxiety see (1.4).

The student sample for FLCAS, and indeed for the student interviews, observation and
diaries, was obtained from two classes with a size of 40 students in each one, taking the same
modules with the same teachers but at different times due to classroom size limitations. This
fact was utilized by the current study, which, in order to test the effect of the intervention to
reduce anxiety, required two groups, one of which was considered as the control group, while
the other was the experimental group. The groups who participated were almost identical (mean

ages 18 and 19) and had the same prior exposure to English.

The second administration of the questionnaire, after the treatment, involved data
collected from 55 of the same 80 potential participants, which is 68.75 % of the first level

students. Even though not all those who were asked (80 students) to participate in fact did, the
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researcher deems the sample of students to be typical of English majors in the first year at the

current university and indeed at other provincial universities in Saudi Arabia.

To maintain the confidentiality of the participants, they were assigned pseudonyms (see
section 4.9) where the first number represents the student and the second number represents
the class (i.e. experimental and control). For example, Student (5,1) is the fifth participant from

the experimental class and Student (1,2) is the first participant from the control class.

4.3.2 Quantitative component: teacher sample

Fourteen female teachers with a variety of nationalities, including Saudi, Egyptian,
Pakistani, and Indian, responded to the TFLAS questionnaire. The participants’ age ranged
from 25-39, and their teaching experiences varied greatly: the sample encompassed novice
teachers with one year of experience in the classroom to teachers with 11 years of experience
(see Table 4.1). They were all the teachers of the English language department including the
four teachers of the first level. Again, this sample was judged to be typical of this university
and of the English Department staff in most other provincial universities in Saudi Arabia.

Table 4.1 Background information on the teacher questionnaire respondents

Age | Yearsof | Nationality | First Other Qualifications Anxiety
teaching language | language score
known (18-90)
T1 27 4 Saudi Arabic English BA English 49.00
language
T2 32 5 Saudi Arabic English MA Applied 44.00
Linguistics
T3 28 4 Pakistani Hindi English, MA TESOL, PhD | 35.00
Urdu, student
little
Arabic
T4 28 5 Saudi Arabic English BA English 49.00
Language
T5 31 8 Pakistani Urdu English, MA Linguistics and | 42.00
Hindi, English Language
and teaching
Arabic
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T6 39 10 Egyptian Arabic English PhD English 42.00
Literature
T7 29 9 Bangladeshi | Bangla English, MA English 48.00
Hindi, language teaching
and
Arabic
T8 25 1 Saudi Arabic English BA English 58.00
Language, and one-
year diploma of
language teaching
T9 38 11 Bangladeshi | Bangla English, MA Applied 32.00
and Hindi | Linguistics
T10 | 30 2 Saudi Arabic English MA TESOL 46.00
T11 |28 4 Saudi Arabic English BA English 46.00
Language
T12 | 32 3 Saudi Arabic English MA Applied 44.00
Linguistics
T13 | 28 3 Saudi Arabic English BA English 43.00
Language
T14 | 27 5 Saudi Arabic English, MA Applied 45.00
and Linguistics
French

4.3.3 Qualitative component: student sample for interviews

Students were interviewed in two rounds: before the intervention phase and afterwards.

In the first round, 12 highly anxious students from the two groups who gave their consent to

take part in the interviews were interviewed, chosen based on their high anxiety scores derived

from the FLCAS. The lowest possible anxiety score based on the questionnaire as a whole is

33 and the highest 165. From this it can be seen (Table 4.2) that the most anxious students (2,1

and 3,2) in the sample scored 148, which is 84.8% of the possible maximum score on the

available scale, and the least anxious one (3,1) scored 123 which is 68.2%. Later, seven of the

students from the first group (experimental class) were interviewed again in the second round

(in phase 3).

Table 4.2 The student interviewees in the two rounds of interviews

Student

FLCAS score
(33-165)

Round of interview
First Second
round round




9

2

Group 1 (experimental) | Student (1,1) 133 X X
Student (2,1) 148 X X
Student (3,1) 123 X X
Student (4,1) 126 X X
Student (5,1) 124 X X
Student (6,1) 126 X X
Student (7,1) 129 X X
Group?2 (control) Student (1,2) 141 X
Student (2,2) 137 X
Student (3,2) 148 X
Student (4,2) 128 X
Student (5,2) 128 X

4.3.4 Qualitative component: student sample for observation and diary writing

During the non-participant observation, the researcher observed classes containing at

least 40 students taking various modules at the first level of their English major, involving both

groups. These students included all those who responded to the questionnaires and interviews.

Out of 15 students who were invited to write diaries, only ten students with high levels of

anxiety from both groups (nearly the same as the interviewees), agreed to write diary entries

once per week for a period of ten weeks (see Table 4.3).

Table 4.3 Students who wrote diary entries in each week

Student | FLCAS | Week | Week | Week | Week | Week | Week | Week | Week | Week | Week | Week | Week
SCORE | 1 2 3 4 5 6 7 8 9 10 11 12

Phase | Phase | Phase | Phase | Phase | Phase | Phase | Phase | Phase | Phase | Phase | Phase
1 1 1 2 2 2 2 2 2 3 3 3

Student | 133 X X X X X

(1,2)

Student | 148 X X X X X

Student | 123 ; X X X

(3,1)

Student | 126 X X X X X X X X X

4,1)
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Student | 124

(5.1)

Student | 129

(7.1)

Student | 141

(1.2)

Student | 141

(3.2)

Student | 128

(4,2)

Student | 128

(5.2)

X X X
X X X X
X X X

X X

X X X X
X X X X

4.3.5 Qualitative component: teacher sample

All of the four teachers of the first level who responded to the questionnaire
additionally agreed to be interviewed and have their classes observed, including T8 who is the
teacher of the listening and speaking course where the researcher intervened. Three of them
were Saudi teachers, and the fourth teacher was from Pakistan. They were chosen because they

were first level teachers, and one of them had scored the highest level of anxiety in the TFLAS

among all the teacher participants (see Table 4.4).

Table 4.4 Teacher participants in the interview and observation

Teacher First level modules taught TFLAS score
T2 Reading, study skills 44
T3 Vocabulary 35
T8 Listening and speaking 58
T14 Writing 45
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4.4 The Instruments

The data was collected through questionnaires, semi-structured interviews, non-

participant classroom observation, and diaries, used together as noted earlier, to achieve a

complete and in-depth understanding of the issues investigated in the study (Table 4.5).

Table 4.5 Instruments used to gather data for each research question, in each phase of

the main study

RQ FLCAS | TFLAS | Student Teacher Student
Interven- Class . . . L
tion observation Interviews | interviews | Diaries
RQ1. What levels of
overall FLA do
Saudi English major Xfirst | Xfirst
undergraduate phase phase
students and their
teachers have?
RQ2. What are the
causes of FLA X first,
among Saudi X first X first X first X first second,
undergraduate hase hase hase hase and
English major P P P P third
students? phase
RQ3. What causes .
teachers' own FLA ;ZJ;:’;
and what is the X first X first X first X first X first ’
. . and
relationship between phase phase phase phase phase third
it and learners’ phase
FLA?
RQ4. What are the
strategies suggested X first,
to be_ used t?y Saudi X first X first second,
English major hase hase and
undergraduate P P third
learners to reduce phase
their anxiety?
RQ5. What are the
strategies suggested X first,
to b? L_Jsed by the. X first X first second,
participants English hase hase and
teachers to reduce P P third
their students’ phase
anxiety?
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RQ6. What is the
effe.ct of applylng . . X first,
anxiety-reducing X first | X first second
strategies on Saudi X second and and X first and and '
English major phase third third third phase third
undergraduate phase phase

5 . phase
students’ anxiety
levels?

4.4.1 The quantitative component

4.4.1.1 The FLCAS (Horwitz et al., 1986) student questionnaire

Questionnaires are known to have both strengths and weaknesses. Of particular
importance to the current study, the closed quantitative questionnaire was chosen to elicit
participants’ responses, because it has been shown to be a versatile technique that facilitates
the collection of a large amount of information about hidden personal variables (such as
attitudes and affect) in a relatively speedy and practical manner. Furthermore, participants are
usually, as in the current research, free to complete the questionnaire at their own convenience
(Dornyei, 2007b). Furthermore, among many advantages listed by Robson and McCartan
(2016), closed response questionnaires provide a straightforward approach and high degree of
standardization with respect to data analysis, since all participants answer the same questions
in the same response format. They can also afford participants anonymity, if names are not
requested, although in the current study that was not possible since the researcher needed to
be able to identify the anxiety level of the participants for the next stage of data collection and
to connect the questionnaire responses of participants before the intervention with their

responses after that (so instead confidentiality was assured; see section 4.9).

On the negative side, the use of a questionnaire carries the risk of the participants
misunderstanding the questions, due to the choice of words and use of terminology (Gillham,
2008). In the current case, the researcher used as a basis a published instrument widely tested

in previous research with lay participants and lacking any use of terminology. To avoid any
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language issues, the researcher translated it into Arabic. Another issue is that respondents may
simply not give truthful responses, whether because they cannot remember what they are asked
about, or because they wish to give the researcher the answer that they think she expects, to
please her, or to present a favourable image of themselves, which is called the social desirability
bias (Johnson, Fendrich, and Hubbell, 2002). In the current research with respect to the first
issue, the researcher felt that occasions when the students would experience anxiety arose on
almost a daily basis in English classes that they were attending, so memory was not a problem.
On the second count, the researcher made clear to the students that this was for her research
and she wanted truthful answers, and that there were no right or wrong answers, nor any
positive or negative evaluation of the student to be obtained from any particular answer.
Finally, questionnaires are criticised for the limited and superficial nature of what can
realistically be asked about in a set of closed questions (Dornyei, 2007b). This was resolved by
additionally using the other instruments described below and triangulating the data gathered

from them.

In order to determine the learners’ overall levels of anxiety and the degree of influence
of various factors affecting it (RQ1,RQ2), this study employed a version of the FLCAS
(Horwitz et al., 1986) translated into Arabic to eliminate any misunderstanding of the content,
as the respondents were at a beginner level of English proficiency (see appendix 2). To ensure
the accuracy of the Arabic translated version, several colleagues were consulted, and the
researcher went through other studies that had also translated the questionnaire or adapted
versions of it into Arabic (Al-Saraj, 2014b; Alrabai, 2015; Lababidi, 2015) to compare
translations and come up with the one that was introduced to the participants in the current
research, which was chosen because of the high quality of the translation and its attention to

rigour.
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FLCAS is a 33-item self-report questionnaire that uses a Likert scale to specifically
measure the classroom anxiety of foreign language learners based on the analysis of three
related situation-specific anxieties: communication apprehension, fear of negative evaluation,
and test anxiety. As the literature review showed, far more possible causes or sources of student
anxiety have been identified than these three. However, the authors of FLCAS do not claim
that it is intended to be exhaustive in this respect (see 2.5). Previous studies have shown that it
is a reliable tool and has become the most widely used questionnaire in the field of FLA (Aida,
1994; Elkhafaifi, 2005; Gregersen & Horwitz, 2002; Gregersen, 2005; Kitano, 2001; Mak,
2011; Matsuda & Gobel, 2004; Saito et al., 1999). Its reliability and validity have been
established by many studies (Aida, 1994; Hewitt & Stephenson, 2012; Horwitz, 1986; Toth,
2010) which have used FLCAS, reporting a high reliability index, with an alpha coefficient

ranging from .67 to .95.

However, there have been a few critiques of this instrument discussed in the literature.
First, the instrument is more focused on measuring speaking anxiety, which makes it unsuitable
to measure anxiety related to the remaining language skills, or indeed to be regarded as an
unbiased estimate of FLA in some overall, skill-neutral, sense. An additional criticism
questioned the suitability of using FLCAS to measure FL learners from different contexts
around the world, given the fact that it was originally designed to measure the anxiety of foreign
language learners in the US. More of the FLCAS shortcomings (e.g. in the wording of

particular items) will be discussed further in the following chapter (see 5.3.1).

In defence of FLCAS, its construct validity has been supported by factor analysis
(Cheng et al., 1999; Mak, 2011; Matsuda & Gobel, 2004; Toth, 2010), although there is some
variation as to whether the factor analysis yields the three claimed subtypes of anxiety or only
two. Moreover, Brown (2007) discussed the successful use of FLCAS in research with learners

with different proficiency levels and different contexts and cultures. For these reasons, the
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researcher was encouraged to use it in the present study, given that one goal of the research
was simply to measure overall anxiety and quantify at least some of its causes among the
participants. Another reason was that the researcher did not rely on the FLCAS only to collect

data but also made use of other tools, which are presented in later sections of this chapter.

4.4.1.2 The modified TFLAS questionnaire for the teachers

TFLAS (Horwitz, 1996) is a two-part, self-report questionnaire that has been used to
investigate feelings of anxiety among teachers and the ways in which their anxiety might affect
their teaching practices. The first part contains eighteen items aiming to elicit respondents’
feelings of language anxiety (e.g. | feel self-conscious speaking my foreign language in front
of the other teachers, It frightens me when | don't understand what someone is saying in my

foreign language etc).

The second part of TFLAS contains nineteen items related to teaching approaches,
methods, techniques, and activities (e.g. role-play activities, Total Physical Response etc).
Since the current study was only interested in identifying the effect of anxious teachers on their
students’ anxiety, the researcher used only the first part of the questionnaire, to identify anxious

teachers.

The TFLAS has the same sort of advantages and disadvantages as the FLCAS discussed
above. Again it has had its reliability and validity supported by use in previous studies
(Machida, 2016; Tum, 2012), but as a tool it has not been as widely used as the FLCAS. The
first part was used without alteration, and in English, since the researcher deemed that it would
not present a problem to the teacher participants (see appendix 3). Although the target subjects
are different between FLCAS (students) and TFLAS (teachers), the basic contents of the
questionnaire, especially the first part, are very similar to each other because Horwitz (1996)

developed TFLAS based on FLCAS (Horwitz et al., 1986). For example, one item in FLCAS,



99

“I always feel that other students speak the foreign language better than I do,” looks similar to
an item in TFLAS: “I always feel that other teachers speak the foreign language better than |
do.” Hence once again it cannot be seen as covering the full range of potential sources of

teacher anxiety described in the literature (3.4).

4.4.2 The qualitative component

4.4.2.1 Semi-structured interviews: student interviews

The choice of interviews as a data collection in this research was to give the participants
the opportunity to share their experiences based on their own perspective, their ideas and
opinions about the issues related to the current investigation (Efron & Ravid, 2019). During
the interviews, the participants have the advantage of providing rich and in-depth data
expressed in their own words (Robson, 2002) . Interviews can be conducted in a structured,
semi structured or highly unstructured way. In the structured interviews, the interviewer is
supposed to read the questions exactly as they worded to every participant and never provide
any further information beyond that, which takes away the advantage of “the dialogical
potentials for knowledge production inherent in human conversation”(Brinkmann, 2014, p.
286). On the contrary, in the unstructured interviews, the interviewer initiate the request for the
narrative with an open-ended question relating to the subject of the study, and followed by
subsequent questions dependent on the participant's responses (Holloway & Galvin, 2016)
Semi structured interviews stand on the middle ground between structured and unstructured
interviews. In the semi structured interview , there is a prepared set of open- ended questions,
but the interviewer is encouraged to ask follow -up questions to clarify the interviewee
responses or to allow them to elaborate on certain issues, the interviewer, furthermore, can
change the order or the wording of the questions between the participants as he\she sees fit

(Dornyei, 2007a)
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Semi-structured interviews were chosen specifically as a data collection instrument,
because ,unlike the structured interview which resembles a questionnaire, semi-structured
interviews provide the researcher with the freedom to follow other topics that may come up in
the conversation whenever the researcher feels that it is important for their inquiry (Cohen &
Crabtree, 2006). Another advantage of semi-structured interviews is that they enable the
researcher to build a close relationship with interviewees, which is essential in helping them
express themselves without the pressure that may be caused by more structured method of data
collection (Gomm, 2008).Moreover, having a set of prepared questions will help the researcher
to relax and project confidence to the interviewee which will encourage them to speak freely
and in depth about the issues in question (Efron & Ravid, 2019) . These advantages of semi
structure interviews were highly important to the current research since it investigates the
participants experiences with FLA, an emotion that can be approached differently by each
participant and having the ability to tailor the interview line of questioning based on their needs

will help the researcher to capture the depth and breadth of each participant’s story.

A disadvantage of semi-structured interviews, however, is that they very much depend
on the ability of the interviewer to think quickly in real time and guide the conversation
appropriately, without biasing the responses by suggesting what she/he wants to hear for
example. Moreover, some participants can be too shy to answer the questions sufficiently or ,
on the contrary, too talkative where they provide a lot of useless data (Dérnyei, 2007a). Hence,
it was important for the researcher to practice the skill of interviewing by conducting a pilot
study (see section 4.5). Interviews, furthermore, are often very time-consuming in term of
conducting and data analysis which were overcome in the current research by focusing the line
of inquiry on the core questions of the current research and were further improved by testing

the interview guide during the pilot study (see section 4.5).



101

Two rounds of semi-structured interviews, before and after the intervention, were
conducted with a total of 19 interviews from both the experimental and control class, with
participants who were categorised as highly anxious students based on their results on the
FLCAS (see 4.3.3). The questions they were asked were based on an interview guide that listed
the questions and the topics that were to be investigated during the interview (Patton, 2002).
These are given in full in appendix 4. In the first round of interviews, warm-up questions were
asked first, in order to help the students relax, exploring the students’ reasons for choosing to
study English, whether or not they liked studying English, and how they would evaluate their
experiences as learners. Next, they were asked the questions that were relevant to answering
the research questions. First, they were asked about their levels of anxiety, the situations that
made them anxious and the influence of their teachers on their anxiety levels. Finally, they
were asked what they did to reduce their anxiety and what they thought their teachers and

classmates could do to help them overcome their anxiety, as well.

The questions in the second round of interviews went straight to issues pertinent to
RQS5. They sought students’ opinions about the classes they took during the intervention period,
their anxiety levels during the classes, any changes they noticed, the influence of the teacher
and their classmates, what happened after the end of the intervention period and their return to
their normal classes in terms of their anxiety. Since the participants were beginner-level
speakers of English, the interviews were conducted in Arabic, and they were audio-recorded,
using voice memo app on iPhone. The interviews conducted in the university premises and

lasted between 10 to 20 minutes.

4.4.2.2 Semi-structured interview: teachers’ interviews

Semi-structured interviews were also conducted with the teachers, on one occasion. The

teachers were asked first about their teaching experiences, then issues relevant to answering
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RQs 2 and 4: their anxiety, the situations that made them anxious, the situations that made their
students anxious and the influence of their anxiety on their students. Finally, they were asked
what they did to reduce their students’ anxiety levels. See appendix 5 for the full set of
questions. As the teachers were advanced speakers of English, the interviews were conducted
in English, took between 25 and 40 minutes, and were audio-recorded, using voice memo app

on iPhone.

4.4.2.3 Non-participant classroom observation

Classroom observation is another qualitative instrument used by researchers to
understand classroom phenomena and to provide the researcher with “direct information rather
than self-report accounts” (Dornyei, 2007b, p. 178) as offered by the questionnaires and the
interviews. Cowie (2009) defined observation as “the conscious noticing and detailed
examination of participants’ behavior in a natural setting” (p.166). It is also described as a
systematic and purposeful process in which researchers “apply the full range of [...] perceptual
and analytical skills as intensely and extensively as [...] they are able in the pursuit of

understanding” (Richards, 2003, p. 106).

The role adopted by the researcher as an observer varies from ‘participant’ to ‘non-
participant,” depending on the researcher’s involvement in the research context. Dornyei
(2007b) explains that the participant observer becomes a part of the group and engages in all
the activities of the group, while the non-participant observer is either minimally involved in
the context or not at all. In the current study, the latter role was adopted, because the researcher
was interested in identifying the causes of FLA and the ways in which the students and their
teachers managed it, as they occurred naturally without influence from the researcher, which

was the main purpose of using observation as a data collection instrument in the current study.
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One limitation of conducting classroom observations is that sometimes very little value
may be derived while the observation is initially occurring (Cohen, Manion, and Morrison,
2007), since the researcher may not be able to make sense of the events at the moment when
they occur. When a recording of the session is replayed, however, the researcher may be able
to focus on the details better so as to reach a better understanding of what occurred. In the
current research, unfortunately videotaping is prohibited; therefore, the classes were audio-

recorded instead, and field notes were also generated and used.

Another limitation of observations, however, is that it does not allow direct access to
what is going on in participants' minds, in the way that an interview or questionnaire does, to
an extent anyway, but only sheds light on what participants do. This can be an issue given that
the present study is concerned with anxiety, which is primarily a mental and psychological
construct. There is nevertheless a list of signs of anxiety (through nonverbal behaviour) which
a researcher should be able to observe and record in a classroom, if they occur, such as
restlessness, trembling, dry throat affecting the voice, avoidance of an activity (e.g. giving a
minimal response when spoken to), irritation, and for some students close to the observer, if
seen from the front, face pallor and downcast eyes (Gregersen, 2009; Gregersen & Maclintyre,

2017; Gregersen et al., 2017; Gregersen, 2005).

The researcher prepared a guide of aspects to observe before engaging in the
observation, using themes chosen based on the literature (Cheng et al., 1999; Dornyei & Ryan,
2015; Gregersen, 2009; Gregersen, 2005; Horwitz, 2001; Horwitz, 1996; Horwitz et al., 1986;
Young, 1991). In terms of students’ anxiety, the guide listed non-verbal cues of anxiety, both
behavioural and auditory, that appear in a situation where anxiety occurs, types of
activity/language skill taking place or being taught at the time, whether the teacher or other
students did anything to cause it, and what the teacher or the student did to reduce it. In

addition, the guide for observing teacher anxiety contained, in the same way as the students’
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guide, the non-verbal cues of anxiety, types of activity/language skill taking place or being
taught at that time, what the teacher did to reduce it, and whether there was any sign of student
anxiety that appeared as a reaction to teacher anxiety, albeit that would be again difficult to

notice.

Importantly, the observation done at phase one was used as a starting point for the
topics covered in the interviews conducted later and for the FLA-reducing strategies that were
implemented by the researcher in the intervention phase two. Also, it ensured that the FLA
reducing strategies the researcher introduced in the next phase were things that did not occur
already in the classroom, and this is something that can only be known from the observation,
since it would not be things the participants will necessarily give a clear account of in their

interviews etc.

The researcher observed first-level students in different English classes including
reading, writing, listening and speaking, grammar and vocabulary, with a special focus on
listening and speaking, since the FLA-reducing strategies were to be implemented in the
listening and speaking classes. The researcher observed 12 classes with four different teachers
including classes from the course targeted for the experiment. Each class had a duration of 50

minutes.

To increase validity, a teacher of the English department (not one of the first-level
teachers) observed these classes as well. She was given a copy of the observation guide and
was asked to write notes to compare them with the researcher at the end of the observation

sessions. Both the researcher and the teacher observed the same 12 lessons.
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4.4.2.4 Student diaries

The last qualitative instrument used in this study was the students’ diaries. A diary study
is a “first-person account of a language learning or teaching experience, documented through
regular, candid entries in a personal journal and then analysed for recurring patterns or salient

events” (Bailey, 1990, p. 215). Moreover, as argued by Bailey (1990, pp. 87-88)

diary studies are absolutely essential to advancing our understanding of classroom
language learning [...] Properly done, the diary studies can provide us with important
missing pieces in this incredibly complex mosaic — pieces which may not be fully

accessible by any other mean

In particular, diary entries allow the researcher to examine events in their natural, spontaneous

context.

Diaries can however be subject to memory lapses by the participants (Bailey, 1990;
Fry, 1988). To reduce the likelihood of this, it is best to minimize the amount of time between
the experience of the event and the recording of the account of this event (Bolger, Davis, and
Rafaeli, 2003). In this study, the temporal gap between the event and recording was addressed
by asking the participants to provide one entry per week to include all the situations where they
encountered anxiety during the week. Another problem can be maintaining student motivation
to go on writing entries over a period of time, especially as the general concept of keeping a
diary is not so familiar these days. In order to prevent this from happening, the researcher
explained to the students that these diaries will count as their classroom activity and they will
not have to do any extra activity as the rest of the class will do. However, as Table 3.3 shows,
the researcher did not totally succeed as the number of entries written dropped from 8 and 9 in

the first two weeks to 3 and 4 in the last couple of weeks.
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The diaries included up to ten entries from ten participants over a twelve weeks period.
To help the participants to express themselves freely and give them more self-confidence in
their writing, they used their first language, Arabic, in the diaries. Participants were offered the
option to write their entries in either Arabic or English, but they chose Arabic because of their
level of proficiency and their higher self-confidence when writing in Arabic. Moreover, they
were offered training before they started writing, to make sure they understood the
requirements of writing a diary. The training session took place at the university and lasted for
approximately 30 minutes. A presentation was provided to explain the notion of diary writing,
examples of students’ diaries that are related to different topics, what they are expected to write
about in the current study and its importance, then they were given a short task similar to
writing a diary to complete, followed by a discussion of any questions that may have. The
diarists were instructed to report on the classes they attended during the week which included,
but were not limited to the course where the experiment was being implemented, the activities
they did or events that occurred in classes where they felt anxiety, the reason behind their
anxiety during these activities, the individuals involved in the situation (the teacher, their
classmates) and to avoid any discomfort that may come from saying something negative about
a teacher or a classmate , the participants were instructed to keep the identity of the individuals
involved anonymous , how they felt before, during, and after the end of the event, the influence
of the teacher during the event, and the FLA-reducing strategies used by the students and their

teachers. They were written on paper and given to the researcher at the end of each week.

4.5 The Pilot Study

All the instruments and a small intervention including an intervention for one week
implemented by the researcher were piloted during the classes of two modules taken by the

first and seventh levels in the English Language Department at Bisha University for



107

approximately three weeks during the second semester of the 2015-2016 academic year,
preceding the main study’s data collection. Thus, none of the participants were the same as
those in the main study. Although a pilot study does not necessarily guarantee successful
research, it is highly likely to increase the chances of success and help the researcher to both
test the adequacy of the research instruments and assess their feasibility (Van Teijlingen &

Hundley, 2002).

Participants were given a brief introduction to the research and an explanation of what
their participation would involve. The participants who agreed to contribute to the research
signed consent forms (see appendix 6). Along with a second observer, the researcher first
observed four classes — two classes for one module at the first level and two classes for another
module at the seventh level — using a specific structured observation protocol. At the end of
the first observation round, the researcher distributed the FLCAS questionnaire to five students
from each level and the TFLAS to the two instructors of the two modules. Based on the results
of the questionnaires, the students who achieved the highest anxiety scores were selected for
interviews and asked to keep a diary for two weeks, with one entry per week. Before they
started, they were offered training to ensure their understanding of the instructions and the

requirements associated with keeping these diaries. Both teachers were interviewed as well.

Based on the data collected from the classroom observations, the interviews and the
diaries, specific strategies were chosen for the intervention period and applied by the researcher
for one class and by the two teachers for two classes — one in each level — with a total of two
intervention classes at each level. This was followed by a second round of observations of two
classes, and interviews with students to invesigate any changes in FLA experiences. At the end
of using every instrument, the participants were asked to give their feedback and any

suggestions they had for improvement.
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At the end of the pilot study, the researcher reached several conclusions that shaped the
methods used in the main study. First, although the questionnaire and the interview showed
that there was not much difference in the anxiety experienced by the students from different
levels, the researcher decided to choose the first level given their potentially more stressful
situation in that they all came from Arabic high schools to an English language department at
the university where there were completely different standards and expectations and

accordingly more likelihood of experiencing FLA (see section 4.3.1).

The researcher came to realise that an intervention at the early stage of students' higher
education could have a particular pedagogical benefit, quite apart from being better for the
research, since it might help the first-level students cope with their anxiety during the rest of
their study. For the study it might be more interesting since first-level students had not had
much experience as tertiary level FLL, so they might be more open to responding to or adopting
the FLA-reducing strategies used by the researcher. For these reasons, the main study sample

included only the first-level students.

In terms of the instruments, the researcher concluded that, since the main goal of giving
the teachers the TFLAS questionnaire was to measure their level of anxiety and whether
teachers’ anxiety might have affected their anxious students, only the first part of the TFLAS,
which measured the teachers’ anxiety, was used in the study. Given the wording of RQ3, the
second part, which concerned the strategies and activities that the teacher might use in the

classroom, was not in fact relevant and, based on the teachers’ feedback, it was confusing.

With respect to the observation, it turned out that using a fully structured observation
protocol with the main themes (see 4.4.2.3) included and under each theme the possible choices
where the researcher ticked the occurrences of these choices would not have been practical, as

it would not be possible to predict all the unexpected elements that might appear in the
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classroom and there will be no clear link between these themes. As a result, the researcher
determined the main themes (see 4.4.2.3) to focus on during the main study classroom
observation and used the field notes and the audio records to capture the anxiety related events
that occurred in the classroom. Also, in order to keep a clear record of the anxiety incidents in
the classroom, each incident must be written separately with a detailed account in terms of all

these themes to fully capture the situation instead of dividing the information under each theme.

In addition, writing the diary was tricky for the students even when they were offered
a training session that involved a 20-minute lecture about it. As a result, for the diary writing
training in the main study the researcher devised a practical part where they wrote a diary
response for one theme, such as things that motivate you in the class, which is not related to
anxiety, to avoid any misleading that may be caused in their future diary entries, and feedback

was given and discussed to make sure that they understood the concept of writing a diary.

In addition, observing the classes after the intervention period did not give a clear
indication of whether the students experienced changes in their levels of anxiety because of
implementing the FLA-reducing strategies, so for the main study it was decided that there
would be no second round of observation after the intervention, only a second round of
interviews and administration of the FLCAS questionnaire to measure the impact of the

intervention.

Finally, in the researcher’s original plan, the teachers were supposed to be trained to
apply the FLA reducing strategies themselves in their classes and to help their students to
apply/use some strategies as well. Thus, in the pilot study two teachers were trained by the
researcher in her selected strategies and were asked to use them in the brief pilot intervention
in one class. This was, however, not as successful as was expected. The researcher had had an

in-depth discussion with the teachers about FLA, its causes, symptoms, and the FLA reducing
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strategies that can be used with the students. However, when the teachers went to their classes,
it was obvious that they needed more time to reflect on these strategies, and to be offered a full
program of more practical training that involved observing classes where FLA reducing
strategies were used, because despite the teacher’s effort to apply what they briefly learned
from the researcher they kept using their old ways of teaching with not much consideration
given to FLA. Such an elaborate training program was however impractical to deliver within
the scope of the current research. In addition, the students seemed more receptive of changes
that were introduced by the researcher than by their own teachers, which could be seen in their
responses in the class. The researcher thinks the reason for that might be traced back to their
prior experience with their teachers. Consequently, the researcher decided to apply the

strategies herself in the main study to ensure the validity of the intervention.

4.6 The Main Study overall procedure

The data collection was carried out in three phases over three months during the first
semester of the 2016-2017 academic year (see Table 4.7). In what follows, the researcher

discuss each phase in detail.

4.6.1 Phase One: Pre-intervention

The targeted learners were asked to participate in the study via an announcement
through the e-learning platform that they used as part of their learning at the university. The
announcement explained in Arabic the goals of the study and what their participation would
involve. If students agreed to participate, they signed an online consent form (see appendix 6)
and filled out an online translated version of the FLCAS questionnaire in Arabic on Survey
Monkey (see 4.4.1.1) in their own time. The questionnaire required between five and fifteen

minutes to respond fully. Similarly, the teachers in the English department were approached
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by email and asked to fill out the TFLAS questionnaire online along with their consent form.

All of the department’s 14 teachers did so.

Next, 60 students out of 80 completed the questionnaire, which represents 75% of the
first level students. Originally 14 students were approached in person from those who gave
their consent to take part in the interview and the diary in the online questionnaire, but only 12
students agreed. They were selected from each of the two listening and speaking course groups
of the first level, seven from the first group (the experimental one) and five from the second
group (the control one). They were selected based on their categorization as highly anxious

students, to keep diaries and to take part in the interviews, as described in 3.3.

Simultaneously, both the researcher and the second observer observed 12 first-level
classes, including six classes of the course that was the location of the experiment, which in
phase one was taught without researcher involvement. The observed classes were all attended

by the targeted students (see 4.4.2.3).

4.6.2 Phase Two: The intervention

During this phase of six weeks there were no questionnaires or interviews. The control
group continued with the usual teaching of the listening and speaking course by their original
teacher, while the intervention group was taught the same course by the researcher who

implemented various anxiety reducing strategies.

As outlined in chapter 1, although FLA research has made a great contribution to the
field regarding the possible usefulness of FLA-reducing strategies, many of these studies are,
in fact, surveys, and not much attention has been given to the empirical practicality of
implementing these strategies or measuring their effect by using a quasi-experimental design

with an intervention and a control group, so as to measure actual effects using a quantitative or
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qualitative instrument. Even in recent research, few studies have tried to test these strategies,
although Tsiplakides and Keramida (2009) attempted to do so from the teacher’s perspective.
In the current study, the researcher attempted to hear the students’ voice by measuring the

effectiveness of FLA-reducing strategies from their perspective.

Based on the data collected from classroom observations, the first round of students’
interviews, their diary entries, and the teachers’ interviews, the researcher attempted to identify
the most beneficial strategies for the learners in the Saudi context (see Table 4.6 for examples).
This research also drew on the existing literature (Alrabai, 2015; Horwitz & Young, 1991; Kao
& Craigie, 2013b; Tsiplakides & Keramida, 2009; Young, 1991) to design a guide for the
researcher to follow, which contained the main themes of the FLA-reducing strategies used,
focusing on creating a low-anxiety classroom atmosphere, using a communicative approach,

language testing, and error correction and feedback (see appendix 7).

The strategies were introduced by the researcher to the experimental group over ten
classes which are all the classes that were assigned for the listening and speaking course, and
the second observer attended the first three classes to give the researcher feedback. At the same
time, the control group took the same lessons with the original teacher without any use of FLA
reducing strategies, continuing what the researcher observed during the first round of
observation and during the remaining classes that she observed for that group. The students

from both groups were still writing diaries once a week throughout this phase.

The researcher started the intervention period by putting the learners from the
experimental class into groups of six based on their level of anxiety, which did not include all
the learners but most of them, to make sure that every group had high, low, and non-anxious
students. In terms of creating a low anxiety classroom, the researcher attempted to be

supportive, show appreciation of learners’ efforts, use a kind gesture such as giving candies or
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flowers as an encouragement for learners’ success which the students enjoyed, encouraging
students to ask for help, using songs, pictures, and games during the lesson to change the formal
setting of the classroom to a more dynamic and uplifting one, which was mentioned repeatedly
in the data from the first phase. Also, the researcher introduced to the students anxiety reducing
strategies they could apply themselves such as positive self-talk and thinking, going through

the lesson before the class, and doing relaxation exercises.

In terms of using the communicative approach, the researcher focused on discussing
some unrealistic beliefs that the students have about learning the language as one of the
participants said, “I get anxious when, sometimes, I don’t understand everything my teacher

said in English, I feel that I must understand everything” Student (5,1 pre-interview).

The researcher also gave students the chance to practice the language at the end of every
class, which was part of their curriculum, despite that it was not focused on before as the
researcher noticed during the observation, either as group work or individual work.
Interestingly, there was not much contribution at the beginning, but after they relaxed and
understood the new dynamic of the classroom, most of the students were willing to participate.
Regarding language testing, it was implemented more as class work than a test, where the
students were given tasks with clear instructions and enough time to finish, which still

resembles a real test.

In relation to error correction and feedback, the researcher asserted from the start that
"making mistakes is the only way to learn, and no one can make fun or laugh at other
classmates™ questions or responses. The researcher constantly repeated that "a mistake can be
more valuable for learning since it gives us the opportunity to discuss as a class and reach the
right answer". Students were offered the chance to understand their mistakes and receive clear

feedback on them.
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Table 4.6 The choice of FLA reducing strategies based on the data from the first phase

The anxiety reducing strategy

The data which suggested the strategy

The instrument
through which the
data was gathered

creating low anxiety classroom
atmosphere

"The teacher can reduce my anxiety by
making the class atmosphere positive
and fun, instead of formal lectures all
the time.” Student (3,1)

Pre-Interview

“supportive expressions from the teacher
as "open up your minds for the new
language and you will learn it", "you
can do it", these kinds of expression
reduce my anxiety and give me a sense

of acceptance and relief” Student (4,1)

Diary

“l usually take a deep breath to calm
myself” Student (4,2)

Diary

“l can get rid of my anxiety when | work
harder to study” Student (1,2)

Pre-Interview

Communicative approach

“Using group work can help me not to
be anxious because the work will be
divided among the group instead of the
stress of having to do the whole work by
myself” Student (5,1)

Pre-Interview

Language testing

The teacher started the lecture with a
surprise quiz, they were not prepared at
all. Most of the students seemed anxious,
they were looking at each other as if they
were looking for a way out. Some of
them asked for permission to leave.

Classroom
observation

Error correction and feedback

“I think that there is no need to correct
every mistake from the first time, it just
makes me lose my concentration and
make me anxious” Student (2,1)

Pre-Interview

The student is reading the passage and
she doesn’t pronounce some words
perfectly, and the teacher is correcting
every mistake she makes with an
aggressive tone. The student gets
anxious as it appears in her voice and
body language and starts to make more
mistakes.

Classroom
observation
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4.6.3 Phase Three: Post-intervention

After the intervention period was complete, the students from both groups completed
the FLCAS questionnaire once more, with specific instructions to the experimental group to
answer the questions based on what they had felt during the classes when FLA reducing
strategies were implemented. Similar to the first questionnaire, the students were asked to
participate in the questionnaire via an e-learning platform announcement, and they filled out
an online FLCAS questionnaire on Survey Monkey at home. The questionnaire required

between five and fifteen minutes to respond to fully and was completed by 55 students.

Interviews were also again conducted with seven participants, from the intervention
group only, in the same manner as described for phase one. They were asked about the
intervention phase and what they thought about it, whether there had been any change in their
level of anxiety during these classes, how the teacher influenced them and their classmates,
and how their anxiety levels changed after they got back to their normal classes. The students
also continued to provide one diary entry per week for two weeks out of this three-week phase.

There were no further observations or teacher interviews in this phase.

Table 4.7 The phases of the study and its instruments

FLCAS | TFLAS Classroom | Diary Student | Teacher
for for Observation interview | interview
students | teachers
Phase Week 1 X X X Training X X
one Week 2 X X X X
Week 3 X X X X
Phase Week 4 X
two Week 5 X
Week 6 X
Week 7 X
Week 8 X
Week 9 X
Phase Week 10 X X X
three Week 11 X X
Week 12 X
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4.7 Data analysis

4.7.1 The quantitative component

The quantitative data analysis of the FLCAS and TFLAS questionnaires collected from
Saudi students and their instructors through Survey Monkey was completed using the
Statistical Package for Social Sciences (SPSS), chosen for its capacity for performing complex
data manipulation with simple instructions. The data from the questionnaire was first
downloaded from the Survey Monkey website for analysis in the form of an Excel spreadsheet
file. The responses from the respondents were then numbered and cleaned to improve data
quality and transferred into SPSS. The variable names and other properties were defined and
entered into the SPSS variable view window, and the responses from the participants were

entered in the data view window.

Nine items in FLCAS (2, 5, 8, 11, 14, 18, 22, 28, and 32) were negatively worded, so
their scores were reverse-coded, in such a way as to yield a data sheet where high ratings on
every item indicated higher self-reported anxiety. In the reporting of results, the wording of

reversed items is presented in a form that makes clear the rewording of their reversed form.

The total FLCAS scale of scores ranged from 33 to 165, with high scores indicating
high levels of FL anxiety. In this study, the FLCAS results indicated that different levels of
reported foreign language anxiety were measured among the students with the minimum

recorded anxiety score measured pre-intervention being 53 and the maximum score being 148.

Out of a possible maximum of 80 students (40 attending the experimental class and 40
the control class), somewhat fewer chose to respond to the questionnaire. Indeed, only 30
students responded to the questionnaire both before and after the intervention, while about the

same number again responded on one or other occasion but not both. In order to make the best
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use of the data, the researcher therefore used the data from the 30 students who provided
matched responses in answering RQG6, while in order to answer other research questions the

researcher used data from all relevant respondents.

Overall internal reliability of the 33 FLCAS items was calculated for each class of
students on each occasion when they responded to the questionnaire (Table 4.8). The values of
Cronbach's alpha were all very high, showing that, as designed by its originator, the set of items
can be regarded as belonging to one scale, measuring certain aspects of student foreign

language classroom anxiety.

Table 4.8 Internal reliability of FLCAS

30 students providing
matched responses | All student responses
Cronbach Cronbach
Student Group  Occasion Alpha N Alpha N
Experimental Pre-intervention .950 19 .937 35
Post-
intervention 950 19 940 31
Control Pre-intervention 957 11 951 25
Post- 935 11 949 24
intervention

The TFLAS scale also had some negatively worded items (2, 4, 8, 10, 11, 12, 14, 16,
17, and 18), which were reverse coded in such a way that in the end higher ratings always
indicated higher reported anxiety. In the reporting of results, the wording of reversed items is

presented in a form that makes clear the rewording of their reversed form.

The TFLAS overall scale ranges from 18 to 90. The TFLAS data in the current study
showed a range of foreign language anxiety among the teachers with the minimum anxiety

score measured being 32 and the maximum score being 58. Overall internal reliability of the
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18 teacher items, measured with Cronbach's alpha, was .710. This is also sufficiently high to
regard the complete set of items as measuring a single construct, which would be called teacher

foreign language anxiety (with the foreign language being, in the present study, English).

The researcher first used descriptive statistics for overall student anxiety level to help
choose interview and diary participants, as described in 3.3. The researcher further checked for
how far the data could be regarded as constituting samples from populations with the 'normal’
(bell-shaped) distribution of scores. The student data exhibited a normal distribution of
responses on only 44% of the individual item data, using the Kolmogorov-Smirnov test with
Lilliefors correction. Hence, nonparametric statistics were used for all inferential tests on
individual items. The overall total anxiety scores were, however, normally distributed in 75%

of the data, so it was deemed safe to use parametric tests to make comparisons involving these.

The teacher data exhibited a non-normal distribution of responses on all but two of the
18 separate items, using the Kolmogorov-Smirnov test with Lilliefors correction. Hence
nonparametric statistics were used for all inferential tests on individual items. The overall total
anxiety scores were, however, normally distributed (z=.170, p=.200), so parametric tests were

used to make comparisons involving these.

The parametric tests used were the one sample and two sample t-tests, and Pearson
correlation. F tests were used to compare groups and occasions in the same analysis to assess
the overall impact of the intervention. Equivalent non-parametric tests were the one sample
sign (binomial) test, the Mann-Whitney test, and Spearman rho correlation. Wald tests
(generalised linear model) were used to compare groups and occasions at the same time, so as
to assess the impact of the intervention on anxiety reported for individual questionnaire items:

these tests are suitable for data that is not appropriate for the use of F tests (e.g. ANOVA).
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4.7.2 The qualitative component

4.7.2.1 The interviews and diaries

The data collected through interviews and diaries were collated and stored in Word

separately under each respondent’s pseudonym and transcribed in the original Arabic.

The amount and complexity of the qualitative data did not merit using qualitative
analysis software such as NVivo. There were only 23 interviews in all and most of them lasted
less than 30 minutes, especially the second round of student interviews where there were no
warm-up questions and the questions were specifically addressing the effect of the intervention.
Only one teacher interview, which was about 40 minutes long, was the exception to this. In
term of the diaries, as discussed in 3.3, there were fewer entries than expected and they were

brief.

Accordingly, the analysis was done in Word using comment balloons to capture the
ongoing analysis /coding of pieces of transcribed data (Hahn, 2008; King, 2016; La Pelle,
2004). The researcher found it more efficient to analyse the data in Word document format, to

be able to highlight sections and perhaps print some out in order to write next to them.

The student interviews and the diaries produced data in the respondents’ native
language of Arabic, and they were therefore first translated into English by the researcher,
which coincidentally had the advantage that it led to a greater initial familiarity with the data.
The translations were verified by a colleague, and disagreements were discussed until a
mutually agreeable translation could be provided. An example of such disagreement appeared
when one of the students talked about the negative impact of anxiety that it “eventually will
lead her to destroy herself” Student (3,1 pre-interview). However, the context showed that the

student meant destroying her self-confidence as a student, so the final translation was it
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“eventually will lead her to destroy her self-confidence” Student (3,1 pre-interview). Another
example appeared when the participants used a slang expression, as when one student was
asked about her feelings when she got anxious, and she replied with an Arabic slang expression
that doesn’t have an exact equivalent meaning in English. Assigning the appropriate translation
for some words is exactly one of the difficulties that may face a researcher when conducting
an interview in one language and report it using other language (Mann, 2016). Both the
researcher and her colleague wrote down the possible translations as loss of concentration, loss
of interest, and loss of attitude, and agreed to go with “I lose my concentration” Student (6,1

pre-interview) as the most accurate one.

The responses to both interviews and the diaries had been guided in a semi-structured
way by a set of questions developed by the researcher considering the study’s objectives. The
analysis, therefore, employed a thematic approach, closely following the questions that were
asked in interview and points given to students to write about in the diaries as an organising
principle. The researcher was, however, prepared for the possibility that, when answering a
certain question in the interview, respondents might in fact provide information that related
better to a different question/theme, and the developing coding did not therefore slavishly
follow the questions asked. Thematic analysis “is a method for systematically identifying,
organizing, and offering insight into patterns of meaning (themes) across a data set.” (Braun &
Clarke, 2012, p. 57). Thematic analysis, as a flexible and useful research tool, provides a rich
and detailed, yet complex, account of the data (Braun & Clarke, 2006; King, 2004). The criteria
for identifying a theme was that it has to represent something important in the data in relation
to the research questions and that it represents a pattern within the data (Braun & Clarke, 2006).
The analysis proceeded iteratively, progressively developing necessary categories relevant to
answering the research questions. The purpose of this approach was “finding and marking the

underlying ideas in the data, grouping similar information together, and relating different ideas



121

and themes to one another” (Rubin & Rubin, 1995, p. 229). Consequently, the responses from
participants were reviewed, analysed, and coded to highlight the characteristics of the

phenomena.

Consistent with the research mixed methods approach (see 4.2), both deductive and
inductive approaches were used to analyse the data (Patton, 2002). The inductive approach
took the form of focusing on the meaning of responses themselves in a constructivist way, in
light of the research questions, while deductive analysis was used to analyse the data based on
an existing framework. The analysis, as Patton (2002) explains, began as inductive to identify
the possible categories and themes and ended as deductive to confirm the authenticity of the
data and to examine the data that did not match the original categories. In this study, the existing
categories were those which the researcher had met in the literature (see 3.1) and which are
naturally expected to be found reflected in the current data. Thus, the data analysis proceeded

with essentially a blend of bottom up and top down thinking.

In the first step, the researcher closely listened to the interviews and closely read the
interview transcripts and diaries while noting as many new themes as possible related to the
students’ and teachers’ feelings and experiences of language anxiety and its causes and any
means used to combat it. Statements reflecting small units of basic ideas were identified in the
data. In order to assist the analysis, the researcher created a table that contained the themes,
sub-themes, and quotations extracted from the transcripts for each data set, i.e. pre- and post-

students’ interviews, teacher interviews and diaries (see appendix 8).

For example, one theme well known in the literature (and in FLCAS) that appears
repeatedly both in students’ and teachers’ data is fear of negative evaluation. “I am afraid that
my classmates will start to laugh at me” (Student 2,4 pre-interviews); “when they make

mistakes, the other starts giggling laughing” (Teacher 3); “I‘m afraid I am going to make a
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mistake especially in front of my students because they see me as their role model” Teacher
(8); ““l feel anxious because I am afraid that I am going to give the wrong answer” Student (1,1

diary).

Another theme less well documented was working hard to achieve better level of
proficiency as a means ultimately of combating anxiety: “To get rid of the anxiety, | feel that
| need to improve my language, because now | feel anxious whenever | am trying to express

myself whether in speaking or writing” Student (1,2 pre-interview).

Teacher’s support was also mentioned “supportive expressions from the teacher as
open up your minds for the new language and you will learn it, you can do it, these kinds of
expression reduce my anxiety and give me sense of acceptance and relief" Student (4,1 diary).
In addition, feedback and error correction as a theme appeared in the data “7 prefer my teacher
would give me the chance and the time to reach to the right answer by myself instead of

correcting my mistake right away" Student (3.1 interview).

The next step in this analysis was the creation of wider categories. This step involved
categorisation of data that were related in light of the research questions through codes. The
development of these categories allowed the researcher to organise the data based on a variety
of distinctions. At this stage, data assigned to different categories were compared to facilitate
an encompassing data analysis, as recommended by Pope et al. (2000). Constant comparison
helps ensure that the themes and codes the researcher is working with are genuinely different
from each other, and often leads to merging of categories which, on inspection, turn out to be

really the same, or redefinition of categories in a way that makes their difference much clearer.

The categories so obtained were therefore confirmed both conceptually and
empirically. A critical review of these categories also showed that they did not suffer from

arbitrary imposition but were related to the data as well as the research questions. For example,
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the themes ‘fear of negative evaluation’ and ‘individual work’ were all assigned to the code
causes of FLA among Saudi undergraduate students. Similarly, the themes of teacher’s support
and soft methods of feedback and error correction were assigned to the code of strategies used
by the teachers to reduce learners’ anxiety. Additionally, the researcher ensured that the
categories were non-overlapping and exhaustive. The final scheme of codes can be found in

appendix 8.

4.8 Validity and reliability

“Validity is another word for truth” (Silverman, 2013, p. 301). It is concerned with how
far a study measures what it claims to measure (Perakyld, 2011). A number of steps were taken
to make the whole study as valid as possible, some of which have been mentioned already

above but will also be discussed here.

First, a number of features of the study were based on or informed by independent
experts. Two of the instruments; FLCAS (Horwitz et al., 1986), and TFLAS (Horwitz, 1996)
were adopted from an established research tradition where their validity has been supported by
previous published studies as discussed in 3.4. Furthermore, the translation of FLCAS was
informed by careful analysis of previous translations reported in published sources. With
respect to the other instruments, expert evaluation of the content (e.g. the interview questions,
strategies used in the intervention) and planned administration procedures was obtained from
the supervisor before they were used. The supervisor also played an expert role in the data
analysis through commenting on the coding of the qualitative data at several stages before the

analysis was finalized.

Second, peer involvement was implemented in several ways, which strengthened
validity. First, a second teacher was used as observer in the observation sessions, so that the

evidence derived from this was supported by more than just the researcher's own perspective.
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Second, colleagues were consulted concerning the translation of FLCAS into Arabic, and with
respect to the translation of the qualitative response data from the student interviews and diaries
into English. Finally, the study gained the benefit of peer feedback when the researcher

presented the study at various stages in PhD research group meetings and conferences.

Third, individuals from the same population as the participants themselves crucially
contributed to validation when the researcher undertook an extensive pilot study trialling every
instrument which was planned to be used, and indeed the intervention as well. This yielded

many valuable improvements which enhanced validity, described in 3.5.

Reliability is concerned with the consistency of the findings (Dornyei, 2007b). In the
present study, this was supported in two ways. First, for the quantitative instruments (FLCAS
and TFLAS), internal reliability was measured with Cronbach's alpha and it was very high (see

section 4.7.1).

Second, to support the qualitative analysis, confirm its credibility and authenticity, and
bring a fresh eye to the interpretations (Duff, 2008), after the researcher's coding system for
the qualitative data was finalised, 10% of the data was given to a fellow research student
familiar with qualitative research, in order to code them. The researcher explained her final
coding system to the second coder, with definitions and examples, and she then coded some of
the researcher's data using that system, without seeing how the researcher had coded that same

data. The percentage of agreement measure of intercoder reliability obtained was 80%.

Also, as discussed earlier, a triangulation of the data collection instruments was

conducted to confirm the results of one instrument with the other.

Finally, the method and data analysis were discussed in detail to show the exact steps

that were taken to eliminate any bias from the researcher, and to permit experienced
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investigators to replicate the study. This was accompanied by a thick description of the research
setting and of every step in the design of the study’s instruments, data collection and data
analysis (Patton, 2002). This will also enable other researchers to replicate the study and is

particularly important for increasing the validity of the qualitative component.

4.9 Ethical considerations

At the start of this study, the researcher applied for ethical approval from the
Department of Language and Linguistics at the University of Essex, who granted their approval
before any data was collected. The researcher next made a formal application to the Dean of
the University of Bisha, requesting permission to conduct the study with their students and
instructors as participants. The application described the topic and purpose of the research, the
number of participants to be involved, and the proposed methods to be used in the study. The
application also explained that the students were free to volunteer or refuse to participate in the
research and indicated that students’ information would be kept confidential through the use of
pseudonyms to refer to each student. The Dean gave permission to conduct the study and
expressed excitement about it, hoping that it would help the English Department at the

university to improve the quality of the learning experiences offered to the students.

All participants signed an online consent form acknowledging understanding of the
purpose of the research, the voluntary nature of their participation, their freedom to withdraw
from the study at any time during the research, and the researcher’s guarantee that all data
would be anonymized and their identities would remain strictly confidential. In addition, before
starting the classroom observation, the interviews, and the diaries, the nature of the research,
the purpose of using these instruments, and the uses of the data were explained again to
participating students and teachers. Students were assured their responses would in no way

influence their course grades.
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All participants were adults, and all personal information provided by them was
considered completely confidential. Neither the names nor the personal details of the
participants appeared in the thesis nor will they appear in any report resulting from this study,
and pseudonyms (e.g., Student 1, Student 2, Teacher 1, Teacher 2 etc.) were used instead. The
questionnaires, audio recordings, transcripts, diaries, and classroom observation notes were
securely saved in a password-protected computer; the only people who had access to these data

were the researcher and her supervisor.

4.10 Chapter summary

This chapter has discussed the design of the current research starting with the
justification for choosing a mixed-methods paradigm to investigate the research questions,
followed by an in-depth discussion of the participants and the instruments that were used to
collect data, including the quantitative instruments (FLCAS and TFLAS) and qualitative
instruments (observation, interviews and diaries). The procedure for data collection was
specifically explained, from the piloting stage through the main study and its three phases.
Next, the approaches used by the researcher to analyse the quantitative and qualitative data
were discussed. Finally, the chapter addressed ethical considerations and the validity and
reliability of the study. In the next chapter, the results from the different datasets will be

presented according to the research questions.



127

Chapter 5 Results

5.1 Introduction

This chapter presents the results from the data analysis obtained from both the
quantitative instruments (FLCAS and TFLAS) and qualitative instruments (observation,
interviews, and diaries) presented respectively for each research question. The chapter will
describe the level of FLA within Saudi English major undergraduate learners and their teachers,
the causes of students’ FLA, the causes of their teacher FLA and its relation to the learners
FLA, the strategies suggested to be used by learners and teachers to reduce learners’ anxiety,
and finally the effect of the intervention where anxiety reducing strategies were implemented
by the researcher. For the qualitative findings, parts of the final coding scheme which was

obtained (see appendix 8) will be presented as needed for each research question.

5.2 RQ1. What levels of overall FLA do Saudi English major undergraduate students

and their teachers have?

5.2.1 Students' overall anxiety level

As Table 5.1 shows, the mean total classroom anxiety score for students prior to the
intervention was approximately 93, on a scale running from 33 to 165 (since each of the 33
items was scored on a scale from 1 to 5 (see 4.4.1). The overall anxiety score is easier to
comprehend if rescaled as a percent of the possible maximum on a 0-100 scale, when the mean
becomes 46. This in fact does not differ significantly from the 50% middle value on the scale,
using the one sample t test: t=-2.09, p=.041. This shows therefore that although prior to the
teacher's intervention in one class, the students descriptively exhibit anxiety at levels slightly

below the middle of the rating scale, it is not significantly less than a middle anxiety rate. The
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range of individual student overall anxiety however was quite wide, running from 15.2% to

81.8%.

As described in the previous chapter, the researcher had in fact anticipated higher levels
of initial anxiety, due to the sharpness of the transition from school English teaching to
university level English teaching which the students would be experiencing. The fact that
overall anxiety levels were not initially extremely high could be due to the fact that the students
were still near the beginning of the academic year, only 4 weeks into the level one courses, at
the time when FLCAS was first administered. Hence, they had not yet had time to experience
or properly recognise the magnitude of the difference between the demands made on them at
university level in contrast with high school to trigger their anxiety. Moreover, the first exams
they would have to take were still distant in the future so they were relaxed. In addition, the
students may not be fully aware of the concept of FLA as a cause of the negative emotion that

may experience in the target language classes.

During the first phase observation, however, as will be described in more details later,
the researcher identified many instances of nonverbal signs of anxiety among the students,
including avoiding eye contact with the teacher when she asked questions, restlessness where
the students were shaking their legs and playing with their pens or hair, low voice and
trembling, avoidance of classroom activities as when the student closes her eyes and puts her
head on the table to avoid being called by the teacher, choosing the last row of seats in the
class, or showing up to the class without any textbook or notebook to use during the lesson

(field notes).

Overall, the researcher is more inclined to believe the evidence of observation here and
suggest that the level of anxiety may have been under-reported in the FLCAS due to the reasons

listed above. Incidentally, this result supports the value of using a mixed methods approach in
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the current research. If the researcher had relied, as many FLA studies do, solely on
questionnaire responses she would have been left with a probably invalid estimate of the real

level of anxiety in the targeted students.

5.2.2 Teachers' overall anxiety level

The mean total anxiety score for teachers was 45.6, on a scale running from 18 to 90
(since each of the 18 items was scored on a scale from 1 to 5). Expressed as a percent of the
possible maximum, this mean was 38.39, which is significantly below the middle rating of
50%: one sample t test t=-4.53, p=.001. This shows therefore that the teachers exhibit
significantly low anxiety on average. As Table 5.1 shows, even the most anxious teacher had

an overall anxiety score only just above the middle of the scale (55.6%).

This low result is perhaps not surprising, since one might expect that people would not

engage in English teaching unless they are reasonably relaxed about their own English ability.

Table 5.1 Descriptive statistics for teacher and student overall anxiety scores

Std.
Group Measure N Min. Max. Mean Deviation
Students (all, pre- Total anxiety 60 53 148 93.58 20.804
intervention) Total anxiety as 60 152 818 4589 15.761
percentage
Teachers Total anxiety 14 32 58 45.64 6.902
Total anxiety as 14 194 55.6 38.40 9.586
percentage

Interestingly there was no significant correlation between a teacher's age and their
overall anxiety level (r=.014, p=.966), nor between years of teaching experience and anxiety
(r=-.207, p=.478). Notably the latter correlation was negative, meaning that teachers with less
experience to some extent reported more anxiety. That is understandable, since experience

usually brings confidence, but the trend was not strong enough to reach significance. There
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was also a negative, but again nonsignificant, correlation between a teacher's level of academic
qualification (ranging from BA to PhD) and their anxiety (rho=-.347, p=.224). This again
makes sense, in that a teacher with more qualifications might be expected to be less anxious
than one with fewer qualifications, even though the qualifications were mostly academic rather

than practical teacher training qualifications.

Teacher first language did however play a significant role. The Arabic L1 teachers
(n=10) emerged with a mean overall anxiety of 42.8 % while those with languages of the Indian
subcontinent as L1 (n=4) had a mean of only 27.4%. The difference was highly significant (two
sample t test: t=3.94, p=.002). This could be due to the fact that on the Indian subcontinent, for
educated people, English is a second rather than a foreign language, used regularly in daily life
in some contexts: such teachers may therefore achieve higher English proficiency than those
from a foreign language context such as Saudi Arabia and most Arab countries. Higher

proficiency might then engender lower language anxiety.

Finally, when all the four teacher background features were considered against each
other in their effect on overall anxiety, only first language emerged as significant (Multiple

regression: beta=-.858, t=-2.63, p=.039).

In terms of nonverbal cues of teacher anxiety, only T8 exhibited these to any great
extent. T8 was in fact the teacher of the course which was used as the location for the researcher
experiment, and her anxiety score (58) was the highest among teacher participants. She
exhibited signs of anxiety such as low voice, and restlessness moving backward and forward
in the same place and often touching her hair. In addition, the researcher noticed that she was
avoiding eye contact with the students sometimes by keeping on looking at the textbook, which
is similar to the one that students have, over and over although the task was listening and there

was no need for the textbook during that time (field note). Although it did not appear in the
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quantitative date due to the low sample number probably, but the researcher believes that her
being the newest member at the English language department and her lack of teaching
experience (about a year at that time) may be the reason behind her experience more anxiety

than any other teacher participant in this research.

5.3 RQ2. What are the causes of FLA among Saudi undergraduate English major

students?

5.3.1 Quantitative findings concerning the causes of student anxiety

As described in the literature review (see 2.3), the various items in the FLCAS mostly
do not just ask in some way how much FLA the respondent has but also often refer to specific
sources of anxiety, either directly or indirectly. There are relatively few items that specify or
imply no real cause of anxiety beyond learning the FL in general (e.g. | often feel like not going
to my language class): often more clearly, they imply a specific causal factor (e.g. speaking in
I get nervous and confused when | am speaking in my language class). Hence, they may be
seen as quantifying not just the amount of reported anxiety but also the degree of claimed
impact of specific causes of that anxiety. Horwitz et al. (1986) did not, however, construct
FLCAS in a well-described and systematic way, such as by identifying and justifying a clear
set of causes or types of anxiety that it was necessary to cover, and then carefully selecting,
say, four items to focus on each. They refer only broadly to the kinds of sources they used for
the items and say, "The items presented are reflective of communication apprehension, test-
anxiety, and fear of negative evaluation in the foreign language classroom™ (Horwitz et al.
1986, p. 129). These three, they later admitted, were not intended to be exhaustive of the
factors that could be involved. This statement however neither reflects the full range of factors
mentioned in the items actually included, nor identifies which items are supposed to represent

which of those three types/causes. For example, it is not obvious which of those three categories
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the following fall into: | often feel like not going to my language class; | don 't feel pressure to

prepare very well for the language class.

In order to pursue an answer to RQ2, the researcher therefore can go forward in a
number of ways. Many studies simply report results for every item in the FLCAS separately,
even though many clearly belong together reflecting a common cause (e.g. many refer to
speaking as a cause of anxiety). Another way is to analyse the wording of the items and group
them 'logically’ for consideration in sets, e.g. all those that refer somehow to testing are
considered together. A third way is to use the response data to group the items, via factor

analysis. These three methods were all used below.

5.3.1.1 Findings by item, considered in relation to a conceptual analysis of the item

wordings

The conceptual analysis of the items in the FLCAS is seen in Table 5.2 below. In the
process of arriving at it, a number of features of the FLCAS became more apparent to the

researcher.

e Some items dwell more on manifestations or effects of anxiety rather than its causes
(e.g. 17 | often feel like not going to my language class.).

e One item does not seem to relate to anxiety at all, but to concentration (6).

e Many items mention or imply multiple causes in one item. For instance, item 15 | get
upset when I don’t understand what the teacher is correcting mentions the teachers,
comprehension and correction all as relevant causes of anxiety.

e Some causes of anxiety mentioned are types of people (teachers, peer students, NS),
others are language related activities (e.g. testing, speaking, aural comprehension,

preparation for the language class etc.).



133

e It is apparent that some causes, such as speaking and comprehension, are included
many times while others that belong in the same logical set are barely included at all,
such as writing, even though there exists a substantial literature on writing
apprehension (Cheng et al., 1999; Piniel & Csizér, 2015; Woodrow, 2011). Thus, the
researcher account here inevitably is of findings in respect of those causes of anxiety
that the FLCAS includes, which should not be confused with all the causes that there
are, as reviewed in chapter tow, and which will appear better in the qualitative data.

e Horwitz et al. (1986)’s ‘communication apprehension’ corresponds presumably to
speaking and comprehension as anxiety sources in current research set of categories.
‘Test-anxiety' corresponds to testing as a source, and ‘fear of negative evaluation' to
correction, and perhaps preparation (in items like | get nervous when the language

teacher asks questions that I haven't prepared for in advance).

Turning now to what the statistics revealed, Table 5.2 shows the FLCAS items in
descending order of reported anxiety. The sign test indicates where there was a significant
imbalance between the number of students rating the item 4 or 5 (i.e. high anxiety) and those
rating it 1 or 2. A non-significant result indicates that the reported anxiety was just middling

(3) or evenly balanced between those rating above and below 3.

It is immediately apparent that preparation, or lack of it, as a cause of anxiety among
learners appears high: four of the five items showing causes of significantly high anxiety
include preparation. This suggests that the students see preparation as a main factor in their
anxiety. The researcher may speculate that for them it is preparation (which could be either in
or out of class, but often the latter) which is seen as a key factor in learning and performing
well in class, and maybe because it is so important for them, it makes them anxious.
Interestingly preparation in relation to testing (21), however, is near the bottom (mean 2.34),

rated significantly lower in anxiety creation than the midpoint of the rating scale. Possibly
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however this could be since the preparation items which are higher in the rank order mostly
refer to the lack of preparation (e.g. 33, 9), while the low rated item (21) refers to the presence
of preparation. It is quite consistent for the students to associate higher anxiety with the lack of

preparation and lower anxiety with the presence of preparation.

Items related to speaking are quite scattered over the whole range from higher to lower
anxiety, but those referring in one way or another to comprehension are all reasonably high,
with means descriptively above the midpoint, though not significantly so. This implies that the
teachers mostly use L2 not L1 in their classes, which was indeed evident during the observation
stage of the data collection, since otherwise understanding would not be so likely to cause

anxiety.

Table 5.2 Pre-intervention student FLCAS results, by item (descending means),
indicating likely general type of cause or other key aspect mentioned

Type of cause Std. Sign
Item (or effect) Mean Deviation testp
22rev. | don't feel pressure to prepare very well Preparation  3.70 0.885 <.001
for the language class.
30. I feel overwhelmed by the number of rules Speaking  3.45 1.038 .001
you must learn to speak the English language. Preparation
9. | start to panic when | have to speak without Speaking  3.45 1.097 .003
preparation in the language class. Preparation
33. | get nervous when the language teacher asks Preparation  3.39 0.936 .004
questions that I haven’t prepared for in advance. Teacher
15. I get upset when I don’t understand what the Comprehension  3.38 1228 .013
teacher is correcting. Teacher
Correction
14rev. | would ret be nervous speaking English Speaking  3.13 1162 771
with native speakers. NS
29. I get nervous when I don’t understand every Comprehension  3.13 0.968 .312
word the language teacher says. Teacher
25. The language class moves so quickly that | Comprehension  3.09 1.109 1.00

worry about being left behind.
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4. It frightens me when I don’t understand what
the teacher is saying in English.

23. | always feel that the other students speak
English better than I do.

10. I worry about the consequences of failing my
language class.

27. | get nervous and confused when | am
speaking in my language class.

7. | keep thinking that the other students are
better at language than | am.

1. I never feel quite sure of myself when | am
speaking in English in class.

8rev. | am usually not at ease (comfortable)
during tests in my language class.

16. Even if I am well prepared for the language
class, | feel anxious about it.

6. During the language class, | find myself
thinking about things that have nothing to do
with the course.

17. | often feel like not going to my language
class.

24. | feel very self-conscious about speaking
English in front of the other students.

13. It embarrasses me to volunteer answers in my
language class.

3. I tremble when I know that I’'m going to be
called on in the language class.

26. | feel more tense and nervous in my language
class than in my other classes.

20. I can feel my heart pounding when I’'m going
to be called on in language classes.

18rev. | don't feel confident when | speak in
English in my language class.

32rev. | would probably not feel comfortable
around native speakers of English.

Comprehension
Teacher

Speaking

Peers

Effect

Speaking

Peers

Speaking

Testing

Preparation

This does not

indicate a cause of
anxiety according to

the participants
(Effect)

Speaking
Peers
Speaking
Speaking
Teacher
(Effect)
effect

Speaking

NS

3.05

3.00

3.00

2.95

2.92

291

2.81

2.80

2.80

2.80

2.77

2.67

2.66

2.61

2.59

2.56

2.56

1.161

0.992

1.247

1.075

1.074

1.019

1.067

1.101

1.086

1.086

1.020

0.927

1.130

1.136

1.165

1.006

0.941

75

1.00

1.00

1.00

743

.552

291

152

291

74

.036

.038

.054

011

.016

.008

.002
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28rev. When I’m on my way to the language (Effect) 2.53 0.908 <.001
class, | do not feel very confident

2rev. | den't worry about making mistakes in the Correction  2.52 0.959 <.001
language class.

12. In the language class, | can get so nervous (Effect) 2.50 1.155 .002
that | forget things | know.

11rev. | den’t-understand why some people get so (Effect) 2.48 0.943 .001
upset over language classes.

19. | am afraid that my language teacher is ready Correction 2.44 0.990 <.001
to correct every mistake | make. Teacher

21. The more | study for a language test, the Testing 2.34 1.087 <.001
more confused | get. Preparation

5rev. It woulda’t bother me at-aH to take more (Effect) 2.31 1.139 <.001
English language classes.

31. | am afraid that the other students in the class Speaking  2.28 1.105 <.001

will laugh at me when | speak in English. Peers

Prominent among the lower rated items are also those which do not mention a cause of
anxiety so much as a manifestation or effect of it, such as hating the language classes, forgetting
things, not feeling confident etc. These therefore are consistent with the finding that overall

student anxiety was not markedly high.

It is possible to summarise the information provided above in terms of the coding which
the researcher derived from conceptual analysis of the item content (Table 5.3). This answers
the question as to which causes (as the researcher interprets them from the item wording) have
most impact on anxiety. Overall, among the skills/activities, it is preparation that comes out as
the greatest cause of reported anxiety, closely followed by comprehension which is, however,
only around the midpoint of the scale, not high in absolute terms. Among the activities,
speaking and correction follow, but below the midpoint of the scale, with testing very low.

Possibly the last result is due to the fact that, at the time of the first questionnaire being
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administered, the students had only been studying a few weeks at university and had not yet
had any test, nor indeed was the prospect of a future test very close. The reason for
comprehension being ahead of speaking as a source of anxiety could perhaps be due to the fact
that the lessons which the questionnaire relates to are conducted almost entirely through the
medium of English, so having to understand English is unavoidable. By contrast, the way in

which the teachers conduct the classes places a much smaller burden upon students to speak.

Among people involved, the teacher clearly is a greater source of anxiety than Native
Speaker (NS), although only around the middle of the anxiety scale. Peers naturally come lower
since they are far less likely than a teacher to say something a learner cannot understand or

otherwise cause anxiety.

Table 5.3 Mean anxiety of each cause identified in the FLCAS items (using all pre-
intervention student responses)

Mean Standard

Cause (scale 1-5)  Deviation
Preparation 3.19 51
Comprehension 3.16 A5
Teacher 2.95 .39
Speaking 2.87 .35
NS 2.84 40
Correction 2.78 52
Peers 2.74 .32
Testing 2.72 34
(Effect) 2.54 16

5.3.1.2 Findings based on factor analysis

When conducting factor analysis, the aim is usually to reduce a large set of variables to
a few which capture a good proportion of all the information in the original and represent a
meaningful set of 'supervariables’ (factors). If one gives a 33-item questionnaire on anxiety, it

is very likely that students will not respond totally differently to every item. There may be sets
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of items which they have a similar view on and will rate in a similar way. A person who rates
one item in such a set as 4 may rate the others as 4 too. This is the information factor analysis
uses to help the researcher uncover underlying patterns shared by subsets of items. Ideally each
subset is then found to relate to some identifiable separate part of the construct being measured,

in this case EFL classroom anxiety.

Factor analysis, however, does not make all the decisions automatically. It leaves it to
the researcher to decide how many different underlying patterns or components or factors there
are in a data set (with each pattern roughly corresponding to a subset of the items). Two main
kinds of information are provided to help the researcher do this: eigenvalues (Table 5.4) and a

scree plot (Figure 5.1).

In the scree plot (Figure 5.1) one is looking for the point where the falling line shows a
clear change of direction from the metaphorical ‘cliff' to the 'scree’ (= pebbles that have fallen
down the cliff and form a heap at the bottom). In the current research, this point is very clear
and occurs after just one component has been accounted for. There are not, for example, three
dots representing components in the steep part of the line, with the change of direction at
component four. This therefore suggests that there is really just one strong pattern of response
in the entire data, and after that there is no clear evidence to support any particular number of
additional patterns. Indeed, the high reliability found earlier is consistent with this 'one factor'
solution. Such a solution does not, however, tell the researcher anything new if the aim is

looking for subgroups of items.
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Figure 5.1 Scree plot of eigenvalues of FLCAS data
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The table of eigenvalues (Table 5.4) is often also used to decide how many
components/factors to identify and follow up. This indicates that if the researcher regard the
data as only having one prominent underlying pattern of response/component, which means
that all the items are seen just as one set, that only in fact accounts for 38.9% of the information
in all the responses (last column in Table 5.4). If, however, the researcher wanted a solution
which accounted for at least 50% of all the information in all the responses, it would be
necessary to pick three components/factors/underlying patterns. Of course, the researcher
cannot achieve any solution which retains all the information in the original data without
choosing as many patterns as there are items (33), so some sacrifice always has to be made in
the interests of getting at a simpler, but more informative, picture of the data. A rule of thumb
often recommended is to choose the number of components with eigenvalues greater than 1
(left hand column in the table). In the current research components/factors/subsets of items,
which accounts for 73% of the information in all the responses. That would be deemed quite

acceptable, being close to three quarters.
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A third policy which may also be followed is to disregard the information from one's
own data, such as that just described, and simply choose the number of factors/components
which someone else did in a similar study, especially so as to facilitate comparison between
studies, or which some theory suggests is the number of different constructs being measured.
In the current research this would be three, since Horwitz et al. (1986) mention three aspects
which they claim the FLCAS relates to (communication apprehension, test-anxiety, and fear of

negative evaluation in the foreign language classroom).

Table 5.4 Eigenvalues of FLCAS data

Initial Eigenvalues Extraction Sums of Squared Loadings
% of Cumulative % of Cumulative

Component  Total Variance % Total Variance %

1 12.826 38.865 38.865 12.826 38.865 38.865
2 2.423 7.342 46.207 2.423 7.342 46.207
3 1.983 6.009 52.216 1.983 6.009 52.216
4 1.721 5.215 57.431 1.721 5.215 57.431
5 1.452 4.400 61.831 1.452 4.400 61.831
6 1.332 4.038 65.868 1.332 4.038 65.868
7 1.267 3.841 69.709 1.267 3.841 69.709
8 1.153 3.493 73.202 1.153 3.493 73.202
9 .930 2.819 76.021

10 874 2.647 78.668

11 792 2.400 81.068

12 .694 2.104 83.172

13 .650 1.970 85.142

14 .588 1.781 86.924

15 .548 1.659 88.583

16 463 1.402 89.985

17 418 1.266 91.251

18 406 1.230 92.482

19 .384 1.165 93.646

20 .354 1.074 94.720

21 .300 .910 95.630

22 247 .748 96.379

23 221 .669 97.048

24 .196 593 97.641
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25 155 470 98.112
26 135 408 98.520
27 107 324 98.844
28 .098 .298 99.141
29 .090 274 99.415
30 .068 .205 99.620
31 .050 151 99.771
32 .047 142 99.913
33 .029 .087 100.000

Extraction Method: Principal Component Analysis.

Therefore, a three possible solutions to the question of how many subsets of items there
could be in the questionnaire can be considered: 1, 3 or 8. The first is uninformative since the
main aim is finding subsets of items that measure something separate from other subsets and
this does not occur if the researcher goes for just one factor, so she will look at the other two

solutions.

First, if the researcher now runs factor analysis again, this time telling SPSS to look for
just three factors, the information seen in Table 5.5 will be obtained. This shows how the items
correspond to the factors/components. The researcher then needs to ascertain how one would
characterise each component from the items which are most strongly associated with it. Can
the researcher justify assigning the same three names to the components/subsets of items which
Horwitz et al. (1986) did? Note that in factor analysis every item receives a loading on every
factor, with the strongest loadings being +1 or -1. In Table 5.5 the small loadings (near zero)
are omitted so as to see more clearly which items load most strongly on which factor. In this
way the researcher can begin to see which items belong in subsets together, and whether they
share any recognisable distinct meaning within a subset, and if so whether that matches any of

Horwitz et al. (1986)’s three expected factors.
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Table 5.5 Three factor solution for the FLCAS data

Component
Item 1 2 3

16. Even if | am well prepared for the language class, | feel anxious 726
about it.
4. It frightens me when I don’t understand what the teacher is saying in 714
English.
12. In the language class, | can get so nervous that | forget things | .692
know.
29. I get nervous when I don’t understand every word the language .685
teacher says.
25. The language class moves so quickly that | worry about being left .651
behind.
33. | get nervous when the language teacher asks questions that | .645
haven’t prepared for in advance.
15. T get upset when I don’t understand what the teacher is correcting. 578
13. It embarrasses me to volunteer answers in my language class. 546
3. [ tremble when I know that I’m going to be called on in the language 518
class.
2rev. | den't worry about making mistakes in the language class. 426
9. | start to panic when | have to speak without preparation in the .619 373
language class.
10. I worry about the consequences of failing my language class. 558 530
1. I never feel quite sure of myself when | am speaking in English in 541 446
class.
27. | get nervous and confused when | am speaking in my language .705 473
class.
23. | always feel that the other students speak English better than | do. .659 537
20. | can feel my heart pounding when I’m going to be called on in 514 407
language classes.
7. | keep thinking that the other students are better at language than | .659 510
am.
24. | feel very self-conscious about speaking English in front of the 634 .550
other students.
31. | am afraid that the other students in the class will laugh at me when .608 495
| speak in English.
26. | feel more tense and nervous in my language class than in my other 502 .631
classes.
18rev. | do not feel confident when I speak in English in my language 77

class.
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11rev. | den’t understand why some people get so upset over language
classes.

32rev. | would probably not feel comfortable around native speakers of
English.

30. | feel overwhelmed by the number of rules you have to learn to
speak the English language.

22rev. | dor't feel pressure to prepare very well for the language class.
28rev. When I’m on my way to the language class, I do not feel very
confident

17. | often feel like not going to my language class.

6. During the language class, | find myself thinking about things that
have nothing to do with the course.

21. The more | study for a language test, the more confused | get.

5rev. It wouldat-bother me atall to take more English language
classes.

19. I am afraid that my language teacher is ready to correct every
mistake | make.

14rev. | would net be nervous speaking English with native speakers.
8rev. | am not usually at ease (comfortable) during tests in my language
class.

634

576

.569

494
470

.585

.701
.666

625
.507

AT75

405
374

Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.

First of all, it is noticeable that in the results quite often an item has quite a strong

loading on more than one factor, which suggests that the three-factor solution is perhaps

somewhat artificial and does not fit the data very well. Ideally, each item would have an

outstanding loading on just one factor (say .7 or better) and negligible loadings on the others

(<.3). Possibly this is due to the wording of many items spanning more than one idea. The

researcher now attempts to interpret the three-factor solution through identifying what

differentiates each factor / subset of items from the other.

Looking first at those items associated strongly with factor 1, it seems that what most

of them have in common is affective words from the set: nervous, worry, anxious, frighten,

afraid, panic, tremble and embarrass. These basically are just words for anxiety in varying

degrees. In particular item 16 (loading .726) uses the word anxious and item 4, with a loading
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of .714, uses the stronger word frighten. It is not easy to associate any particular causes of
anxiety with factor one. For example, items related to speaking appear loaded on all three
factors: items 9, 18 and 14 on factors 1, 2 and 3 respectively. Similarly items related to
preparation: items 9, 22 and 21 on factors 1, 2 and 3 respectively. Again items related to the

teacher as a cause: items 4, 19 on factors 1 and 3 respectively.

Looking closely at those items whose highest loading is on factor 2, it seems possible
to characterise that factor as capturing lack of confidence as a separate idea within anxiety. It
is supported outstandingly by item 18 (loading .777), which explicitly refers to confidence (and
secondarily by 28 which also mentions confidence). Other items which primarily relate to
factor 2 also can be seen as involving confidence although they do not use that word (11, 22,
30, 32). Semantically, however, those items might equally be associated with the simple

concept of anxiety (factor 1).

The third factor is supported most prominently by item 17 (loading .701), and also by
5, which are items describing effects of anxiety rather than causes. Other effect items load on
other factors though (e.g. 11, 12). Again there is some support for factor 3 being the test-anxiety
factor since items 8 and 10 both load primarily on it. Item 21 does not do so clearly though.
Fear of correction (negative evaluation) is represented by 19, but the related items 2 and 15 do
not load on factor three. Furthermore, factor 3 contains items of other types which seem to have

no specific connection with test anxiety such as the effect items just mentioned and item 6.

In short, so far as one can discern a distinct meaning at all for each factor, based on the
set of items that supports it most strongly, the differences appear to concern different aspects
of the notion of anxiety itself (anxiety, confidence, and their effects). The factors/subsets of

items of the three factor analysis do not appear to be differentiated systematically in terms of
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causes of anxiety. Notably, it is not possible to identify the three factors one to one with the

three aspects that Horwitz et al. (1986) claim that the FLCAS relates to.

Given the number of different causes which the researcher identified in the items
through conceptual analysis, there is more opportunity for the 8-factor analysis to map
reasonably well onto types of cause of anxiety than a three-factor analysis could. Indeed factor
1in Table 5.6 includes 8 of the 13 items, which the researcher regards as referring to speaking
as a cause of anxiety (1 3 9 20 23 24 27 31). However, it omits some speaking items and
includes some that do not refer to or necessarily imply speaking at all (25 26). Again, factor
three in Table 5.6 maps reasonably onto the teacher as a key cause of anxiety. Four of the seven
items which was analysed as teacher-related are: 4 15 19 29. Three, however, are loaded on
other factors (3 20 33). The internal conceptual coherence of the other factors is not entirely
apparent at all, so it was impossible for the researcher to think of a sensible name for each. That

is a clear sign that the 8 factor solution was not really successful.

Overall, it could be that the greater success of some other studies which factor analysed
FLCAS data is due to the larger numbers of participants they used. However, it is not surprising
that factor analysis should not work very well, given that the FLCAS items are not designed to

each target one source of anxiety clearly separately from others.

Table 5.6 The 8-factor solution for the FLCAS data

Component
1 2 3 4 5 6 7 8
31. | am afraid that the .815
other students in the class
will laugh at me when |
speak in English.
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24. | feel very self-
conscious about speaking
English in front of the
other students.

27. | get nervous and
confused when | am
speaking in my language
class.

12. In the language class, |
can get so nervous that |
forget things | know.

23. | always feel that the
other students speak
English better than | do.

7. | keep thinking that the
other students are better at
language than | am.

25. The language class
moves so quickly that |
worry about being left
behind.

16. Even if I am well
prepared for the language
class, | feel anxious about
it.

26. | feel more tense and
nervous in my language
class than in my other
classes.

1. I never feel quite sure of
myself when | am speaking
in English in class.

20. | can feel my heart
pounding when I’'m going
to be called on in language
classes.

10. I worry about the
consequences of failing my
language class.

21. The more | study for a
language test, the more
confused | get.

.763

.760

751

743

.673

.655

.502

.705

673

.630

487

465

489

759

466

515
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17. 1 often feel like not
going to my language
class.

6. During the language
class, | find myself
thinking about things that
have nothing to do with the
course.

8rev. | am not usually at
ease (comfortable) during
tests in my language class.
15. I get upset when I don’t
understand what the
teacher is correcting.

4. It frightens me when |
don’t understand what the
teacher is saying in
English.

29. | get nervous when |
don’t understand every
word the language teacher
says.

13. It embarrasses me to
volunteer answers in my
language class.

19. | am afraid that my
language teacher is ready
to correct every mistake |
make.

28rev. When I’'m on my
way to the language class,
| do not feel very confident
32rev. | would probably
not feel comfortable
around native speakers of
English.

33. | get nervous when the
language teacher asks
questions that [ haven’t
prepared for in advance.

.584

.615

.600

463

.586

763

735

.631

489

426

457
480
460
453
513
.837
581
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9. | start to panic when |
have to speak without
preparation in the language
class.

14rev. | would et be
nervous speaking English
with native speakers.

3. I tremble when | know
that I’'m going to be called
on in the language class.
2rev. | den't worry about
making mistakes in the
language class.

18rev. | do not feel
confident when | speak in
English in my language
class.

22rev. | don't- feel pressure
to prepare very well for the
language class.

11rev. | den’t understand
why some people get so
upset over language
classes.

Srev. It woulda*t-bother
me at-aH to take more
English language classes.
30. | feel overwhelmed by
the number of rules you
have to learn to speak the
English language.

474

454

474

.604

.689

474

.785

525

.535

.858

434

773

-511

Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.

5.3.2 Qualitative findings concerning the causes of student anxiety

The qualitative data reported by the students and their teachers revealed similar but

broader reasons for learner’s anxiety compared with those revealed by the quantitative data.

This was expected, given that the causes represented in the FLCAS set of items were limited.
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The most common cause of anxiety revealed by both the quantitative and qualitative
data relates to preparation and its association with tests and exams or with studying
requirements in general. Preparation is interesting in two ways. First, it is the main area covered
by the questionnaire that connects with what the learner might do outside class. Second, it is
ambiguous in its effect. Preparation may lower anxiety (e.g. in a later test), or it may be a source
of anxiety itself. The quantitative data obtained from FLCAS items 9 and 33 show that lack of
preparation as a cause of anxiety is significant, meaning that investing time and effort in
preparing lowers anxiety. However, item 21 shows that preparation itself causes anxiety only

at a significantly below-midpoint level.

The qualitative data showed similar results, in that preparation was a means to lower
students’ anxiety, as can be seen in the following extract “When | have an exam for a difficult
class, especially when | have not prepared well, I feel overwhelmed by anxiety” (ST 3,1 pre-
interview)!. The participant traced her anxiety to lack of preparation (either by choice or
because no time was allowed for it), which suggests that if she was well prepared she would
not be anxious. However, other participants explained that preparation itself causes anxiety,
saying, for example, “I feel more stressful because | must go back home to prepare, translate
and solve a lot of exercises ” (ST 7,1 post interview). Again, referring to the textbook exercises
rather than any test, another said "I feel worried about the material and that | have to prepare

for it in advance" (ST 2, pre-interview).

The next most common cause of anxiety is the teacher. Although the teacher as a cause

does not rate high in the quantitative data (only around the midpoint level, pre-intervention), a

t As described in chapter 4, in order to maintain the anonymity of the participants they were assigned
pseudonyms (see section 4.9) where the first number represents the student and the second number represents
the group (i.e. experimental or control). For example, ST (3,1) is the third participant from the experimental
class and ST (1,2) is the first participant from the control class.
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large proportion of the qualitative data was coded as related to the teacher. Indeed, many
interviewees reported pre-intervention that “My level of anxiety depends on the teacher” (ST
3,1 pre-interview; ST 1,1 pre-interview; ST 3,1 pre-interview; ST 4,1 pre-interview). The
qualitative data also gave a rich account of many precise ways in which the teacher could cause
or reduce anxiety. According to them, if the teacher is always formal, strict and hard to
approach it leads to feelings of discomfort and agitation. When asked about what makes her
anxious in the class, one student responded “when the teacher is difficult or she gets mad in
class” (ST 1,1 pre-interview). Another student explained that "if she [the teacher] is formal all

the time or aggressive or she doesn't communicate with the students” (ST 1,1 pre-interview).

In addition, the teacher’s response style can trigger students’ anxiety and can even

prevent them from voluntarily participating in the future. One student stated:

I was afraid of the teacher’s reaction. She might raise her voice and shout at me. It is
not just me who is afraid of the teacher’s reaction; a lot of the students fear participating
because the teacher might not like what they have to say or make fun of them and then

the other students laugh at them. This is why they do not speak. (ST 3,2 pre-interview)

Interestingly, the teacher’s first language plays an important role in students’ anxiety.
According to most of the students, they feel more anxious with non-Arabic teachers because

they cannot use Arabic with them when necessary.

| feel less anxious with Arabic teachers because when | am stuck | can depend on them
to translate for me into Arabic, but with a non-Arabic teacher | feel anxious from the
beginning and I don’t even give myself a chance to understand what is she explaining

(ST 3,1 pre-interview).
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This effect extended to the influence that the teacher's L1 had on their English accent:
"The accent of the teacher affects our understanding of the materials” (ST 5,1 pre-interview).
The teacher’s lack of communication was also a cause of anxiety. One student stated that
“When | am worried and at the same time | cannot express to the teacher the things that make

me anxious. A lack of communication is a reason for anxiety ” (ST 4,2 pre-interview).

Another student put their teacher related anxiety down to a lack of comprehensible input
in the class when the teacher is explaining the material. What makes her anxious in the class is
“When the teacher is talking a lot and I don’t understand” (ST 4,2 pre- interview). This of
course could be due to the teacher not accommodating her English talk sufficiently to the low
level of English of the students. Alternatively, the problem could be the teacher’s English
accent, which was already seen could be due to the teacher not having L1 Arabic: "'the accent

of the teacher affects our understanding of the materials” (ST 5,1 pre-interview).

Although speaking was a prominent cause of anxiety according to the quantitative data,
due to the FLCAS focus on oral language, the qualitative data showed that different language
skills in addition to speaking can trigger learners’ anxiety. The extracts below show why each

language skill was considered a cause of anxiety.

Speaking in class is maybe the most anxiety-provoking skill. (T2)

Listening when the task is to listen to the tape and the talking is very quick. Also in
writing when | want to write a sentence and | don't know how to write it in English (ST

2,1 pre-interview).

| get nervous when | am listening to the tape in the listening class because I'm trying

so hard to concentrate (ST 4,2 pre-interview).
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Reading is the more anxiety provoking aspect because | have to read it and the students

are going to listen to me (ST 3,2 pre-interview).

Reading because sometimes | come across a word that | need help with (ST 1,2 pre-

interview).

For me, reading is more anxious even more than speaking, because maybe yes, no and

this and that can finish your speaking part, but for reading you must read (T3)

It should be noted here that reading for these students meant reading aloud, so the

problems with reading were a special case of speaking problems. This reflects the fact that both

at school in Saudi Arabia and in their first level reading classes at university, reading aloud by

students is a standard part of the accepted teaching method.

Error correction was another cause of anxiety, according to the quantitative and

qualitative data. The extracts below indicate that the frequency of error correction in the class

or even the teacher’s negative attitude about learners making mistakes in the first place is

anxiety-provoking.

When she is focusing on everything and she doesn't allow any errors or mistakes to be
made. For me it is not necessary for the teacher to correct every mistake from the very

first time (ST 2,1 pre-interview).

When the teacher gets mad about any simple mistake. On the contrary, if she tried to

explain the student’s mistake calmly, I would understand better (ST 1,1 pre-interview).

The quantitative data showed that individuals such as teachers, peers and native

speakers trigger students’ anxiety. The qualitative data showed that the common reason for this

is the fear of negative evaluation.
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| feel anxious because | am afraid that | am going to give the wrong answer (ST 3,2

pre-interview).

When they make mistakes, the others start giggling laughing (T3).

When she says the name of the student and the mistakes that they made in their
homework, for example, in front of the whole class, I think it's better if she can talk to

her in private (ST 2,1 pre-interview).

Answering a question when a teacher is calling me to answer | get embarrassed and
the embarrassment is the reason why | may make a mistake. I make mistakes not
because | do not know the answer, | make mistakes because | am embarrassed (ST 3,1

pre-interview).

The final cause revealed by the quantitative and qualitative data is testing, particularly
"a surprise test” (ST 4,2 pre-interview). The researcher had the opportunity to observe a class

when a surprise test was given to the students.

The teacher started the class with a surprise quiz. The students were not prepared at
all , and they seemed really anxious. After the teacher gave them the quiz papers, she
read the question—it was about writing a descriptive paragraph which the topic of their
previous lessons —and explained what they should do and allowed them to use their
textbook as a reference. The students were much more relaxed after the clear and useful
instructions given to them by their teacher. When they started writing, a lot of them
seemed busy doing the test, while some others were still anxious; they kept looking at
their classmates or at the board in front of them without doing anything. Although the
quiz was an open book one, some of them decided to flee and avoid the situation by

asking the teacher to let them leave the class. (field note)
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One of the participants wrote about this incident in her diary entry for that week, as
follows “At the writing class | was surprised to enter the class and there was a surprise test, |

felt anxious and distracted because | was not prepared” (ST 6,1 — diary entry week 3)

The qualitative data revealed more causes not mentioned in the questionnaire, such as
having to work individually. “I feel most anxious when | am supposed to work by myself in the
class” (ST 3,1 post interview). A related issue concerned answering individually in front of the
class, which is a common occurrence. As can be seen from this classroom observation, the
student may become anxious when this is imposed but be relaxed when she chooses to do it

herself.

When the teacher chooses one of the students to answer a question, she answers with a
low voice as if she didn’t want to be heard while when a student answered a question

because she chose to, she seems more confident. (field note)

On the other hand, group work appeared many times as a cause of anxiety, which seem
odd as one would expect that not having to do all the work oneself would be less stressful.
However, further investigation revealed that the actual cause was the way the groups worked.
One student stated that “Sometimes, when there is group work | feel anxious because only a
few students work to finish the task while the others don’t do anything” (St 4,2 pre-interview).
Another said, “When we do group work it is better to arrange the groups from the beginning
not in the middle of the class because I think it is distracting to move our chairs around” (ST
6,1 pre-interview). Sometimes, the anxiety was because of a student’s lack of experience
working with others; for example, one student stated that “I was worried when the teacher told
us to be in groups because I didn’t know how to co-operate with other students, especially that
there were students who I didn’t know before” (ST 2,1, diary entry week 2). This was clear to

the researcher during classroom observation:
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The teacher asked the students to work into groups to answer a question from the
textbook, but the students seem stressful and lost which is understandable given that
there was no clear instructions what to do from the teacher, and she didn’t go around
in the class to make sure that all the students understood the task requirement or if they
needed any help. In some groups the students did not even talk to each other. (field

note)

Unrealistic expectations also caused anxiety. One student stated that “I feel anxious
when [ don’t understand every word my teacher says in the class because I feel that I must

understand everything ” (ST 5,1 pre-interview).

It also seems that lack of motivation is a common reason for anxiety among the
participants. When asked why they chose to study English, both in the post intervention
questionnaire and interview, 75% of the participants said it was not their first choice, as seen

in the following extracts.

| never thought about it but there was no choice for me to study anywhere further away
so | went to study at the department of English language here at the university. (ST 3,1

pre-interview).

| studied English because there are not many options. It's the best major here at the

university (ST 4,2 pre-interview).

Finally, lack of exposure and practice was a cause of anxiety. One teacher stated when

she was asked to explain the reason behind that

| think because of the lack of opportunities they get. They don't get themselves exposed
to the language and they don't get the opportunity to speak so much because the environment

is not suitable for them to speak and this is why they became anxious" (T3).
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Moreover, “They're anxious and they feel so nervous. You know when you're not
speaking the language you cannot identify your mistakes and consequently feel anxious about

it” (T2)

5.4 RQ3. What causes teachers’ own FLA and what is the relationship between it and

learners’ FLA?

The results regarding the causes of teacher anxiety are mainly obtained through the

qualitative data and will be discussed later in 4.4.2

5.4.1 Quantitative findings concerning the effect of teacher anxiety on student anxiety

This RQ can only partially be answered from the questionnaire data, since the
questionnaires did not ask students about how far they experienced anxiety due to the teacher's
apparent anxiety. Nor did the teacher questionnaire ask such questions. Also, for practical
reasons, the study was not able to survey many students, in groups where each was taught
exclusively by one teacher, so that the reported anxiety levels of the teachers could be
correlated with those of their specific students to see if there was any relationship between

teacher and student anxiety.

The researcher can however use the questionnaire data to shed some light on the answer

to RQ3 by answering two specific questions which are pursued here:

1. Isthere a difference between the overall anxiety level of the teachers and that of the
students? Since the teachers surveyed are teachers whom the students surveyed would
encounter in their classes, one might expect that any big difference in anxiety level
between them might have some impact on student anxiety.

2. Is there a difference between the anxiety level of the teachers and that of the students

on specific items which they responded to which are the same, or in some way
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parallel in the FLCAS and the TFLAS? Since the teacher and student anxiety
questionnaires contained different numbers and types of items, these matching items
might be a more valid source of information than the overall comparison above in

revealing similarity or difference between teacher and student anxiety levels.

5.4.1.1 Comparison of teachers and students on overall anxiety

The first of those questions is readily answered by using the independent groups t test
to compare teacher and student overall anxiety percent scores. As Table 5.7 shows, the students
have significantly greater anxiety than the teachers before the intervention period and that
difference is even greater after it (by 10%). That increase is of course surprising, since some
of the post-intervention students have had the benefit of the researcher's special anxiety
reducing strategies. The explanation of this will be dealt with in answering RQ6 later, however.
What cannot be told for sure from this, in any case, is whether the teacher level of anxiety was
in any way related (RQ3) to the student level of anxiety, e.g. as a cause or even an effect. Nor
can be certain whether the teacher's own level of anxiety caused any change in the student

level. However, the qualitative data shed more light on this issue.

Table 5.7 Overall anxiety of teachers and students compared

Group N Mean (as  Std. t p
%) Deviation
Students (all) pre-intervention 60 45.89 15.761
232  .027
Teachers 14 38.39 9.586
Students (all) post-intervention 55 55.94
500 <.001

Teachers 14 38.39 9.586
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5.4.1.2. Comparison of teachers and students (pre-intervention) on specific causes/types of

anxiety

Although the FLCAS and TFLAS instruments were not apparently constructed with a
completely rigorous system of parallel questions built into them, there are, based on the
researcher’s judgment, 12 items which correspond quite closely between the two. The
researcher therefore considers here how close teacher and student anxiety (the latter considered

without the benefit of the intervention) were on those items (Table 5.8).

In order to be able to answer this RQ, it was necessary to identify items which
corresponded in some way between the FLCAS and TFLAS. As far as the researcher is aware
this has not been attempted before, and the two questionnaires for the most part do not contain
perfectly matched items in wording, so proceeding to identify similar items in the two
questionnaires, based on their wording was the only option. For example, the following items
were matched since they are virtually identical in meaning and differ only in small wording

variation:

FLCAS 2 | worry about making mistakes in the language class

with TFLAS 11 | worry about making mistakes in my foreign language.

However, the researcher extended the matching to pairs such as:

FLCAS 29. [ get nervous when I don’t understand every word the language teacher

says

and TFLAS 13. | get nervous when | don't understand every word a native speaker

says.
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Here the core idea matches: anxiety about listening to a real person who is perceived as being
more proficient in the target language than the person who feels anxiety. However, the other
speaker referred to, and implied location (in versus out of class), differ in a way which suits

the student versus the teacher.

Overall it is noticeable that there was a significant difference between anxiety of
teachers and students in only two instances (on the Mann-Whitney test), and that, descriptively,

teacher anxiety was not always lower than student anxiety on every pair of items.

Many of the matching pairs of items relate to speaking as a cause of anxiety, due to the
fact that the FLCAS as a whole is heavily oriented towards speaking anxiety. Indeed, both the
instances of significant teacher-student differences involve speaking items. The most striking
pair (S27, T10; p<.001) is notably the only pair in which the researcher can directly compare
teacher and student anxiety explicitly about speaking in the classroom. All the other speaking
items which broadly match between the questionnaires differ in the addressee or implied
location. What can be seen from the pair S27, T10 then is that in the classroom the students'
anxiety about speaking (mean 2.95) is far higher than that of the teachers (mean 1.64), although
still only around the midpoint of the rating scale (3). It cannot of course be told from this,

however, what impact this difference in anxiety might have on the students.

The other significantly differing pair is S30 T7 (p=.010) which concerns preparation
for speaking by learning the rules of English. The means are both higher here (students 3.45,
teachers 2.71) but the difference is striking. It makes sense perhaps that teachers with at the
very least a BA in English behind them would be less phased by the rules of English than the

relatively low proficiency students.

Not far from significance are the pair S18 T14 which also involves speaking, and the

pair S29 T13 which relates to listening comprehension. Students were more anxious about
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understanding every word of the teacher than the teachers were about understanding every

word of a native speaker (items S29, T13). When asked about similar statements worded more

generally (items S4, T1) the finding was different, however. Teachers recorded considerably

higher anxiety and students less, although the difference is again not significant. Presumably

the difference in the result is due to the fact that this pair of items refers to understanding as a

whole, rather than understanding which extends to most of what is said, barring a few words

only. The teachers are much more anxious than students about achieving broad overall

comprehension and rather less concerned than the students about understanding every word.

Table 5.8 Anxiety of teachers and students compared on matching items

Closely corresponding pairs of student and teacher items Mean SD z p
S 29. 1 get nervous when [ don’t understand every word the 3.13  0.968
language teacher says. 182 068
2T 13. | get nervous when | don't understand every word a native 2.64 0.745 ' '
E speaker says.
£S 4.1t frightens me when I don’t understand what the teacher is 3.05 1161
% saying in English. 137 170
T 1. It frightens me when | don't understand what someone is 350 0.941 ' '
saying in my foreign language.
S 18rev. don't | feel confident when | speak in English in my 2.56  1.006
language class. _ _ 190 057
T 14rev. | don'’t feel confident when | speak my foreign 2.07 0.616
language.
S 24. | feel very self-conscious about speaking English in front 2.77  1.020
of the other students. 142 155
T 5. | feel self-conscious speaking my foreign language in front 3.14  1.292
of the other teachers.
£S 27. | get nervous and confused when | am speaking in my 295 1.075
:%3 language class. _ _ _ 414 <001
T 10rev. | am net nervous speaking my foreign language with 1.64 0497
students.
S 23. | always feel that the other students speak English better 3.00 0.392
than | do. 169 091
T 15. I always feel that the other teachers speak the language 257 0.646
better than | do.
S 14rev. | would ret be nervous speaking English with native 313 1162 103 302

speakers.
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" T 9. I never feel quite sure of myself when | am speaking my 2.79 0.802
foreign language in front of native speakers.
S 12. In the language class, | can get so nervous that | forget 250 1.155
thi :
Ings | know . . -140 .161
T 6. When speaking my foreign language, | can get so nervous | 3.00 1.301
forget things | know.
S 30. | feel overwhelmed by the number of rules you have to 345 1.038
learn to speak the English language. 257 010
T 7. | feel overwhelmed by the number of rules you have to 271 0.825 ' '
learn to speak a foreign language.
S 32rev. | would probably not feel comfortable around native 256 0.941
speakers of English.
> : -0.96  .337
T 8rev. | don't feel comfortable around native speakers of my 236  0.745
foreign language.
S 19. | am afraid that my language teacher is ready to correct 244 0.990
every mistake | make.
. . . . . -0.57 572
gT 3. | am afraid that native speakers will notice every mistake | 264 1151
‘£ make.
%S 2rev. | den'tworry about making mistakes in the language 252  0.959
© class.
. . . . -0.78  .436
T 11rev. | dent worry about making mistakes in my foreign 271  1.069
language.

5.4.2 Qualitative findings concerning the causes of teacher FLA and its effect on student

anxiety

No unambiguous indication of a relationship between teacher anxiety and students’
anxiety emerged from the quantitative data. However, the qualitative data revealed many

interesting aspects of this relationship from the teachers’ and the students’ perspective.

When asked about their anxiety, the teachers explained there were particular occasions
when they felt anxious, especially at the beginning of their career. One teacher stated that
“Sometimes at the beginning of my experience here | felt anxious” (T2). Another similarly
said, "In the early years I felt anxious, but now | am used to it" (T3). A key part of this was the
size of the audience, which a teacher would not have encountered before taking a real class:
"In front of so many people you become nervous and it can become a point of embarrassment

for you™ (T3).
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Aside from inexperience, there were several other reasons for this anxiety, such as
students’ lack of understanding. "I felt nervous because the girls did not understand what |
was trying to write, so this made me anxious” (T3). Again another said, "If | speak to the
students and feel they re not following me or I feel that maybe I’'m not good enough to give

them this information™ (T2).

Mostly, however, it was due to the fear of negative evaluation, as illustrated in the

following extracts.

Being anxious will make the students make jokes about you (T3).

It’s my first time to be speaking for one hour only in English so it caused me to be
anxious. | was thinking about the accent and | was thinking about if my sentences were

grammatically correct or not (T2).

You look at the teacher like they are someone who has knowledge of everything, so |
think your presentation in the class should try to impress. Therefore, you should not

show your nervousness (T3).

In some cases above, e.g. when a teacher is addressing a class, the negative evaluation
could be often more a belief or imagining of the teacher rather than a real possibility. The class
will very likely not be able to spot the accent or some grammar errors. In other words, the

negative evaluation which is feared is really the teacher's own evaluation of herself.

This anxiety manifests in the same way as for the students:

| feel silent (T3).

1 feel lost when I'm anxious (T3).
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| feel a little bit shy and also my voice is not loud because if | make a mistake no one

will hear (T2).

My breath would be very fast (T2).

This leads to the answer to RQ3. Most of the participants, teachers and students,
explained that teachers’ anxiety affects students’ anxiety in different ways. First the students

mentioned that an anxious teacher makes them anxious.

When the teacher is entering the class and she is angry and stressful, I become stressful.

Also, the teacher has the power to make students nervous or not (ST 2,1 pre-interview).

Of course, when the teacher is anxious, the students feel her anxiety right away and

become anxious themselves (ST 3,2 pre-interview).

They will feel the same anxiety (T2).

Yes, very much the teacher’s anxiety affects the students like when she is struggling
with the language or speaking, the students will kind of be influenced (ST4,1 pre-

interview).

In one of the classes the teacher was nervous and we became nervous because we were

trying to help but we didn't know what to do (ST1,2 pre-interview).

| can feel the anxiety of my teacher, which usually makes most of us students anxious (ST

2,1 pre-interview)

Teachers’ anxiety can also jeopardise students’ learning process in other ways than just

making them anxious, however. Especially it can affect student understanding.

It’s a bad influence because they will not hear my voice. Also, maybe because I'm a

little bit anxious so I'm talking too fast so they will not keep up with me. I also think
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they will not understand because if | feel anxious | want to finish. I will not explain fully
to the students and I will not simplify the sentences so I think it will affect them in a bad

way. (T2)

When the teacher is anxious, she won’t be able to explain the lesson properly. As a
result, the student will feel anxious because she doesn’t understand (ST 1,1 pre-

interview) (ST 3,2 pre-interview).

An interesting effect also reported was on the anxious teacher's selective involvement
of students in the class, which would rob less able students of valuable opportunities to

participate.

To relieve her anxiety, the teacher keeps focusing on the excellent students to answer

her questions and ignores the others (ST 2,1 pre-interview).

The most extreme response was reported by another student. Here the student is robbed

of the entire course:

Sometimes when the teacher is anxious, | feel anxious because | think | must do
something to help her out so | decided not to attend the class in future. (ST 2,1 pre-

interview)

Overall, the qualitative interview data was far more informative than the quantitative in
this instance and revealed considerably more teacher anxiety than the questionnaire and led us
to expect (see 5.2.2) which again prove the value of mixed methods approach in approaching
affective variable as emotion in the field of language learning. It also showed negative impacts
on student anxiety and learning which again could not be obtained from the quantitative data.
Although students were not asked about the beneficial effects of teachers being relaxed and not

anxious, the implication is that the effects of that would be positive.
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5.5 RQ4. What are the strategies suggested to be used by Saudi English major

undergraduate learners to reduce their anxiety?

The anxiety reduction strategies suggested by students were of two types, ones that they
claimed to use themselves and ones that teachers used, or could use, to help them reduce their
anxiety. The former will be reported here but for convenience the latter will be covered in

section 5.6.

Although the students were not familiar with the concept of FLA, they believed that
anxiety reducing strategies in general can be helpful when they feel anxious in the class. The
strategies that the students mentioned as ones they used were a combination of positive
psychology (positive thinking), affective (relaxation techniques), and metacognitive strategies

(working hard to achieve better proficiency).

Positive-thinking, according to the participants, is the first tool that can be used to
reduce anxiety, since it replaces the negative emotion with a positive one. This includes making
positive statements about themselves, self-encouragement "I keep thinking I can do it, do not
get nervous, and do not assume that you know everything™ "Talking to myself, saying I can do
it, it's normal, there is no problem"” (ST 3,2 pre-interview, generating hypothetical scenarios of
success in language learning and ,visualizing a positive mental image of themselves
overcoming the anxiety provoking situation”....focus on how things are going to be fine” (ST
2,1 — diary entry week 2. Also, those students who reported the use of positive thinking felt
that focusing on the task and abandoning any anxiety provoking situations is helpful as well "I

try to focus on the class and ignore the anxiety” (ST 2,1 pre- interview).

In addition, some suggested relaxation techniques including deep breathing, and

drinking water "Breathing deeply” (ST 1,2 pre-interview) (ST 3,2 pre-interview).
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"When | am worried I drink water, ..." (ST 2,1 — diary entry week 2) .

Finally, working hard to achieve better results is another strategy suggested by the

participants to reduce anxiety.

“To get rid of the anxiety, | feel that | need to improve my language because now | feel
anxious when | am trying to express myself whether speaking or writing. When my language is
more developed and | have a lot of vocabulary and good grammar, | don't think that I'm going

to be as nervous as | am now" (ST 1,2 pre-interview).

"Finally, | have to be more experienced with the language because if I know the

language good enough, I'm not going to be nervous"” (ST 3,2 pre-interview).

If the students presumed that their anxiety is a result of their lack of specific knowledge
or skill, studying hard is how they approach the situation. The participants who believed that
their limited knowledge of the target language, specifically vocabulary and grammar, was the
cause of their anxiety, decided to work harder to increase their proficiency level to overcome

their anxiety.

Overall the students made fairly few suggestions related to what they did or could use
themselves, which indicates scope for training in this area. However, they did not regard this
as a matter that was predominantly in their own hands to solve autonomously. As will be

reported in the next section, they also had ideas about what teachers did or could do.

5.6 RQ5. What are the strategies suggested to be used by the participants English

teachers to reduce their students’ anxiety?

In order to answer this RQ it is important to differentiate between teachers’ and students'

point of view to show how they differ in terms of what they think is a good anxiety reducing
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strategy. Using different teaching methods, showing empathy and support and implementing
group work were common strategies that were mentioned by the learners and the teachers.

Using a range of different teaching methods as an anxiety reducing strategy.

"When | know that the teacher is going to use different teaching methods to explain the
lesson, I feel less anxious because I know that if I don’t understand one way, I will understand

the other"” (ST 6,1 pre-interview).

"Doing activities in the class will make them more attentive and will relieve their

anxiety” (T3).

According to the participants, this strategy is important since it ensures that different
methods will be used to deliver knowledge in the class and the students can choose the one
that suits them better, instead of using one method for the whole class all the time without
giving any consideration to the individual differences between the students. Moreover, using
a variety of teaching methods will capture students’ attention and help them focus on the class

rather than their own anxiety.

Showing empathy and support is another strategy suggested by both students and

teachers to reduce anxiety.

"Talking with us shows that she cares about us instead of just giving the lesson and

leaving" (ST 4,1 pre-interview).

"When you talk from your heart, the words that come from your heart settle that person
down. I think talking makes it seem that English isn't a language for me. Also, | am not a native

speaker but if I can speak why can’t you?" (T3).

As the participants suggested, this includes talking with the students about the journey

of language learning, especially by a non-native teacher, and what she/he went through to reach
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their current proficiency level instead of just giving the lesson formally without creating a bond

with the learners.

Group work was also a common suggestion of both teachers and students to reduce
anxiety.

"Group work requires the work to be divided among them because if the whole work is
left to one person, they’re going to be nervous but when the work is divided between many
people, anxiety is going to be less” (ST 5,1 pre-interview).

"Maybe one of them has a good command of the language or knows much more
compared to the others. The person who speaks the same language can understand English so
why can’t I? This will motivate them" (T3).

The participants explained it is less stressful to complete a task in a group instead of
having each student responsible for the whole task, especially when one group member has a
better proficiency level that other students can exploit.

There were also some suggestions about what the teachers could do that were made
either by teachers or students but not both. In terms of other teachers’ suggestions of anxiety
reducing strategies, they mentioned that giving the students the chance to practice the target

language is a good way to help anxious students as well.

If you give them some paragraphs and they memorise these paragraphs and start to
say them orally, similarly, if you give them practice and the confidence to speak, after
that we can get started. After a while we began to have a conversation and then ask
questions and they would answer the questions. It happened gradually; at first, I gave
them the exact same questions and | gave them the answers they had memorised
speaking and in front of their colleagues. After that I did it with unprepared questions

(T2).
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Interestingly the students have a lot to say regarding the role of the teacher in reducing
their anxiety. This perhaps implies that they see it as the teacher's job, and not their own, to
work on their anxiety reduction. Acknowledging the existence of anxiety and its cues,
according to the students, is the first step that the teacher can take to help their students
overcome or at least cope with their anxiety. This can be achieved by identifying the anxious
students, the causes of their anxiety and how to deal with it.

Study cases of the anxious students, find out what make them anxious in the class and

try to remove whatever it was, whether it was coming from the teacher or the other

students in the class (ST 5,1 pre-interview).

Finally, the students discussed how different aspects of a teacher’s attitude in the class,
including how they do error correction and having a sense of humour, can help them overcome

or at least cope with their anxiety.

| would prefer my teacher to give me the chance and the time to reach the right answer

by myself instead of correcting my mistakes right away (ST 3,1 pre-interview).

They can add fun to the class every once in a while. That will help them to develop a

relationship whereby the teacher is no-longer just an authority figure (ST 1,1 pre-

interview).

In consideration of what was discovered in this and the preceding section, it was clear
what anxiety reducing strategies might be appropriate to implement in the study intervention.
The researcher wanted to use strategies from the literature that the participants perceived as
relevant, but which were not already being fully implemented, as could be seen during
observation in phase one. Hence, as described in section 4.6.2, the strategies chosen for the
intervention were as follows: creating a low anxiety classroom atmosphere, which included

among others encouraging learners to ask for help and showing personal concern and empathy;
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discussing with them the nature of language learning so as to correct their false expectations;
giving the learners the opportunity to practice the target language; conducting language testing
where the learners are given clear test instructions and enough time to finish the test; and finally
error correction and feedback where the researcher established that making mistakes is

acceptable and corrected learner errors gently.

5.7 RQ6. What is the effect of applying anxiety-reducing strategies on Saudi English

major undergraduate students’ anxiety levels?

5.7.1 Quantitative findings concerning the intervention

The overall effect of the intervention may be initially seen graphically in Figure 5.2. It
is apparent that initially (prior to the intervention) the experimental group exhibited a slightly
higher mean overall anxiety than the control group (mean difference 2.9%). Over the period of
the intervention, however, anxiety in the former group fell by a greater amount (5.3%) than
that in the latter (1.8%). Hence, after the intervention the experimental group emerged with a
slightly lower mean overall anxiety than the control group. The data thus show that, in the
samples, there was descriptively a positive effect of the intervention, in that anxiety was
reduced more in the group which received the special intervention by the researcher than in the
group which did not receive it. This is the effect which was hoped to be observed, in order to
confirm that the anxiety reducing strategies which the researcher used were effective. Anxiety
did, however, fall slightly even in the control group, and the amount of variation among
students, reflected in the error bars in the graph, is quite extensive. Hence the inferential
statistics (Table 5.9) show that while the overall change in both groups of students taken
together was significant (main effect of occasion: p=.032), the change in the experimental
group was not significantly different from that in the control group (interactive effect of

occasion by group: p=.269). Thus, the researcher cannot with confidence generalise to the
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population sampled the finding that special anxiety reduction instruction had a definite overall

impact.

Figure 5.2 Change in overall anxiety in the experimental and control group
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Table 5.9 Effect of the intervention: overall anxiety

Numerator Denominator
Source df df F Sig.

Intercept 1 42.179 .001 975
Group 1 27.537 .013 909
Occasion 1 28.146 5.069 .032
Age 1 42.205 .336 565
Group by 1 28.146 1.273 .269
Occasion

When the researcher look at each of the 33 anxiety items in the questionnaire separately,
a number of those also exhibit significant overall reductions in anxiety over the period of the

study, regardless of group (items 13, 23, 27, 29, 31).
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Importantly for the researcher, however, just three of the FLCAS individual items
exhibit a significant interactive effect of group with occasion. These, then, evidence a change
in anxiety which differs between groups, and hence need to be inspected in order to ascertain
exactly how the intervention might have had a differential impact on anxiety specifically of the

types that these items focus on (items 2, 21, 33).

As Table 5.10 shows, the interaction effect of occasion by group was significant for
item 2, anxiety about making mistakes in class (p=.031). From Figure 5.3 it can be seen that
this is due to there being only a quite small fall in anxiety in the experimental group (.16),
whose anxiety level was in any case not very high pre-intervention. The effect is therefore to
a great extent created by a large rise in anxiety in the control group, of .73, which on a five-
point response scale is quite considerable. Although a significant group by occasion interaction
effect is desirable in order to demonstrate the impact of the intervention, this raises an intriguing
question as to why the effect should take quite this form. Since it was the experimental group
that received the special anxiety reducing intervention, any differential change between the
groups over the period of the intervention would be expected to take the form of anxiety falling
dramatically in the experimental group, and not rising in the control group. The control group
would be expected to stay more or less at the same rate of anxiety before and after the

intervention. This will be explained later with the qualitative data.

Table 5.10 Effect of the intervention: item 2rev. | den‘t worry about making mistakes in
language class.

Wald Chi-
Square df Sig.
Occasion 2.651 1 103
Group 1.396 1 237
Age 1.884 1 170
Occasion by 4.663 1 .031

Group
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Figure 5.3 Change in anxiety in the experimental and control group on item 2(rev)
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Turning now to item 21, concerning being confused when studying for tests, there is
once again a significant interaction effect, meaning that the change in anxiety over time was
not the same in both groups (Table 5.11). Here the graph (Figure 5.4) shows that this effect
was indeed in part due to a reasonably substantial fall of .42 in the experimental group, as the
researcher would hope to see from the anxiety reducing intervention. Once again, however,
there is an unexpected rise of a similar amount (.46) in the control group, which for some reason
started at a rather lower anxiety level than the experimental group with respect to this test

preparation cause of anxiety.
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Table 5.11 Effect of the intervention: item 21 The more | study for a language test, the
more confused | get.

Wald Chi-
Square df Sig.
Occasion .045 1 831
Group .045 1 .833
Age 1.189 1 275
Occasion by 6.508 1 011

Group

Figure 5.4 Change in anxiety in the experimental and control group on item 21
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Finally, item 33 concerning anxiety arising from being asked questions without prior
preparation, the results in fact exhibited the precise pattern that one would expect for a study
with an experimental intervention in one group and not in another. The interactive effect (Table
5.12) of occasion and group together was highly significant (p<.001), and the graph (Figure
5.5) shows clearly that this is due to the control group remaining at the same level of anxiety

over the period of the intervention while the experimental group registered a dramatic fall in
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anxiety of .79 on the 5-point anxiety scale. This fall took them from an anxiety level above the

midpoint of the scale to one below.

Table 5.12 Effect of the intervention: item 33 | get nervous when the language teacher
asks questions that I haven’t prepared for in advance.

Wald Chi-
Square df Sig.
Occasion 10.738 1 .001
Group .001 1 981
Age 221 1 .638
Occasion by 12.570 1 <.001

Group

Figure 5.5 Change in anxiety in the experimental and control group on item 33
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For reference, please see table 5.13 in appendix 9 that shows the FLCAS means in full for

both groups, before and after the intervention.
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Another way of looking at the changes over time in the different groups is in terms of
the effect in relation to individual causes of anxiety. Using again the conceptual analysis, Table

5.13 and Figure 5.6 show this.

It is at once noticeable that in the experimental group there is a fall in reported anxiety
descriptively over time on every category of cause, as hoped for. Preparation, speaking and
comprehension are the most affected. In the control group, by contrast, there is a rise in anxiety
for three sources, preparation, correction and testing, although the others do fall. There is a
particularly remarkable fall in anxiety generated by peers in the control group that is far greater

than that in the experimental group.

Figure 5.6 Mean anxiety associated with each cause identified in the FLCAS items, by

occasion and group
Class Occasion
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Table 5.14 Mean anxiety of each cause identified in the FLCAS items, by occasion and
group (scale 1-5)

Pre-intervention Post-intervention
Cause EXp. Control Exp. Control
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Preparation 3.23 2.92 2.81 3.03
Comprehension 3.33 3.07 3.09 2.82
Speaking 2.86 2.76 2.58 2.50
Correction 2.81 2.88 2.77 3.06
Testing 2.82 2.58 2.60 2.88
Teacher 3.04 2.82 2.83 2.64
NS 2.89 2.59 2.79 2.55
Peers 2.68 2.89 2.53 2.36
(Effect) 2.53 2.56 2.40 2.76

One final quantitative question which might be asked in order to assess the impact of
the intervention is whether students who initially exhibited greater anxiety benefited more from
the intervention than those who initially in any case had quite low anxiety. This might be
expected and is perhaps supported by the interviews with high anxiety students in the
experimental group, who generally claimed to be greatly helped by the researcher's special
anxiety reduction strategies. Figure 5.7 shows this graphically for the experimental group.

Figure 5.7 Anxiety change in relation to baseline anxiety of students: experimental
group
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Figure 5.7 does indeed show some trend descriptively at least for students in the
experimental group that started with higher anxiety to record a greater negative change in
anxiety over the period of the intervention than those who started with lower anxiety. The
correlation however is not significant (r=-.251, p=.301). The dots representing individual

students do not approximate a very clear falling line.

On the other hand, the correlation for the control group r=-.122 p=.720 is weaker than
that for the experimental group (which at -.251 shows twice as strong a fall). The line falls less

noticeably than that for the experimental group as Figure 5.8 shows.

Figure 5.8 Anxiety change in relation to baseline anxiety of students: control group
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Overall, the quantitative findings are in the hoped for direction. Decrease in anxiety is
greater in the group that experienced the anxiety reducing strategies than in the group that did
not. However, there are also some falls in the latter group which are hard to explain, and the
difference in anxiety reduction between the two groups is not comprehensively significant, but

only significant in some specific instances. The anxiety-reducing strategies were also shown
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to be more effective for those who initially had a higher level of anxiety, but again not

significantly so.

5.7.2 Qualitative findings concerning the intervention

In support of the quantitative data, the post intervention qualitative data revealed that
there was a positive effect of the intervention based on the participants responses. In the post
interviews, the students in the experimental group talked about the effect of applying anxiety-
reducing strategies. One obvious effect was a decrease in the level of anxiety. One student said,
"I felt less anxious because | was more comfortable™ (ST 3,1 post interview). Another effect
was increased comprehension. One student stated that "l felt that | understood more of the
material” (ST 7,1 post interview). Also, within the effects of the intervention was the

transformation of the teacher and the classmates role from a negative one to more positive one.

The influence of my classmates was positive because when | made a mistake in front
of them, they were going to help me because they were making mistakes themselves.

There's no problem there (ST 3,1 post interview).

The new teacher’s—the researcher—attitude was wonderful and very interesting; | was
not anxious at all. She has a very positive influence; she encouraged us to participate

and interact with each other. (ST 2,1 — diary entry week 4)

1t [teacher’s influence] was a positive influence because you were giving us a relaxing
atmosphere. There were laughs every once in a while. It was not all formal. We felt that

we could be ourselves in the class (ST 5,1 post interview).

In addition, during the second round of interviews with the participants from the experimental
group, five out of six participants talked about the feeling of enjoyment they felt during the

intervention.
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| did enjoy the classes. They were different from the other classes that | usually take

(ST 5,1 post interview).

We were studying in a fun way and understood more because when a person is enjoying
something they 're doing, it is only logical that they are going to love it and understand

it better (ST 3,1 post interview).

Moreover, the initially more anxious experimental group students were also asked about
what they felt was the most beneficial change introduced during the intervention to reduce
their anxiety. Their responses varied according to strategy. One strategy was to create a low-
anxiety classroom atmosphere. Regarding this strategy, one student said "You were warm
and fun with us. From the beginning you tried to socialise and communicate with us, although

you didn't know anything about us™ (ST 3.1 post interview). Other participant said

| believe that you have changed the atmosphere of the class and what | liked most was
your attitude and style of teaching, which was appropriate for us as first level students.
There were a lot of activities in that class, the time passed very quickly and I enjoyed the

class" (ST 4,1 post interview)

Another strategy was to use group work in the class where the researcher attempted
her best to include low-anxiety and high-anxiety students in every group. Constant support was
offered to each group during the lesson to achieve the aims of using group work. One student
stated, "You put us in a group, made us interact more and perform exercises in groups. This

really helped us to understand better ” (ST 7,1 post interview). Other also said

The influence of my classmates was positive, especially when you - the researcher - was

constantly making sure that we were helping each other and cooperating to get the
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answers. If someone didn't know, they could ask the group and this helped us to reduce

any anxiety (ST 5,1 post interview).

Regarding the strategy of introducing more practice time in the class, one student said
"You gave us the chance to express and practice the language and to do stuff" (ST 4,1 post

interview).

Interestingly, the students also emphasised how the researcher's gentle error correction and

feedback strategies helped them.

Confirming that there's no wrong answer and that we can discuss any answer. Now a
lot of the teachers are saying there is no wrong answer. This is confirmation. By itself

helps me reduce my anxiety by at least ninety percent (ST 3,1 post interview).

This might be related to the quantitative finding that the interaction effect of occasion
by group was significant for item 2 regarding anxiety about making mistakes, which was
created by a large increase in anxiety in the control group. An explanation could be that the
intervention was introduced at an early stage of the academic year and without the intervention
in the experimental group, both groups would show a similar increase in anxiety. The extract

below shows how the students from the experimental group felt.

Something happened this week at the listening class, the teacher asked the two students
to explain the meaning of some words that were mentioned at the listening task, they
seem anxious because they didn’t know the answer, then the teacher asked them do you
feel anxious because you think the question is difficult or because of me. She went on
and told them that at some point [ was just like you and you don’t need to worry, and

any answer is going to be good for me it doesn’t matter if it the right one or not. The
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students gain their confidence back and reach the right answer with the teacher help. |

really liked how the teacher helps them to get rid of their anxiety. (ST 1,1 — week 2)

However, when asked about the things they did not like, one response was directing a
question towards a student without preparation because the student felt it was not helpful in
terms of their anxiety. The researcher's approach afterwards made the situation easier, as

illustrated in the extract

"It was slightly anxiety provoking when you were surprising the students with the
questions. They were not ready for it before but you were trying to ease that" (ST 3,1

post interview).

This led to the second item that the quantitative data showed has a highly significant
interaction effect, being asked questions without prior preparation (item 33). In this case, a
significant decrease in anxiety occurred in the experimental group in comparison with the
control group. It seems that both items 2 and 33 are related to each other in some way. Asking
the students questions triggered their anxiety because they were afraid, they might give an
incorrect answer. However, when they were confident that any wrong answer they gave would
receive a helpful error correction and feedback strategies from the researcher in the class, their
anxiety regarding the first item was not anywhere near the anxiety in the control group. A diary
entry from a control group participant might shed some light on the quite different situation in

the control group during the intervention.

On Monday, went to the class feeling relaxed and positive and then the teacher started
to yell at us because she was asking and no one knew the answers, her voice was high
and she was talking very fast. We were not sure what she is saying exactly but we felt
so anxious. In my opinion, the issue is simple and does not require all that, after all we

are here to learn and it is not unusual that sometimes we don’t know the answers and
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may be because we were afraid of her reaction if we gave her a wrong answer. | think
if she helped the students to feel less anxious and talked in a calm manner, the students
will be encouraged to participate. There are teachers who you feel excited to go to their
classes and others who you attend their classes just for the attendance grades and they
assumed we are advanced learners and we can answer any questions and if we don'’t,
they get mad. | knew students from higher levels who are anxious just because they
cannot get over these situations when they start their study and still cannot express

themselves because they are afraid of their teacher’s reaction (ST 3,2- diary entry week3)

Finally, the students were asked if they felt any difference in their anxiety level after
the intervention. One student said "Of course there is a difference. | felt less anxious during
the classes that we took together and I understood more. It was a very enjoyable” (ST 5.1 post

interview).

Overall, a more favourable impression is gained from the qualitative than from the
quantitative data about the impact of the intervention on anxiety. This could however be partly
due to the fact that the researcher only elicited qualitative data from students who were initially

more anxious. Hence, they were the most likely to show the effects of the intervention.

5.8 Chapter summary

This chapter presented the findings of the quantitative and qualitative data for each
research question. It started with the FLA anxiety levels of the Saudi students and their
instructors, followed by the causes of FLA among Saudi learners, then the causes of FLA
among their teachers and its relation with the students’ anxiety. This was followed by the
strategies suggested by learners and teachers to reduce learners' anxiety, and finally the effect
of the intervention where anxiety reduced strategies were applied by the researcher on one

class. The next chapter will discuss the findings of the study in relation to the existing literature.
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Chapter 6 Discussion

6.1 Introduction

The previous chapter presented the research findings from the different instruments for
each research question separately in a descriptive manner, with some conclusions about the
findings’ triangulation. In this chapter, all the evidence obtained from the different sources
will be integrated to address the research questions much more thoroughly and show how the

findings relate to previous FLA research.

Due to the limited amount of FLA research conducted in the Saudi context, the aim of
this study was to shed light on Saudi English major undergraduate students’ and their
instructors’ experiences with FLA, and the sources behind their anxiety. Most importantly, this
study addresses the gap in current research regarding the relationship between teacher and
learner anxiety and measures the effect of applying anxiety-reducing strategies in an

experimental design.

The findings of this study have shown that students experience moderate anxiety and
that the teachers demonstrate low anxiety. The sources of learner anxiety were mainly traced
back to the learner, the teacher and the instructional practices utilised in the classroom. The
causes of teacher’s anxiety included fear of negative evaluation, perceived lack of
understanding by students and that it has a negative impact on learner anxiety, based on the
participants’ responses. Participants suggested a number of different strategies to reduce FLA,
which were implemented during the intervention stage. The overall findings indicated that the

intervention helped towards reducing student anxiety.
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6.2 The levels of overall FLA within Saudi English major undergraduate students and

their teachers

The results showed that the mean total classroom anxiety raw score for the students,
prior to intervention, was approximately 93, on a scale running from 33 to 165. This result
indicates that the learners have a moderate level of anxiety, which is consistent with
conclusions from other studies, where the researchers have used scores ranging from 85 to 155
to describe anxious or highly anxious learners (Gregersen, 2007; Marcos-Llinas and Garau,

2009; Toth, 2008b).

Very few studies have been undertaken in the Arab world yielding average scores to
compare with the current study. Lababidi (2015) however obtained an average raw score of
86.49 from Foundation level male students at a college in the UAE , and Alrabai (2015) a raw
score of 101.05 from male and female Saudi EFL learners who studied at different levels,
ranging from high school to university (see 2.13): those scores are relatively similar to those
of the present study. This study is also consistent with scores from general FLA literature, with

Elkhafaifi (2005) and Mak (2011) reporting mean FLA scores of 90.1 and 80.1, respectively.

The students showed many nonverbal cues of anxiety that the researcher was able to
detect whether during the observation or the intervention phase of the study. In line with the
literature (Gregersen, 2009; Gregersen & Maclntyre, 2017; Gregersen et al., 2017; Gregersen,
2005), the physical cues that were identified among the participants included avoiding eye
contact, restlessness, low voice and trembling, avoidance of classroom activities and

discussion.

In terms of teacher anxiety, with the exception of the pioneering work of Horwitz
(1996), most of the literature concerns pre-service teachers, who are completely different from

in-service teachers (Bekleyen, 2009; Tum, 2012; Yoon, 2012). The current study aimed to shed
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some light in this area and showed that the mean total anxiety score for teachers was 45.6, on
a scale running from 18 to 90, so well below the midpoint. Such a result tells that teachers
exhibit low anxiety on average, although their interviews seemed to suggest that was not always
the case (see 4.4.2). However, analysing the teachers’ anxiety scores individually, the
researcher found that the highest anxiety score was 58, which came from the newest teaching
member of the department, who had only one year of experience and that was the teacher of
the course where the researcher implemented the intervention. The correlation between teacher
anxiety score and teaching experience was not significant (r = -.207, p = .478), perhaps due to
the small number of participants (14 teachers), but interestingly, the correlation was negative.
This result is understandable, since usually more experience means more confidence, as indeed
reported in the teachers’ interviews. For instance: "In the early years | felt anxious, but now I
am used to it" (T3 with 5 years of teaching experience); "Sometimes at the beginning of my

experience here, | felt anxious" (T2 with 4 years of teaching experience).

Another interesting discovery about teacher anxiety was the correlation between the
teachers’ first language and anxiety. The Arabic L1 teachers emerged with a mean overall
anxiety score of 42.8, while those whose native languages originated from the Indian
subcontinent had a mean of only 27.4. One explanation of these results is suggested in (4.2),
which identified that within the Indian subcontinent, English is more of a second language than
a foreign one. Another explanation from the literature is offered by Horwitz (1996), who states
that some language teachers themselves may have “encountered many anxiety-inducing
experiences in their own language learning” (p. 367). The experience outlined in Horwitz
(1996) might well be the case in this study, since the Saudi English learning context in general
can be anxiety-provoking, as discussed in detail in chapter 1, supporting the explanation that

an anxious language learning experience can lead to an anxious language teacher.
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There were only few anxiety cues observed in the teacher performances, and there were
no high scores for anxiety within the teacher. These cues were only identified with the teacher
who scored the highest anxiety score (58). Similar to students’ anxiety cues, these signs of
stress included low voice, restlessness, and avoidance of eye contact (Gregersen, 2009;

Gregersen & Maclntyre, 2017; Gregersen et al., 2017; Gregersen, 2005).

6.3 The causes of FLA among Saudi undergraduate English major students:

In line with most of the literature, the current research found that the sources of anxiety
are mainly related to interactions among the three major elements present in any classroom
situation: learners, teachers and instructional practices (Gregersen & Horwitz, 2002; Gregersen
& Maclintyre, 2014; Gregersen, 2003; Horwitz et al., 2010; Kitano, 2001; Matsuda & Gobel,

2004; Tsiplakides & Keramida, 2009; Woodrow, 2006; Young, 1999; Young, 1991).

An advantage of using a mixed methods design was that the researcher was able to
look into both quantitative and qualitative data to gain a fuller understanding of the underlying
causes of these threefold phenomena (Greene et al., 1989; Sandelowski, 2003). However, as
discussed in 4.3.1, most of the FLCAS items refer to more than one source of FLA, either
directly or indirectly, and in detail mention more sources than just the three areas recognised
by its authors. As a result, the researcher not only conducted quantitative data analysis of the
FLCAS items in detail but also analyzed the qualitative data thematically, to better understand

the full range of causes of FLA among Saudi undergraduate students.

Among sources of FLA within the learner, preparation was a source of anxiety that
appeared both in the quantitative and qualitative results although not recognized separately by
Horwitz et al. (1986) as one of the three sources targeted by FLCAS. It is unusual in that lack
of preparation can cause anxiety for some individuals, as also suggested by other studies

(Kondo & Ying-Ling, 2004; Ohata, 2005). However, a finding that to the best of my knowledge



188

has not been revealed in previous research, the task of preparation itself can also cause anxiety
for others where they get worried about preparing well for the lesson including doing

homework, reviewing etc.

The findings of the current research also revealed that the students attribute another
source of FLA to lack of comprehension, whether it was caused by fast speech rate or the
teacher’s English accent. In addition, the fast rate of the audio materials the students listened
to during listening exercises caused FLA. Therefore, students feel anxious at times when they
cannot clearly comprehend information, which is in line with the findings of Aida (1994),
Young (1992) and Elkhafaifi (2005), all of whom found that an inability to comprehend what
IS going on in the classroom provokes anxiety for many learners. This again however draws
attention to a limitation of the FLCAS, which in its items highlights speaking as a problem
causing anxiety rather than listening/comprehension. The participants of the current research
did also mention the other two skills, reading and writing, as evoking anxiety, which will be

discussed later below.

The fact that the participants traced their feelings of anxiety to their fear of being
negatively evaluated, whether by their teachers or their peers, is not surprising. The fear of
negative evaluation has been one of the most cited sources of FLA, ever since it was introduced
in the seminal paper of Horwitz et al. (1986), and is one of the three areas they claim that the
FLCAS targets. According to that study, the reason for such anxiety could be that the language

learning setting is thought to involve the ego more than any other learning situation.

Unrealistic expectations also appeared as a source of anxiety among the participants, as
can be seen in the interview with one of our first-level English students in the very first weeks
of her study where she explained that she feels anxious when she does not understand every

word said by her teacher during the class. Ohata (2005) explained how unrealistic beliefs could
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lead to greater anxiety among learners, especially when these beliefs clash with reality. As
reviewed in chapter 2, wider research into language anxiety has also indicated that false beliefs
about language learning contribute to a student’s tension and frustration in the classroom

(Dornyei & Ryan, 2015; Gregersen & Maclntyre, 2014; Horwitz, 1988; Young, 1991).

A lack of motivation to study the English language was clear after most of the
participants stated that studying English was not their first choice when they were asked, during
the interviews and the questionnaire, why did they decided to study English language as their
major. Instead, it was more of a convenience choice, given that travelling outside of their city
to study at a university with a wider variety of majors was not an option for many of them, due
to their parents’ beliefs that a girl cannot travel and live by herself. This is similar to prior
studies, where lower levels of motivation to study were considered a FLA predictor (Liu, 2012;

Liu & Huang, 2011).

Lack of exposure to the target language was another cause of anxiety reported in the
present study. It could be seen in two ways: the students are too anxious and do not participate
or practise the language, or the students do not have many opportunities to practise the target
language and become anxious (Gregersen, 2003). It is the latter that is the cause of students’
anxiety in the Saudi context as the students did not have much opportunity to practise listening
to and speaking the target language even in class, where they tended not to engage in
discussions, activities or interpersonal exchanges. This is because the students centred on the
teacher, who ran the class and its activities, including initiating discussions and transferring
knowledge to pupils. This lack of engagement was mostly the case outside of the classroom as
well, unless there were efforts made by the students themselves to expose themselves to the

English language through social media and other online English platforms.
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Many reported sources of FLA also arose from within the teacher. Although the teacher
was rated around the midpoint level in the quantitative data as a cause of anxiety, the rich
account from the qualitative data revealed the key role that the teacher plays in relation to
his/her students’ anxiety, which echoes the findings of Gregersen (2003), Horwitz et al. (1986)
and Price (1991). Specifically, Price (1991) reported that research clearly showed that
“instructors had played a significant role in the amount of anxiety each student had experienced
in particular classes” (p. 106). This proved to be much the same statement that a number of the
participants in the current research made when they discussed their anxiety, that their level of
the anxiety depended on the teacher. The participants explained that there are many aspects of
the teacher’s attitude in the class that can trigger their anxiety, including a formal, strict and
hard-to-approach classroom manner, response style, and lack of communication, which are in
line with the findings of Aida (1994) and Horwitz et al. (2010). According to these two sources,
teaching the target language without showing any kind of support, empathy or communication

with the students, creates an anxiety-provoking atmosphere in the classroom.

Moreover, the teacher’s first language was found to be a source of anxiety, with most
of the participants preferring an Arabic teacher over a non-Arabic one, especially as the non-
Arabic speaking teachers in the current research context were not native speakers from the UK
or US but from other countries like Pakistan and India. The participants explained that having
a teacher who speaks Arabic helps them when they translate into Arabic in difficult situations
where they do not understand English. This is in line with Gregersen (2003) who found that
instead of using different compensation techniques in the target language, such as synonyms
or paraphrasing to deliver the intended message in the foreign language class, anxious learners
reverted to their native language (Arabic in the current research case) as it is the easy way out

and a secure place they escape to when things get hard in the class. Accordingly, in a class
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with a non-Arabic-speaking teacher where the participant does not have that option any more,

she feels anxious from the beginning.

Sources of FLA within instructional practices were also identified. A number of
interviewees cited individual work as an instructional practice that triggered their anxiety,
which is understandable, given that doing work by oneself and then being evaluated as the only
one responsible to complete the task can put a lot of pressure on the student (Tallon, 2008).
Consequently, a lot of research encourages pair/group work in the classroom (Von Worde,
2003; Young, 1991). However, surprisingly, a finding contrary to what previous research has
shown , some participants stated that group work triggered their anxiety; they further explained
their anxiety as a result of the way that the group work was conducted or from their lack of

experience in working with others.

In terms of the different language skills that trigger learner anxiety, there was a
consensus among the participants, in both the quantitative and qualitative findings, that
speaking is the most stressful aspect of acquiring a target language, which goes in line with the
literature (Aida, 1994; Cheng et al., 1999; Horwitz et al., 1986; Horwitz et al., 2010; Koch &
Terrell 1991; Maclintyre & Gardner, 1991b; Woodrow, 2006; Young, 1990). Such a consensus
is understandable, because any form of communication in a target language challenges
students’ self-concept as effective communicators, because they are restricted in
communicative choices and authenticity, thus causing anxiety (Cohen & Norst, 1989; Horwitz,

2000; Horwitz et al., 1986).

Although only speaking was fully represented in the FLCAS, the qualitative findings
revealed that students also feel anxious sometimes when using the other three language skills:
listening, reading and writing. Horwitz et al. (2010, p. 106) wrote, "After speaking, second

language listening has most frequently been associated with anxiety”. The researcher already
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referred to this in relation to comprehension above: in the present study, as discussed in
Gregersen and Maclntyre (2014), anxiety can be associated with fast speech rate, or with

unrealistic expectations of understanding every word .

As suggested by the current research review in (section 3.3), however, the other
language skills also triggered some learner anxiety. A teacher participant discussed this idea,
stating that reading is more anxiety provoking even that speaking. As she explained, reading
can be even more stressful than speaking, since students can manage speaking tasks by
answering yes or no, or with simple sentences, but for reading tasks, they must read the whole
text. This is similar to the conclusion reached by Saito et al. (1999) that although reading is an
individual task where the learner has the time to go through the text at his/her discretion, it can

be more anxiety-provoking than speaking when he/she faces unfamiliar reading materials.

Writing was also found to cause anxiety in this research, especially since teaching
English in the current context is exam driven. A large part of a student’s academic success
depends on their writing skills, especially at university (Woodrow (2011). The participants
from the current study showed that what makes them anxious is when they want to write a
sentence whether as an answer for a certain task or even to express themselves and they do not
know how to write it in English, which agrees with the findings of Cheng (2004) who went on
to say that writing anxiety can cause nervousness and interfere with cognitive abilities in the

writing process.

Error correction was another class practice that caused anxiety among the participants,
especially the over-correction of mistakes, along with their inappropriate handling in front of
the class, as described in the literature (Oxford, 1999). This appeared in the participants'
responses where they explained that when the teacher is correcting every mistake and she does

not leave a margin for any error, that can trigger their anxiety. The students' responses clearly
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reflect that the issue is not error correction itself, but the method of error correction, what
Young (1991) described as “when, how often and, most importantly, how errors are corrected”
(Young, 1991, p. 429). Over-correction can also strongly affect anxious students’

understanding of feedback and their willingness to communicate (Gregersen, 2003).

Testing is another common cause of student anxiety, although it quantitatively appeared
at the bottom of the list of anxiety triggers in the present study, which might in turn be caused
by the lack of tests or prospect of tests in the near future at the time when the questionnaire
was administered. This result may even fall under a conclusion of Maclntyre and Gardner
(1989) that test anxiety was not an important factor in foreign language learning nor specific
to language learning, but rather a general issue; however, it still counts as a stressful
instructional practice. The participants explained that testing is a cause of anxiety especially
when it is a test for a difficult course or if it is a surprise test that they did not prepare for in
advance (in which case it is also an instance of lack of preparation as a cause of anxiety, see
above). This was evident to the researcher in one of the classes, where a surprise test took place.
Some of the students felt overwhelmed by the stress and decided to leave the class, avoiding
the situation altogether. Such avoidance behaviour is a typical sign of FLA (Gregersen &

Horwitz, 2002; Gregersen et al., 2017; Horwitz et al., 1986).

6.4 The causes of teachers' own FLA and its relationship with learners’ FLA

In the literature review (2.11) it was found that language teacher anxiety is a relatively
new area of exploration, with not much literature associated with it. As such, the current project
attempted to contribute to this new area, using an adapted version of the TFLAS (Horwitz,
1996), which showed that the teacher participants on average had a low anxiety level, though
this was not always the case. Most of the teachers during the interviews explained that there
were times they felt anxious in the class for various reasons, the first of which was the fear of

negative evaluation, which is a shared trigger between teachers and students, as explained in
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(5.3). However, for teachers in a classroom of low proficiency students, it may be suggested

that this negative evaluation by others might often be in fact more imagined than real.

Explaining such results, Horwitz (1996) argued that non-native teachers, regardless of
their proficiency level, are learners themselves, and that their language learning process is
never complete. One of the teachers in the present study explained that being an educator comes
with great expectations from the students regarding knowledge and that can cause her to
become anxious, which exactly echoes one of the reasons that Horwitz (1996) listed in relation
to why teachers are susceptible to anxiety: teachers are perceived by the world in general as
experts in their fields and language teachers are not excluded from this perception. They are
expected to always be ready to speak the language, which puts great pressure on them,
especially when spontaneous conversations take place inside the classroom, where

grammatical mistakes or vocabulary lapses can happen.

The fear of receiving negative evaluation for such mistakes triggered some teachers’
feelings of anxiety in this study, for example when a teacher has to speak for a longer period
of time, or in front of a large class, and starts to think of her accent and whether her sentences
are grammatically correct or not. Such attitudes towards speaking the target language in class,
especially in an EFL context where the teacher and class activities are the main sources of
target language input in the classroom (as in Saudi Arabia), would affect both the quantity and
quality of language input that students receive (Horwitz, 1996) as the participants of the current

research reported.

Perceived lack of understanding by students of what the teacher presents, or even what
he/she writes, was another trigger mentioned by teachers. In a proposed model of the causes
and consequences of teachers’ emotions, Frenzel, Goetz, Stephens, and Jacob (2009) discussed

how the comparison between the teacher’s goals and the observed students’ behaviour
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influences the teacher’s emotions in the class. The language teacher’s main aim, when
delivering a lesson to the students, is to improve their knowledge or skill in a specific area of
language ability, and not being able to achieve that aim causes him/her to be anxious. Similar
to the findings of Kim and Kim (2004), these feelings of anxiety manifested themselves as the
teacher feeling lost, silent or shy and resorting to a quieter voice to cover any mistakes she may

make.

Teacher anxiety will clearly affect the students in one way or another. This includes not
only effects like those above where the target language input and quality of the lesson are
affected but also where the anxiety itself is passed directly on to the students. The researcher
therefore also explored the relationship between teacher anxiety and learner anxiety.
Interestingly, this effect was documented more clearly from the students’ qualitative data than
the teachers’, from which the researcher drew the conclusion that the first step to addressing
FLA within learners is to acknowledge its existence, especially in teachers. Such an approach
might well explain some signs of anxiety as a student’s lack of participation or motivation due

to a poor attitude towards learning instead of FLA (Gregersen, 2003; Horwitz et al., 2010).

Similar to the conclusions of Beilock, Gunderson, Ramirez, and Levine (2010) that
teachers’ negative emotions can have unfortunate consequences for their students, a lot of the
interviewees (teachers and students) explained that there is a negative impact of teacher
anxiety on learner anxiety that might affect students’ cognitive and emotional functioning in
class. Emotional contagion' is the most direct effect of teacher anxiety: both Horwitz (1996)
and Hall and Goetz (2013) concluded that students often notice their teachers’ emotions in the
class. This results in students “having emotional reactions similar to their teachers’ emotions”
(Hall & Goetz, 2013, p. 49). As a participant in the present study clearly stated, "I can feel the
anxiety of my teacher, which usually makes most of us students anxious™ (ST 2,1 pre-interview).

Additionally, as described above, an anxious teacher will not be able to deliver the lesson
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properly, and that can trigger student anxiety, which can be described as mediated teacher
anxiety. The researcher provided this term to refer to how teacher anxiety does not just affect
student anxiety directly, but also affects something the teacher does, which in turn impacts
student anxiety. As was evidenced by the student responses in the present study, an anxious
teacher may be inaudible or in other ways not deliver an optimal lesson and as a result the
student will be disadvantaged and may indeed feel anxious because they cannot understand the
lesson. In other words, emotions in the classroom can easily and unconsciously — or even
unintentionally — transfer from teachers to students and vice versa in a number of different
ways, impacting on teacher and student performance as well as individual and collective

psychologies.

Hall and Goetz (2013) summed this up by saying that emotions affect thoughts and
behaviours, which applies to teacher behaviour inside the classroom as well. According to
them, teachers who experience positive emotions will be more creative in class, and more
flexible when facing unexpected obstacles that may appear during the lesson. Meanwhile,
teachers who struggle with negative emotions, such as anxiety, find it more difficult to do that,

which eventually affects their students’ ability to comprehend their teacher’s lessons.

Another example from the current research data of how anxiety can negatively affect
teacher behaviour in the classroom was when an anxious teacher might not pay attention to
students of lower ability: as a way of relieving her anxiety, the teacher would focus only on the
excellent students to participate in the class and ignore the others as it appeared in the
observation and the participants responses. This seems understandable, given that, as discussed
above, a teacher’s negative emotions prevent them from effectively coping with unexpected
obstacles in the classroom, such as having to confront wrong answers and provide proper

feedback to correct them.
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Lastly, a finding that to the best of my knowledge has not been revealed in previous
research, anxious teachers might make their students less interested in their class because they
feel that they have to do something to help her out. If they are of low ability however, as in the
present study, they cannot do that successfully and in the current data one student reported that
they found themselves helpless and as a solution decided in future not to go to the class at all.
This behaviour, where learners find themselves forced to avoid the trigger of their anxiety to
feel better, is exactly why the FLA literature always emphasises the importance of identifying
FLA and working to reduce it using all possible means to achieve this goal (Gregersen &
Horwitz, 2002; Horwitz et al., 1986; Oxford, 1999, 2017; Young, 1991).This issue leads to the

next question in the current research.

6.5 The strategies suggested to be used by Saudi English major undergraduate learners
to reduce their anxiety

As described in (2.12.2), providing the students with tools that enable them to cope with
their anxiety is a vital element to reducing FLA (Horwitz, 2017). Since learning a new language
involves a combination of the individual’s cognitive abilities and their emotions, beliefs,
motivation and attitude, a wide range of strategies can be used to reduce FLA including
cognitive, meta-cognitive, affective, and meta- affective and positive psychology strategies
(Dewaele & Maclintyre, 2014; Macintyre & Mercer, 2014; Oxford, 1990, 2013; Oxford &
Amerstorfer, 2018). Some of these strategies will be effective for some students and not for

others due to the individual differences between learners (Gkonou, 2018).

When the students were asked what they would do to decrease their anxiety, most of
them suggested a number of strategies that mainly fell into three categories: positive thinking,
relaxation techniques, and working hard to achieve better proficiency . These categories are in
fact recognised in Kondo and Ying-Ling (2004) typology of strategies to reduce FLA.

According to these researchers, anxiety-coping strategies are a combination of cognitive,
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affective, and behavioural strategies as well as resignation, which is really employing no
strategy. Specifically their list includes preparation, relaxation, positive thinking, peer seeking

and resignation, of which the first three were found in our data.

Positive thinking is “characterized by its palliative function of suppressing problematic
cognitive processes that underlie students’ anxiety”, aiming to divert the student’s attention
from the stressful situation to more pleasant and positive cues (Kondo & Ying-Ling, 2004, p.
262). Most interviewees in the present study mentioned this strategy, e.g. "'l keep thinking | can
do it, do not go nervous, and do not assume that you know everything" (ST 4,1 pre-interview),
and, "Talk positive like you can do it, there is no problem, things are going to be fine" (ST 4,2
pre-interview). Confirming that positive thinking is an effective way to deal with FLA, it was
referred to favourably by the current research interviewees, similar to the findings of Gkonou
(2018), Kao and Craigie (2013a) and Oxford (1990). Positive thinking, according to the
participants, includes the use of positive self-talk and imaginary language learning success
scenarios which is in line with the new trend of introducing positive psychology to the field of
SLA (Dewaele & Maclntyre, 2014; Maclintyre & Mercer, 2014). Accordingly, more research
should investigate how the application of positive psychology can be used to reduce FLA

(Oxford, 2016b)

The second strategy suggested by the students was relaxation techniques, such as deep
breathing, which is in line with Oxford (1990) who found that affective strategies like
progressive relaxation and deep breathing can help learners lower their anxiety. Relaxation
training is a further step in the Systemic Desensitization proposed to reduce the intensity of
negative emotion, including anxiety, and restore the learner’s sense of empowerment
(Maclintyre & Gregersen, 2012b). Maclntyre and Gregersen (2012b) pointed out that relaxation
techniques target many aspects of human functioning including: physiological (they slow the

heart rate and breathing, lower blood pressure, and reduce muscle tension), cognitive (improve
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concentration), affective (lessen frustration and increase confidence) and social (provide a

socially accepted longer time to process language, and produce a clearer message).

Working hard to achieve better language proficiency is the final strategy to combat
anxiety. Our interviewees mentioned working to improve a specific aspect of the language
such as grammar or vocabulary to express themselves better in the target language. Kondo and
Ying-Ling (2004) referred to this strategy as preparation, which aims “at controlling the
impending threat by improving learning and study strategies” (p. 262). As Young (1991)
suggested, anxious students can implement this approach by accessing additional instruction
through working with a tutor or joining a language club, to reduce their anxiety. Although none
of the current research students interviewees mentioned this option, the researcher knows that
the home tutor option exists and is used in Saudi Arabia by some students. This is essentially
a metacognitive strategy where the student plans ahead, and is determined to develop their
linguistic ability so that later in class they meet fewer challenges to their ability which would

compensate for their negative feeling of anxiety (Gkonou, 2018; Price, 1991).

6.6 The strategies suggested to be used by the participating English teachers to reduce

their students’ anxiety

Both learners and teachers were also asked what they think the teacher can do directly
to reduce learner anxiety, and most of their responses suggested a number of strategies to make
the English language classroom less stressful. Such strategies mainly focus on the student-

teacher relationship and classroom instructional practices.

Table 6.1 provides a summary of these recommendations, from both the teachers’ and

learners’ perspectives.
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Table 6.1 Learners’ and teachers’ recommendations for teacher strategies that reduce
learners anxiety

Categories Strategies Suggested by
Student-teacher relationship 1- Acknowledging the Students
existence of anxiety and its
cues
2- Showing empathy and being Teachers — students
more supportive
3- Having a good sense of Students
humour
Classroom instructional 1- Using a variety of teaching Teachers — students
practices methods
2- Implementing group work Teachers — students
3- Giving the students the Teachers
chance to practise the target
language
4-  Gentle error correction Students

VVon Worde (2003) argued based on learners’ interviews that “the role of the teacher is
paramount in alleviating anxiety, more vital perhaps than a particular methodology” (p. 7).

This argument undoubtedly asserts that the teacher is key to reducing FLA in the classroom.

In terms of the student-teacher relationship, the educational context is fundamentally a
social exchange based on relationships (Gkonou & Mercer, 2017) where student-teacher
relationships have been ranked 11th out of 138 key factors in successful learning and teaching
(Hattie, 2008). Furrer, Skinner, and Pitzer (2014, p. 102) conclude that, "an extensive body of
research suggests the importance of close, caring teacher—student relationships and high quality
peer relationships for students’ academic self-perceptions, school engagement, motivation,

learning, and performance."

The interviewees in the present study described how the teacher can help them
overcome their anxiety, by establishing a relationship with the learners that goes beyond merely

delivering a lesson. Instead, the teacher may open a flow of communication, starting by
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acknowledging the existence of FLA, and finding out the reason for their anxiety to help them
with it. Teachers should, therefore, approach their students from the beginning of the academic
year, to help them acknowledge their fears and express their feelings about language learning
via a classroom discussion (Liu & Jackson, 2008; Phillips, 1999). Some may suggest that
initiating such a discussion in front of the whole class may trigger students’ anxiety, however,
the point of doing this as a classroom discussion where all the students are involved is to assure
the anxious students that they are not alone. Moreover, the students do not have to do all the
talking, teachers can use stories of other learners or even share their personal experiences about

FLA.

Moreover, the participants explained that having teachers who express their support
and empathy towards learners helps them overcome anxiety. In examining the characteristics
of the student-teacher relationships, empathy, respect and personal regard for others among
other qualities were found to be essential for a successful relationships in education in other
studies (Bryk & Schneider, 2002; Gkonou & Mercer, 2017). As the participants in the present
study suggested, this can be achieved by assuring the students that learning a language can be
challenging at the beginning, but everything is going to be fine. This suggestion follows the
same line as the conclusion from Horwitz et al. (1986), which states that the suggestions offered
by a supportive teacher can help anxious learners not only reduce their anxiety, but also attain
the confidence to learn the target language. Further, a teacher’s “positive, friendly and relaxed

general attitude toward the students can reduce students’ anxiety” (Young, 1990, p. 551).

Finally, the participants preferred that teachers occasionally share a laugh or two with
the learners, to create a less stressful classroom atmosphere by adding fun and humour to the
class “whereby the teacher is no longer just an authority figure” (ST 1,1 pre-interview). The

participants in Von Worde (2003) and Young (1991) reported the same suggestion as well.
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In terms of the anxiety-reducing strategies related to classroom instructional practices,
the participants reported that using a variety of teaching methods can help with anxiety, because

they would be able to learn and understand more effectively through the method they prefer.

Many teachers have always noticed that some learners prefer certain learning methods
more than others, which can be traced back to the concept of learning style. “students have
different strengths and preferences in the ways they take in and process information” (Felder
& Spurlin, 2005, p. 103). Further, as Oxford (1999) discussed, a higher level of anxiety can be
triggered if there is a conflict between the instructor’s teaching style and a student’s learning
style, which might lead to “style wars” inside the classroom (Tallon, 2008, p. 7). Accordingly,

using different teaching methods that suit different learning styles helps to reduce FLA.

Group work, when presented to the students correctly (see 4.3.2), was also suggested
as a means of relieving FLA in the classroom especially in that the work is divided among
different students, so they will not feel the pressure of completing the whole task by themselves.
This strategy helps the student in two ways: first, by not forcing all attention on the student
when he/she performs in front of the whole class, but sharing this burden with other students;
and second, by giving the student the chance to practise the target language, since students are

more willing to participate in oral activities when they are in small groups (Young, 1991).

Practising the target language is the next strategy suggested by the participants. This is
a slightly unexpected suggestion since one would expect that practice would occur in any case
in the language classroom, given that it is a fundamental feature of any method of language
teaching. That is primarily for cognitive reasons, since learning usually requires conscious
repetition, aka practice, after any new material is presented (Karpicke & Roediger, 2008). A
teacher participant exemplified that one method of practising the target language is getting the

students to memorise a text of what to say (scripted roleplay), before moving to spontaneous
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speaking, which can give them a chance to practise, with a boost of confidence at the beginning.
This strategy is therefore simply one which all teachers should in any case follow, that of
grading the difficulty of successive tasks so that the first is easy, but they progressively become
harder with each one practising for the next. The importance of this strategy for the present
study lies in the fact that lack of practice can negatively affect the students’ confidence, and so
their performance in the class (Gregersen, 2003). Without active practice, the quest to develop

L2 communicative abilities among the learners will remain a vicious cycle.

Finally the specific correction techniques used in the classroom were an important
strategy suggested by several of the participants to deal with FLA. Specifically the students
preferred to be given enough time to reach the right answer by themselves, and to be corrected
sensitively with recognition that making mistakes is a natural part of learning a language, and

not having the homework of a specific student corrected in front of the whole class.

The wish to be allowed the opportunity to self-correct is interesting. It suggests that
some learners see some of their mistakes as slips rather than errors (Edge, 1989). That means
that they actually know the correct form but mis retrieved it due to inattention, tiredness or time
pressure (e.g. in a speaking class). Hence, they would be able to self-correct them, if given the
chance. This in turn would save their face and in fact turn an anxiety causing event into a
confidence booster. If, however, the teacher does not give them the chance to self correct, the
teacher is in effect treating all their mistakes as due to lack of knowledge (so not self-
correctable), which is annoying for the learner as well as anxiety creating. This essentially
connects with the wish expressed by some students for the teacher, similar to the conclusion of
Gregersen (2003), consider which error to correct and how, instead of over-correcting students,

which can negatively affect their willingness to communicate in the future.
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As described in 4.6, the students were also concerned about the manner with which the
teachers respond to their mistake more than making a mistake itself. Based on that idea, the use
of appropriate error correction techniques by the teachers will assure learners that making

errors is part of learning any language (Edge, 1989; Tsiplakides & Keramida, 2009).

After examining the reaction of anxious and non-anxious students to their errors,
Gregersen (2003) also concluded that it is the teacher’s responsibility to approach error
correction in a more sensitive way, to help students absorb the concept that making errors is a
natural part of language learning. As the current research interviewees implied, the teacher
should also of course not add to student anxiety by presenting their errors to their peers for

extra negative evaluation as well as by the teacher.

6.7 The effect of applying anxiety-reducing strategies on Saudi English major
undergraduate students’ anxiety levels

Although much consideration has been given to the strategies and techniques that help
learners face their fears and cope with anxiety, the FLA literature does not offer much empirical
research that measures the effect of a variety of anxiety-reducing strategies on learners, and

that is what the current research has attempted to achieve.

The strategies that were implemented in this study were chosen based on the needs of
the participants themselves, as expressed in the data collected from the classroom observations,
the first round of student interviews, the students’ diary entries and the teacher interviews,
along with existing literature on FLA (Alrabai, 2015; Horwitz & Young, 1991; Matsuda &
Gobel, 2004; Oxford, 2013, 2017; Young, 1991). In accordance with the data and the literature,
a number of strategies were executed over the period of the intervention in the experimental
group classes, while executing the same teaching of speaking that occurred in the control group

classes. The researcher created a low-anxiety classroom atmosphere including showing support
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and appreciation of learners’ efforts and changing the formal setting of the classroom to a more
dynamic and uplifting one, using communicative approach including discussing students’
unrealistic beliefs and implementing working in small groups to practice the target language.
Language testing included giving tasks with clear instructions and enough time to finish, and
finally error correction and feedback included establishing that any answer is a good answer

and no one is allowed to laugh at others mistakes.

The findings indicated that there was a positive effect after the researcher’s
intervention, especially for students who had experienced higher levels of anxiety to begin
with. The discussion that follows explains the most beneficial strategies that were used in this

process from the students’ perspective, followed by the effect of these strategies on them.

According to the participants, when they were asked about the most beneficial strategies
that had been introduced during the intervention, the answer was: the creation of a low-anxiety
classroom atmosphere, communicative approach including group work, the way error

correction and feedback were handled.

The efforts of the researcher to create a low-anxiety classroom atmosphere had a
particularly direct impact on the FLA anxiety level, because a pleasant learning environment
can raise learner confidence and, consequently, lessen anxiety. The means of achieving this
goal were derived from establishing a sense of community, where the students knew and
supported each other regardless of their proficiency level; avoiding comparison between
learners, or causing them to compete; generating mutual respect, acceptance and appreciation;
and being supportive and helpful (Aida, 1994; Horwitz et al., 2010). One participant talked
about the atmosphere during the intervention: "I believe that you have changed the atmosphere
of the class and what | liked most was your attitude and style of teaching, which was

appropriate for us as first level students. There were a lot of activities in that class, the time
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passed very quickly and I enjoyed the class™ (ST 4,1 post interview). Changing the atmosphere
of the class was the intention, since "we cannot change the nature of language learning or of
language learners, we must change the nature of language classrooms to make the learning
context as supportive as possible™ (Horwitz, 2017). As in Von Worde (2003), the extract
suggested that the creation of a more relaxed atmosphere is likely related to the teacher, which

again asserts the key role that the teacher plays in relation to learners’ FLA.

In addition, the intervention strategies utilised a communicative approach, which placed
emphasis on the nature of language learning, helping learners to establish realistic SMART
goals (Strategic and specific, Measurable. Attainable, Results-based and Time-bound
(Conzemius & O'Neill, 2009) to attain and giving them the chance to practise the target

language (Horwitz et al., 2010; Young, 1991).

The participants benefited specifically from being given the chance to practise in
groups. The active involvement of the participants during the classes helps them to attain some
level of confidence which, in turn, reduces their anxiety level. Yi (2007) argued that a positive
climate for learning can be achieved by providing students with many opportunities to
communicate in the class, by creating different classroom activities, which may help to
increase students’ motivation to communicate, and by motivating the students to communicate

with their classmates as well as their teacher in the target language.

A number of participants preferred group work as a strategy to reduce their anxiety
because they can discuss the task together and come up with more solutions than one student
could have by themselves. As Tallon (2008) argued, group work is a great activity that
encourages cooperation instead of competition in the class; it also helps students practise the

target language and lessens the pressure of individual performance in front of the whole class.
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Moreover, the participants stated that the researcher's error correction and feedback
strategies were beneficial in reducing their anxiety especially establishing that there is no
wrong answer where all answers have some use and value for teachers and for learning and
their mistakes are opportunities to learn. Since language classrooms are “inherently face
threatening environments” (Ddrnyei, 2001, p. 91), there were a few vital strategies employed
to make the students feel less anxious about errors during the intervention: establishing that
making a mistake is a natural part of the learning process (Tsiplakides & Keramida, 2009);
correcting errors gently so the students will understand their mistakes; giving them clear

feedback; and avoiding correcting every mistake (Gregersen, 2003).

Although special language testing strategies — including tasks with clear instructions,
and enough time to finish (Ohata, 2005) — were introduced during the intervention, based on
the fact that participants cite language testing as a cause of anxiety, there was no mention of
these strategies or their effect during the second round of qualitative data collection. However,
the quantitative data showed that there was a noticeable decrease in this category (from 2.53 to
2.09) and, interestingly, a rise within the control class in the same category, as will be discussed
later. The reason behind the absence of language testing strategies from the qualitative data
could be that the students were not doing any tests during the intervention nor was there any
prospect of tests in the near future. Most of these strategies were used during the class work so
the students did not feel there was any reason to point this out as one of the intervention’s

highlights.

In terms of the effect of these strategies within the experimental group, the quantitative
results indicated that there was a fall in reported anxiety descriptively over time on every
category, especially anxiety due to lack of preparation, and the skills of speaking and

comprehension. To some degree, this is in line with the qualitative findings in this study that
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showed reduced levels of anxiety, increased comprehension, and transformation of the

teacher’s and classmates’ role.

These effects are the collective result of all the anxiety-reducing strategies that were
employed during the intervention. The researcher cannot be sure what strategies had the most
effect on anxiety but the following scenario would be suggested based on the participants
responses. A change in the classroom dynamic was evident from the beginning, as it appeared
in the second observer’s notes from the first three classes that she attended in comparison to
the previous classes observed during first phase for the same course. This change led to a lower
level of anxiety, which was the goal. The achievement of this lower level was apparent
quantitatively specifically in the categories of answering questions with prior preparation and
speaking, indicating that the strategies succeeded in creating a more relaxed and supportive
classroom environment where students are encouraged to take risks. Learners in the FL
classroom "are frequently forced to perform in a state of ignorance and dependence in front of
their peers and teachers™ (Oxford, 1990, p. 142) and any exchange carries the risk of appearing
foolish in front of one’s peers and teachers due to ineffective communication abilities in the
target language. The anxiety-reducing strategies attempted to promote risk-taking in class
while at the same time showing sensitivity to individual differences by adopting a non-

judgemental approach towards learner errors, as discussed earlier.

Another effect was increased comprehension during the intervention. The participants
reported that they were able to understand the learning materials better than before (see 4.7.2).
Such a statement is understandable, given that FLA "can interfere with the acquisition,
retention and production of the new language” (Macintyre & Gardner, 1991b, p. 86) and,
accordingly, having a lower level of anxiety will enhance the learning process, including

comprehension,
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The transformation of the teacher’s and classmates’ roles was another effect of the
intervention which must have reduced anxiety. As explained earlier, peers, and even more
particularly teachers, are counted as a source of anxiety for various reasons, but the common
denominator between them is fear of negative evaluation. This apprehension about being
evaluated is known to be one of the most common sources of FLA since it was introduced in
the seminal paper of Horwitz et al. (1986), where it was argued that FL learners are
continuously observed and, in a sense, evaluated both by the teacher and by their peers. In the
current research, many interviewees described how teachers and students play a negative role
in triggering their anxiety, as when the participants explained that they do not engage in the
classroom activities or discussion because they are afraid of the teacher reaction when they
make a mistake or even being laughed at by the other students. Accordingly, the participants
explained how the negative evaluation of the teacher would not only cause learners to avoid
the evaluative situations altogether (Gkonou, Daubney, and Dewaele, 2017), but it also caused

other classmates to negatively evaluate them as well.

After the intervention it was clear that this role had dramatically shifted in terms of the
classmates. There was an approach to creating a sense of community in the classroom where
the learners knew each other and supported each other regardless of their abilities, which would
help to reduce their anxiety and fear of negative evaluation (Kitano, 2001; Tsiplakides &
Keramida, 2009). This was achieved when the participants reached the conclusion that making
mistakes in front of their classmates was absolutely acceptable, because they knew that not
only are they going to make mistakes themselves, but that they would help each other to
overcome these mistakes. The participants felt that they could count on each other instead of

being anxious about any negative evaluation their classmates may make.

Moreover, the teacher’s role had become more friendly and patient and she exhibited a

good sense of humour (Young, 1990):
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It [teacher’s influence] was a positive influence because you were giving us a relaxing
atmosphere. There were laughs every once in a while. It was not all formal. We felt that

we could be ourselves in the class (ST 5,1 post interview).

A powerful statement was expressed by the participant here when she said: "We felt
that we could be ourselves in the class™, as if this had not always been the case for her. She
implies that, with the shifted role of the teacher to a more positive one, she can finally be herself

without fear of being negatively evaluated.

During the second round of interviews with the participants from the experimental
group, five out of seven participants talked about the feeling of enjoyment they felt during the
intervention, this finding is interesting, since exploring both negative and positive emotions
together is a novel approach in the field of SLA that attracts much attention (Dewaele &
Maclintyre, 2014; Maclntyre & Gregersen, 2012b; Macintyre et al., 2019). As was indicated in
(2.12.1), the importance of focusing on positive emotions lies in the fact that "Positive emotion
can help dissipate the lingering effects of negative emotional arousal, helping to promote
personal resiliency in the face of difficulties” (Dewaele & Macintyre, 2014, p. 241), and
encourage learners to take risks, and absorb more of the target language input in the class
(Maclintyre & Gregersen, 2012b). Dewaele and Macintyre (2014) investigated the relationship
between FLCA and enjoyment and concluded that FLA and language learning enjoyment are
two different dimensions where the absence of one does not imply a high level of the other, but
what is perhaps more important is the ratio of positive emotion to negative emotion. Future
research is essential to understand this relationship better, however, what seems reasonable is
that positive emotions such as ‘interest-enjoyment’ are associated with better learning, while
negative emotions affect learning negatively (Ryan, Connell, & Plant, 1990, p. 14). As

Maclntyre and Mercer (2014) put it so eloquently:
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Many language educators are aware of the importance of improving individual learners’
experiences of language learning by helping them to develop and maintain their
motivation, perseverance, and resiliency, as well as positive emotions necessary for the
long-term undertaking of learning a foreign language. In addition, teachers also widely
recognise the vital role played by positive classroom dynamics amongst learners and
teachers, especially in settings in which communication and personally meaningful

interactions are foregrounded (p. 156).

Another perspective for exploring the effect of the anxiety-reducing strategies on the
participants from the experimental group is to compare the results with those from the control
group through the data obtained from the second round of questionnaires. The results showed
that there was a significant interaction effect for three items, associated with the categories of:
preparation, correction and testing. In the experimental group, as discussed earlier, the data
showed that there was a fall in reported anxiety descriptively over time on every category
including all of the above three categories. On the other hand, in the control group, there was
a rise in anxiety related to preparation, correction and testing. Although the reason behind this
increase cannot be fully explained, since the researcher was not present in the control group
during that time, it appears that there was a lack of any anxiety-reducing strategies being carried
out in the control group classes. This conclusion is drawn from the research observation notes
made prior to the intervention for both classes, as well as the diary entries obtained from the
participants in the control group. For instance, there is one powerful statement from a
participant (see 4.7.2) that sheds some light on what was going on in the control group classes
during the intervention where she clearly stated that the students' fear of the teacher’s reaction
towards them giving a wrong answer prevented them from participating altogether and led to

an increase in their anxiety regarding correction and making mistakes.
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The study took place at the beginning of the academic year, when there was no test nor
the prospect of any test in the near future, so the researcher did not discuss student upcoming
tests at all, since she was only there for a short period of time during the intervention. However,
the original teacher of the control group might have discussed the nature of their upcoming
tests and the topics that might be important to focus on for the tests, which could have led to

an increase in their anxiety in this regard in contrast with the experimental group.

Overall, then, the quantitative results for all students do not suggest an overwhelming
difference in anxiety change between the experimental group and the control group. The former
outdoes the latter significantly only in three areas. However, the evidence of the qualitative
findings supports the effectiveness for more anxious student of all but one of the anxiety

reducing strategies employed by the researcher.

6.8 Implications for EFL teachers

The results obtained from this study have several significant implications for English
language teaching and learning. Some specific suggestions will now be made as to how

pedagogic practice can be reviewed to take into account the findings of this study.

The participants of the current study cited many sources for their FLA which can be
traced to the learner, the teacher, or the pedagogical practices inside the classroom. From what
they said, it appears that there is much that educators can do to help reduce learners’ anxiety,

including the following.

6.8.1 Recognition of the existence of FLA

One important thing is simply to recognise anxiety. "The teacher didn’t show any
reaction regarding my anxiety because she didn’t know that I was anxious" (ST 4,1, diary entry

week 1). As Gkonou (2018) strongly believes, "as educators who wish to improve our learners'
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learning experience, we should give them the opportunity to voice their thoughts and share
with us their emotions, anxieties and worries about classroom language learning; and of course

we should be willing to listen to these carefully and respectfully” (p.79).

Horwitz et al. (2010) also argued that in order to help learners reduce their anxiety, it
is essential for both learners and teachers to acknowledge FLA. Unfortunately, many teachers
are not aware that FLA is an important reason behind the difficulties that their learners
experience in the language learning process, as evidenced by Tran et al. (2013), who found
that, although approximately two-thirds of the students suffered from anxiety to some degree,
the teachers thought only a few students were affected by FLA, and they did not consider it a
serious problem that they should pay attention to in the class. The first step towards addressing
FLA is to acknowledge its existence, especially for the teachers, since they can play a vital role
in helping their students overcome or at least cope with their anxiety. Approaching students
from the beginning by sharing stories of other learners experiencing FLA not only helps to
identify learners with FLA, but also assures them that they are not alone (Liu & Jackson, 2008;
Phillips, 1999; Young, 1991). Even if the learners for any reason prefer not to express their
emotions or anxiety, teachers should be aware of the non-verbal cues of anxiety, which include
fewer facial expressions, such as less brow movement, less smiling, and less eye contact than
learners with low levels of anxiety (Gregersen, 2005). In the current study, many participants
showed non-verbal cues of anxiety that the researcher was able to detect during the observation,

but for someone who is not familiar with FLA, these signs may not be noticeable.

This is why teachers are encouraged to keep pace with the latest language teaching
practices and research by involving themselves in language teaching workshops and
conferences, reflective teaching, and even adopting the role of the researcher in their own
classroom (Farrell, 2015; Richards & Farrell, 2005; Tsiplakides & Keramida, 2009; Young,

1991). The researcher in the current study offered a workshop on FLA to the teachers in the
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English department (after the end of the intervention to avoid jeopardising the data), supported
by some initial results on the causes of the learners’ anxiety and what they think might help
them to reduce it. During the workshop the teachers were able to discuss with the researcher
how they could identify the anxious learners, some of the difficulties they encounter in

involving them in the classes, and what they can do to help them.

There were two interesting outcomes of this workshop. Firstly, the teachers knew that
some students can suffer from anxiety when they are learning a new language. However, they
were not aware of FLA and that it is a distinct type of anxiety associated specifically with
language learning and they were therefore genuinely interested in learning more about it and
asked for sources to read in order to understand this phenomenon better. Secondly, the
researcher was approached by one participant who said: "Now a lot of the teachers are saying
there is no wrong answer” (ST 3,1), which was precisely one of the points that was discussed
during the workshop to help learners overcome or at least cope with their anxiety. To sum up,
language teachers could improve the climate of their classroom and their support for students
experiencing anxiety if they were more skilled in recognising the signs of anxiety among their

students (Dewaele, 2011; Gregersen, 2007).

Moreover, another way to increase the awareness of FLA among learners and teachers
is to implement exploratory practice research in their language learning classrooms. The
researcher believes that applying these principles to investigate FLA in language learning
classrooms can increase, not only the research, but also the learners’ and the teachers’
awareness and understanding of this phenomenon, and improve their experiences as
practitioners by providing them with a sense of empowerment where they take an active role
in addressing FLA. Moreover, as will be discussed later, such an approach will give the learners
many opportunities to practice the target language which will help them overcome or at least

coop with their anxiety.
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6.8.2 Discussing the nature of learning a language and setting realistic goals

A lot of the research has concluded that learners may develop a negative attitude
towards the learning process when they have unrealistic expectations that are not achieved
(Horwitz et al., 1986; Price, 1991; Young, 1991) which can cause them to become more
anxious (Dornyei & Ryan, 2015; Ohata, 2005). This can be avoided if the teachers spend time
discussing with their learners the nature of learning a new language and what they are expected
to achieve during every phase of their learning. It appeared from the participants in this study
that the learners were underestimating the success of their learning efforts because they had
unrealistic goals which they thought they had to achieve (see 4.3.2). Horwitz (1988) suggested
that teachers can "discuss with their students reasonable commitments for successful language
learning and the value of some language ability if it is less than fluent” (p. 286). She explained
that learners may have these unrealistic beliefs based on limited knowledge and/or experience
and confronting their incorrect notions with new information can lead them to reflect on their

views about the language learning process.

6.8.3 Teacher’s classroom approach

As Ohata (2005) argued, although "eliminating negative emotional elements from
language learning is virtually impossible to achieve, or rather a misconception about the
teacher’s responsibility in the classroom™ (p.16), it is undeniably true that the supportive
attitude of the teacher can help create a more relaxed classroom atmosphere and help facilitate
the students’ learning process in the long run. The participants in the current research indicated
many aspects of teacher attitude that could cause them to become anxious, whether it is because
they are formal, strict and hard to approach, because of their response style or because of a lack
of communication. The teacher is a key player when dealing with FLA and, accordingly, could

reduce learners’ anxiety by being friendly, supportive and patient and having a sense of humour
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(Gregersen, 2003; Horwitz et al., 1986; Price, 1991; Young, 1991). As discussed earlier,
changing the teacher’s attitude during the intervention dramatically shifted the role of the

teacher from being a cause of anxiety to becoming an element in reducing the anxiety.

Based on the conclusion that interventions designed to deal with FLA should be
expanded to include positive psychology (Oxford, 2016b), language teachers should pay more
attention to which aspects of language learning are most enjoyable for their learners (Williams,

Mercer, and Ryan, 2016) and introduce more of these during their lessons.

6.8.4 Implementing group/pair work

Group/pair work is a pedagogical practice that teachers should include in the language
classroom to help their anxious learners. It gives the anxious and non-anxious students alike
the opportunity to practise the language in a non-threating environment (Tallon, 2008;
Tsiplakides & Keramida, 2009). The participants of the current study reported that group work
creates a sense of community among the learners, where they can support each other and
become less anxious, as the research on learner anxiety has already indicated that anxious

language learners feel the least anxious while working in pairs or groups (Liu, 2006).

6.8.5 proper handling of error correction and feedback

Many interviewees cited error correction and feedback as a trigger for their anxiety and,
according to them, proper handling of this aspect is an important part of any intervention to
reduce FLA. For them it is not making mistakes that is the problem, but how these mistakes
are approached by their teacher and their peers. Therefore, Tsiplakides and Keramida (2009)
recommended that teachers should set clear rules with the students, stating that: "making fun
of a wrong answer was not accepted, and a norm of “mistake tolerance” was ratified" (p.41).

Moreover, the teachers themselves have to respond to errors without any harshness, and with
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the attitude that making mistakes is a natural part of learning a new language and encourage

the students to ask for help without fear of any embarrassment (Dornyei, 2001).

6.8.6 Creating opportunities to practice the target language

In the current study, some participants traced the feelings of anxiety they experienced
to their lack of opportunities to practise the target language. As they are in an EFL context, the
learners explained that the only opportunities they had to speak English are during their
courses. However, such opportunities are also quite restricted, as most of their courses tend to
be lecture-based with the teacher doing most of the talking and consequently each learner has
a considerably limited amount of time to speak in any given class. Therefore, it appears that it
may be necessary for educators themselves to take the first step in ensuring that learners have
enough opportunities to improve their English language skills and overall language proficiency
throughout the duration of their study. As discussed earlier, group/pair work is a great strategy
to achieve that, as well as encouraging the students to take advantage of the online materials
and phone apps that offer a wide range of English input, in addition to the chance to speak with

native speakers from around the world.

6.9 Chapter summary

In the current chapter, each of the six research questions of the study were discussed in
detail. To better understand language anxiety, the researcher brought together multiple sources
of information, including both quantitative and qualitative data, to triangulate the participants’
reported causes of anxiety, the causes of teacher anxiety and its relation to learner’s anxiety,
the strategies suggested to reduce FLA and, finally, the extent to which these strategies
contributed towards lower anxiety levels among the learners. Also, based on the knowledge

gained by this study, specific recommendations have been suggested for EFL educators to
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utilise in their classrooms. The next chapter will conclude this study by identifying its

limitations and making suggestions for the focus of future research in this field.
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Chapter 7 Conclusion

7.1 Introduction

At the beginning of this thesis, the researcher provided a description of the educational
setting in which this research took place, so that readers can consider the participants’
experiences within that setting. Clearly, English education is of increasing importance in Saudi
Arabia but unfortunately there is a lot of work still to do in order to help students to attain a

suitable proficiency level as the outcome of their English instruction.

Next the researcher discussed the literature associated with FLA, the early perspectives
that led to the birth of FLA as a unique topic in the field of SLA, the causes of FLA, how it
manifests within learners and across different language skills, its relation to teacher anxiety
and finally what the solutions are to help anxious learners overcome or at least cope with their
anxiety. This literature review helped the researcher identify the gaps that still needed to be
addressed, which informed the formulation of this study’s research questions and shaped the

study design itself.

Unlike previous FLA research, this study attempted to identify the empirical
practicality of implementing FLA-reducing strategies and measured their effectiveness by
using a quasi-experimental design with an intervention and a control group. Moreover, it
explored both learners’ and teachers’ points of view. The study investigated teacher anxiety
and its effect on learner anxiety which is to the best of my knowledge has not been researched
before Also, the research aimed to enhance the depth of the literature understanding of FLA
within the Saudi context, where only a few studies have investigated this particular issue (Al-
Saraj, 2014a; Alrabai, 2014). The study provided information about Saudi learners’ and

instructors’ experiences of FLA, which might be expected to share similarities with other
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Arabic instructional settings such as Kuwait, UAE, Egypt and others; therefore, the

implications of the present research can be beneficial in those settings as well.

In the current chapter, the researcher will revisit each of the study’s research questions
by summarising the findings and the implications for EFL education in Saudi Arabia and
beyond based on the knowledge gained from this study. The researcher will then discuss the
limitations that must be kept in mind when reading and interpreting the results of this study

and offer specific recommendations for future research.

7.2 Research questions revisited

RQ1. What levels of overall FLA do Saudi English major undergraduate students and their

teachers have?

In terms of learners’ FLA, the results indicated that learners experienced only moderate
levels of anxiety. On the other hand, teachers exhibited low anxiety on average, with two
interesting findings. First, although that there was no significant correlation between anxiety
score and teaching experience, the highest anxiety score (58), on a scale running from 18 to 90,
was obtained by the newest teaching member of the English department who had only one year
of teaching experience. Second, Arabic L1 teachers emerged with a higher anxiety score (42.8)
compared to those teacher participants whose native languages originated from the Indian
subcontinent (27.4), apparently reflecting the effect of the teacher herself being from an EFL

or ESL context.

RQ2. What are the causes of FLA among Saudi undergraduate English major students?

The current study showed that the sources of anxiety in learners are mainly related to,
or even a result of, a combination of the interactions among learners, teachers and instructional

practices. The causes of FLA within learners stem from lack of preparation or even the actual
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process of preparation itself, lack of comprehension, fear of negative evaluation, unrealistic
expectations, lack of motivation and lack of exposure to the target language. The study also
found that the main aspects related to the teacher that can trigger student anxiety are: a formal,
strict and hard-to-approach attitude; response style; lack of communication; and the teacher’s
first language. The instructional practices that can trigger learner anxiety were individual work,
“incorrect” application of group/pair work, specific language skills (speaking and listening

more than reading and writing), error correction and testing.

RQ3. What causes teachers' own FLA and what is the relationship between it and

learners’ FLA?

Teacher language anxiety is a novel subject of investigation in the literature (Horwitz,
1996; Kim & Kim, 2004; Kunt & Tudm, 2010; Tum, 2012) that is significantly under-
researched. The current study found that although the teachers exhibited a low level of anxiety
on the questionnaire, that was not always the case in reality. During the interviews, the teachers
revealed that they felt anxious for different reasons, including fear of negative evaluation, class
size and a perceived lack of understanding by students. According to the participants, this
anxiety would negatively affect anxious students, or even trigger feelings of anxiety within
others who by nature are less prone to anxiety. Interestingly, the negative effects of teacher
anxiety were reflected more within the students’ responses than those of the teachers: the study
found that the reported unfortunate consequences of teacher anxiety include students directly
having similar emotional reactions to their anxious teachers, and indirectly suffering the effects
of the anxious teacher not being able to deliver lessons properly, facing obstacles in the class,
or not paying attention to lower ability students and making the students less interested in their

class.
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RQ4. What are the strategies suggested to be used by Saudi English major undergraduate

learners to reduce their anxiety?

The study noted that many of the students, when they were asked what they would do
to decrease their anxiety, mainly focused on three categories: positive thinking which connects
with positive psychology in language learning, including the use of positive self-talk and
imagining hypothetical language learning success scenarios; relaxation techniques which are
affective strategies including deep breathing and progressive relaxation; and working hard as
preparation to achieve better proficiency which is meta-cognitive strategy where the student
feels that developing their linguistic ability would compensate for their negative feeling of

anxiety (Gkonou, 2018) .

RQ5. What are the strategies suggested to be used by the participants English teachers to

reduce their students’ anxiety?

To answer this question both teachers and students were asked what teachers can do to
reduce learner’s anxiety. The strategies they suggested centred around creating a more relaxed
classroom atmosphere, by improving student-teacher relationships and changing several

classroom instructional practices.

According to the participants, the student-teacher relationship strategies that can reduce
anxiety are good communication, acknowledging the existence of anxiety and its cues, showing
empathy and being more supportive, and having a good sense of humour. In terms of the
strategies focused on classroom instructional practices, their suggestions were using a variety
of different teaching methods, group work, giving the students the chance to practise the target
language and changes to the handling of error correction and feedback. There was agreement
between teachers and students on three out of seven suggestions made, three more were

suggested by the students and the final one was offered by the teachers.
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RQ6. What is the effect of applying anxiety-reducing strategies on Saudi English major

undergraduate students’ anxiety levels?

A great amount of research has been conducted to inform on the strategies and
techniques that help learners face their fears and cope with anxiety. This falls within the wider
research area of teacher strategies, and of language learner strategies, which may be divided
into cognitive, meta-cognitive, affective, meta-affective and positive psychology strategies
(Dewaele & Maclintyre, 2014; Macintyre & Mercer, 2014; Oxford, 1990, 2013; Oxford &
Amerstorfer, 2018). However, there is scant empirical research that measures the effect of
different anxiety-reducing strategies on language learners, and the current project attempted to
address this gap. The selection of the strategies that were implemented during the intervention
phase was based on the needs of the participants themselves, as expressed during the first round
of data collection, along with existing FLA literature. The strategies implemented were focused
on creating a low-anxiety classroom atmosphere including showing support and appreciation
of learners’ efforts and changing the formal setting of the classroom to a more dynamic and
uplifting one, using discussion to engage with students’ unrealistic beliefs, and implementing
working in small groups to practice the target language. The strategy for language testing
included giving tasks with clear instructions and enough time to finish, and the novel approach
to error correction and feedback included establishing that any answer is a good answer and no
one is allowed to laugh at others' mistakes. The findings indicated that there was an effect after
the researcher’s intervention in lowering the anxiety level within the more anxious learners in
the experimental group. Students referred to the researcher creating a low-anxiety classroom
atmosphere, a communicative approach in the form of discussion of student false expectations
about learning, group work and a gentle approach towards error correction and feedback as the
most beneficial strategies introduced during the intervention. The quantitative results showed

that, in the experimental group, there was a fall in reported anxiety over time in every category
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of cause, especially in relation to preparation, speaking and comprehension, along with
transformation of the teacher’s and classmates’ role from a negative role that triggers learner
anxiety due to fear of negative evaluation to a more positive one that reduces anxiety by being
supportive, as the qualitative findings suggest. One unexpected finding was the repeated
mention of the feeling of enjoyment the participants felt during the intervention; this does not
necessarily imply the absence of anxiety, but it is a characteristic of a better learning experience
(Dewaele & Maclntyre, 2014; Maclintyre & Gregersen, 2012; Macintyre, Gregersen, & Mercer,

2019).

7.3 Summary of the implications for EFL education

English language education is considered a necessity, not only within the Saudi
educational context but also around the world, due to ongoing social and economic
developments today. Accordingly, education in general and English language education in

particular has to do its part and deliver effective outcomes.

The pedagogical implications that can be offered based on the knowledge gained from
this study, which were extensively discussed in 5.8, are summarised here. First, students and
teachers should be aware of the problem of FLA and its symptoms. This awareness could be
increased by teacher classroom discussion with students, better teacher detection of non-verbal
cues of anxiety, the organisation of workshops and discussion sessions for teachers to address
this issue and empower both teachers and learners by giving them the opportunity to research
their own instructional practices. Further, teachers should discuss the nature of language
learning with their students and help them to set realistic goals. Given the vital role of the
teacher in reducing learner FLA, teachers should also be encouraged to create a supportive
atmosphere in which students are not afraid to make mistakes, since it is a natural part of the

learning process. This can be accomplished partly through more supportive and friendlier
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teacher attitudes towards learners, and a gentle approach to error correction and feedback.
Increased pair/group work and time to practise the target language will also help, especially in
a context where teacher and classroom activities are the only target language input the learners
receive, because learners’ lack of practice is a major source of FLA. Hopefully, implementation
of these implications can improve not only the English learning process but even help students

to achieve better outcomes by approaching FLA proactively.

7.4 Limitations of the current study

This study shares a number of limitations with most FLA studies. In terms of
instruments, the limitations of FLCAS in particular were extensively discussed in Chapter 3,
along with prior highlights of this limitation in Chapter 2. They include primarily the fact that
it was not designed to even-handedly represent all the known causes of FLCA in a systematic
way and is heavily biased towards speaking anxiety. Furthermore, it tends to mention multiple
sources of anxiety in individual items, which makes analysis difficult for any purpose other

than to obtain an overall measure of anxiety.

Regarding data collection procedures, it would have been better to persuade more of
the students to respond both times to the questionnaire, to reduce the attrition that occurred. In
order to understand better what occurred in the control group during the period of the
intervention, ideally there would have been observation of some of the classes, and second
round of interviews with a few control students. In general it might also have been informative
to interview a few low-anxiety students, as well as high-anxiety students. However, none of

this could be achieved, due to time and resource constraints.

Another limitation was the timing of data collection: the fact that the Saudi university
year began not long before the data collection may have affected this research, because students

had had only a few weeks as undergraduate English major students with their regular teacher
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and were perhaps not yet engaged enough in their studies to have developed an emotional

reaction that would match that after, say, a whole semester of instruction.

Finding previous research to inform the intervention carried out in this study was also
challenging. Although a lot of FLA research has addressed anxiety reducing strategies, the
current research is among only a handful of studies which planned an anxiety reducing
intervention, executed it, and then measured its effect afterwards. Furthermore, since there was
not enough time or resources to train the regular course teacher to deliver the intervention, it
would be interesting to find out what would happen if the regular teacher delivered the

intervention herself.

7.5 Recommendations for further research

This study focused on learner and teacher experiences with FLA in the Saudi context,
with special attention to the high anxiety students in the sample. Further studies can pay
attention also to low-anxiety learners in the sample when conducting FLA studies, especially
as the anxious students often compared themselves to less anxious students. It would also be
useful to consider insights of low-anxiety learners into how anxiety could be minimised; such
insights could be particularly helpful for high anxiety students and could be used as a guide for
reducing their FLA. This would be analogous to the common practice in learning strategy
research of not just asking poor learners what strategies they use, but also good learners, in the

hope that teaching good learner strategies to poor learners may be beneficial.

Moreover, the vital role of the teacher in foreign language classes requires teacher
anxiety to be afforded particular attention, mostly concerning the anxiety experienced by
teachers and how it relates to a teacher’s first language, years of experience, anxiety of their
learners, qualifications and teacher training received specifically. The current research used

diaries to investigate learners’ anxiety, furthermore, researchers are encouraged to use diaries
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with teachers as well to reflect on their own anxiety. Further research may also suggest how

to improve TFLAS, or even create a new instrument for measuring language teacher anxiety.

Given that most of the current research focused on the theoretical aspects of FLA, the
researcher believes more attention should be devoted to the practical aspects of creating
solutions to help learners and teachers decrease or at least cope with anxiety. As an applied
discipline, applied linguistic research should be able to inform not only academics but also
practitioners in how to plan an anxiety reducing intervention, deliver anxiety reducing

strategies in their classrooms and measure the effects afterwards.

In particular, a project that comes to mind is that of assessing the relative value of what
Horwitz et al. (1986) referred to as two options can be taken as solutions to student anxiety.
The first option follows the route of putting the learner in charge of their own destiny, in this
case reducing their anxiety. It is the route of strategy training, learner autonomy and
encouraging the learner to use their strategies in and out of class. By contrast the second option
is the route which puts everything in the hands of the teacher, so all teachers have to implement
anxiety reduction strategies in their classes and the student takes no active role in their anxiety
reduction. In the present study most of the intervention strategies were taken from the second
option. Hence when the researcher left the class, these strategies were no longer operative until
other teachers become trained or are somehow persuaded to change their practices. The
researcher believes more work needs to be done on which is the more cost-effective road for
the teacher to go down: executing the second option or training learners in the first one, or

indeed both.

7.6 Conclusion

On a personal level, as a teacher, | feel that conducting this research has taught me to

use a broad lens in responding to students’ affective needs and expectations. I strongly believe
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that the way | approach my students could constitute the difference between failure and success

in their experience as FL learners.

| also believe that change in any situation starts from the individuals, and that research
should empower teachers by giving them the right research tools so that they can evaluate their
own classroom setting. | look forward to the day when, instead of only a handful of studies that
address a critical issue such as implementing anxiety reducing strategies, there will be more to

benefit from.

| hope that the findings and implications from this study will broaden other educators’
understanding of FLA, and lead to the development of teaching practices that promote a

supportive learning environment.
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Appendix 1

Foreign Language Classroom Anxiety Scale
Horwitz, E. K., Horwitz, M. B., & Cope, J. (1986). Foreign language classroom anxiety. The Modern

Language Journal, 70(2), 125-132.

1. I never feel quite sure of myself when | am speaking in my foreign language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

2. I don't worry about making mistakes in language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

3. I tremble when | know that I'm going to be called on in language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

4. It frightens me when | don't understand what the teacher is saying in the foreign language.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

5. It wouldn't bother me at all to take more foreign language classes.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

6. During language class, | find myself thinking about things that have nothing to do with the course.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

7. | keep thinking that the other students are better at languages than | am.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree
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8. | am usually at ease during tests in my language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

9. | start to panic when | have to speak without preparation in language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

10. I worry about the consequences of failing my foreign language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

11. 1 don't understand why some people get so upset over foreign language classes.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

12. In language class, | can get so nervous | forget things | know.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

13. It embarrasses me to volunteer answers in my language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

14. 1 would not be nervous speaking the foreign language with native speakers.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

15. | get upset when | don't understand what the teacher is correcting.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

16. Even if | am well prepared for language class, | feel anxious about it.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree
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17. | often feel like not going to my language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

18. | feel confident when | speak in foreign language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

19. | am afraid that my language teacher is ready to correct every mistake | make.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

20. | can feel my heart pounding when I'm going to be called on in language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

21. The more | study for a language test, the more con- fused | get.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

22. 1 don't feel pressure to prepare very well for language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

23. | always feel that the other students speak the foreign language better than | do.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

24. | feel very self-conscious about speaking the foreign language in front of other students.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

25. Language class moves so quickly | worry about getting left behind.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree
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26. | feel more tense and nervous in my language class than in my other classes.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

27. 1 get nervous and confused when | am speaking in my language class.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

28. When I'm on my way to language class, | feel very sure and relaxed.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

29. | get nervous when | don't understand every word the language teacher says.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

30. | feel overwhelmed by the number of rules you have to learn to speak a foreign language.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

31. | am afraid that the other students will laugh at me when | speak the foreign language.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

32. | would probably feel comfortable around native speakers of the foreign language.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree

33. | get nervous when the language teacher asks questions which | haven't prepared in advance.

Strongly agree  Agree Neither agree nor disagree Disagree Strongly disagree
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Appendix 3

Teacher foreign language classroom anxiety scale

Each of the following statements refers to how you feel about your English language class. Please
indicate whether you:

Strongly agree = SA Agree = A Neither agree nor disagree = N Disagree =D
Strongly disagree = SD

Indicate your feelings by checking the appropriate box next to each statement. Please give your first
reaction to each statement AND mark an answer for EVERY statement.

Statement SA A N D SD

1- It frightens me when | don't understand
what someone is saying in my foreign
language.

2. I would not worry about taking a course
conducted entirely in my foreign language.

3. 1 am afraid that native speakers will notice
every mistake | make.
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4.1 am pleased with the level of foreign
language proficiency | have achieved.

5. | feel self-conscious speaking my foreign
language in front of the other teachers.

6. When speaking my foreign language, |
can get so nervous | forget things | know.

7. | feel overwhelmed by the number of
rules you have to learn to speak a foreign
language.

8. | feel comfortable around native
speakers of my foreign language.

9. I never feel quite sure of myself when |
am speaking my foreign language in front
of native speakers.

10. | am not nervous speaking my foreign
language with students.

11. 1 don't worry about making mistakes in
my foreign language.

12. | speak my language well enough to be
a good foreign language teacher.

13. | get nervous when | don't understand
every word a native speaker says.

14. | feel confident when | speak my foreign
language.

15. I always feel that the other teachers
speak the language better than | do.

16. I don't understand why some people
think learning a foreign language is so hard.

17. I try to speak my foreign language with
native speakers whenever | can.

18. | feel that my foreign language
preparation was adequate to become a
foreign language teacher.
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Appendix 4

Interviews conducted with the students, using the following interview guide:
First round of interviews (phase one):
Tell me about yourself:

1- When did you decided to study English language as you’re major, and why?

2- Do you like it? Do you not like it? Why?

3- How would you evaluate your experience studying English as a student in University?
Anxiety:

1- What do you feel when you are at the classroom?
2- What does anxiety mean to you? How would you define it?

3- In what situations in class do you feel anxious?

4- Describe how you felt?

5- What type of classroom practices that triggers your anxiety?

6- What is the influence of your teacher on the anxiety? how?

7- Is there anything you do to calm yourself down when you are anxious?

8- Is there anything the teacher can do to calm you when you are anxious?
Conclusion:

1-  What do you think will help you not to be an anxious student?
2- Is there anything you want to add? Or ask me?

Back up questions:

In your opinion, do your teachers and classmates help you to overcome your anxiety?

Second round of interviews (phase two):

1- What did you think about the classes during the last few weeks?

2- What did you like? Or did not you like? and Why?

3- Have you felt less or more anxious than the usual? Why?

4- What is the influence of the teacher on your anxiety level? how?
5- What is the influence of your classmates on your anxiety?

6- Do you feel the same way now after your original teacher came back to give you the
classes again?
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Interviews conducted with the teachers using the following interview guide:
Tell me about yourself:

1- Are you a native speaker of English?

2- When did you start teaching English, and why?

3- What are you teaching? Do you like it? Do you not like it? Why?
4- How would you evaluate your experience teaching English so far?

Anxiety:

5- What does anxiety mean to you? How would you define it?

(@]
1

As a teacher, have you ever felt anxious in the classroom?

7- In what situations do you feel anxious?

8- Describe how you felt. What strategies do you used to reduce your anxiety?

9- What do you think the influence of your anxiety on your students? In which ways?

10- Do you think certain activities that you do in class make your students more anxious
than others? Please give examples...

11- What do you do about that to help them?

12- What strategies do you used to help your anxious students to reduce their anxiety?

Conclusion:

13- Is there anything you want to add? Or ask me?
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Appendix 6

Participant Information Sheet and Consent Form

Project: An Investigation of Foreign Language Anxiety, Classroom
Practices, and the Anxiety-Reducing Strategies Used by Learners

and Teachers in the Saudi Context

As a teaching assistant, | have noticed that many of my students view anxiety as an obstacle

that must be overcome for them to achieve their full potential as EFL learners. This was my

motivation to conduct this study which will investigate foreign language anxiety among Saudi
undergraduate students to identify its causes, its relationship to classroom practices and teachers’
anxiety, and the strategies used by Saudi learners and teachers to reduce it.

What does participating involve?

It involves filling in a short questionnaire about foreign language anxiety, classroom observation,
diaries with one entry for 12 weeks, and taking part in an interview. Both the interview and
classroom observation will be audio-recorded and will last for approximately 30 minutes.

Please tick the appropriate boxes

Taking Part
I have read and understood the project information given above.

| have been given the opportunity to ask questions about the project.

| agree to take part in the project. Taking part in the project will include being interviewed and
audio-recorded.

| understand that my taking part is voluntary; | can withdraw from the study at any time and | do not
have to give any reasons for why | no longer want to take part.

Use of the information | provide for this project only
| understand my personal details such as name, email address and phone number will not be
revealed to people outside the project.

| understand that my words may be quoted in publications, reports, web pages, and other research
outputs.

Use of the information | provide beyond this project
| agree for the data | provide to be archived at the UK Data Archive.

| understand that other genuine researchers will have access to this data only if they agree to
preserve the confidentiality of the information as requested in this form.

Yes

O 0O O O

No

O 0O O O
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| understand that other genuine researchers may use my words in publications, reports, web
pages, and other research outputs, only if they agree to preserve the confidentiality of the
information as requested in this form.

Name of participant [printed] Signature Date

Researcher WAFA ALAMRI Signature Date

Project contact details for further information:
Researcher: Wafa Alamri Email: waaala@essex.ac.uk  Telephone: 07477038783
Supervisor's name: Dr. Christina Gkonou  Email: cgkono@essex.ac.uk

Dr. Julian Good Email: jrpgoo@essex.ac.uk



mailto:cgkono@essex.ac.uk
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Appendix 7

FLA REDUCING STRATEGIES

Creating a low anxiety classroom atmosphere:

1- Avoid putting learners in competition

2- Avoid using comparison between learners

3- Encourage learners to ask for help

4- Be supportive and helpful.

5- Show respect and appreciation of learners’ efforts.

6- Show personal concern and empathy.

7- Use praise and encouragement for the learners’ success.

Using communicative approach:

1- Discussing the nature of language learning

2- Discussing learners’ unrealistic beliefs

3- Help learners establish realistic goals

4- Give learners the opportunity to practice the target language

Language testing:

1- Give learners clear test instructions

2- Give learners practice test

3- Give learners enough time to finish test
4- Making the grading criteria clear

Error correction and feedback:

1- Establish that making mistakes is acceptable.

2- Correct learners error gently

3- Help learners to learn from their errors.

4- Help learners to understand their errors

5- Avoid correcting every error made by the learner.

6- Give clear feedback
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Appendix 8

The final code scheme

THEME SUB SUB- Quotes
THEMES SUBTHEME

The teacher Teacher as a My level of anxiety depends on
source of the teacher; she is the one who
anxiety can make me feel anxious (7

Teacher’s attitude
in the class

Teacher’s lack of
communication

Teacher’s
formality

times) (ST 3,1 pre-interview)
(ST 1,1 pre-interview) (ST 3,1
pre-interview) (ST 4,1 pre-
interview).

When the teacher is difficult or
she gets mad in class (ST 1,1
pre-interview);

if she [the teacher] is formal all
the time or aggressive or she
doesn't communicate with the
students (ST 1,1 pre-interview).

Threating us with the grades
(ST 3,1 pre-interview).

| feel more anxious with stricter
teachers because they can ask
me questions that | don't
understand so | am afraid of
their reaction (ST 2,2 pre-
interview).

If she was strict and asked
direct questions and demanding
answers (ST 2,2 pre-interview).
Finally, I wish that the teachers
wouldn't be formal all of the
time because they create an
atmosphere of anxiety (ST 2,2
pre-interview).

When | am worried and at the
same time | cannot express to
the teacher the things that make
me anxious. A lack of
communication is a reason for
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Teacher’s
response style

anxiety (ST 4,2 pre-interview).

If she was strict and asked
direct questions and demanding
answers (ST 2,2 pre-interview).
Finally, I wish that the teachers
wouldn't be formal all of the
time because they create an
atmosphere of anxiety (ST 2,2
pre-interview).

I was afraid of the teacher’s
reaction. She might raise her
voice and shout at me. It is not
just me who is afraid of the
teacher's reaction; a lot of the
students fear participating
because the teacher might not
like what they have to say or
make fun of them and then the
other students laugh at them.
This is why they do not speak(ST
3,2 pre-interview)

When she says the name of the
student and the mistakes that
they made in their homework,
for example, in front of the
whole class, | think it's better if
she can talk to her in private (ST
2,1 pre-interview).

Teacher’s L1
language

| feel less anxious with Arabic
teachers because when | am
stuck | can depend on them to
translate for me into Arabic but
with a non-Arabic teacher | feel
anxious from the beginning and
I don’t even give myself a
chance to understand what she
is explaining (ST 3,1 pre-
interview).

The accent of the teacher affects
our understanding of the
materials (ST 5,1 pre-interview).
Arabic teachers make me less
anxious because | can ask an
Arabic teacher questions (ST 4,2
pre-interview).

With Arabic teachers | feel less




264

anxious because | can
communicate with them (ST 4,2
pre-interview).

For me, an Arabic teacher
makes me less anxious because
she understands me if | speak in
Arabic (ST 3,2 pre-interview).

Teacher’s Error
correction

| feel anxious when the teacher
is correcting my answers (ST
4,2 pre-interview).

When she is focusing on
everything and she doesn't allow
any errors or mistakes to be
made. For me it is not necessary
for the teacher to correct every
mistake from the very first time
(ST 2,1 pre-interview).

When the teacher gets mad
about any simple mistake. On
the contrary, if she tried to
explain the student’s mistake
calmly, I would understand
better (ST 1,1 pre-interview).

Teachers’
experience of
anxiety

In the early years | felt anxious,
but now | am used to it (t3).
Sometimes at the beginning of
my experience here | felt
anxious (t2).

Reasons for
teacher
anxiety

perceived lack of
understanding by
students

size of the class

| felt nervous because the girls
did not understand what | was
trying to write, so this made me
anxious (T3).

If | speak to the students and
feel they’re not following me or
1 feel that maybe I'm not good
enough to give them this
information (t2).

for example, if the student is too
shy and | force her to speak, she
will make me feel some anxiety
(t2).

In front of so many people you
become nervous and it can
become a point of
embarrassment for you (t3).
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fear of negative
evaluation

Being anxious will make the
students make jokes about you
(t3).

It's my first time to be speaking
for one hour only in English so
it caused me to be anxious. |
was thinking about the accent
and | was thinking about if my
sentences were grammatically
correct or not (t2).

You look at the teacher like they
are someone who has
knowledge of everything, so |
think your presentation in the
class should try to impress, and
that notion makes me feel
anxious ‘T3

Therefore, you should not show
your nervousness (t3).

The
manifestation
of teacher
anxiety

| feel lost when I'm anxious (t3).
| feel silent (t3).

| feel a little bit shy and also my
voice is not loud because if |
make a mistake no one will hear
(t2).

My breath would be very fast
(t2).

The effects of
teacher’s
anxiety on the
students

emotional
contagion

Of course, when the teacher is
anxious, the students feel her
anxiety right away and become
anxious themselves (ST 3,2 pre-
interview).

When the teacher is entering the
class and she is angry and
stressful, 1 become stressful.
Also, the teacher has the power
to make students nervous or not
(ST 2,1 pre-interview).

Being anxious will have a
negative impact on the students
(t3).

They will feel the same anxiety
(t2).

Yes, very much the teacher’s
anxiety affects the students like
when she is struggling with the
language or speaking, the
students will kind of be
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influenced (ST4,1 pre-
interview).

In one of the classes the teacher
was nervous and we became
nervous because we were trying
to help but we didn't know what
to do (ST1,2 pre-interview).

| can feel the anxiety of my
teacher, which usually makes
most of us students anxious (ST
2,1 pre-interview).

The anxious
teacher won’t be
able to deliver the
lesson properly

When the teacher is anxious, she
won’t be able to explain the
lesson properly. As a result, the
student will feel anxious
because she doesn’t understand
(ST 1,1 pre-interview) (ST 3,2
pre-interview).

It’s a bad influence because they
will not hear my voice. Also,
maybe because I'm a little bit
anxious so I'm talking too fast
so they will not keep up with me.
| also think they will not
understand because if | feel
anxious | want to finish. I will
not explain fully to the students
and | will not simplify the
sentences so | think it will affect
them in a bad way (t2).

The anxious
teacher won’t pay
attention to
anxious students
in the class

To relieve her anxiety, the
teacher keeps focusing on the
excellent students to answer her
questions and ignores the others
(ST 2,1 pre-interview).

The anxious
teacher makes the
students less
interested in their
class

Sometimes when the teacher is
anxious, | feel anxious because |
think I must do something to
help her out, so | decided not to
attend the class in future (ST 2,1
pre-interview).

Causes of FLA
among Saudi
undergraduate
students

Preparation

When | have an exam for a
difficult class, especially when |
have not prepared well, | feel
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overwhelmed by anxiety (ST 1,3
pre-interview).

| feel worried about the material
and that | have to prepare for it
in advance (ST 2, pre-
interview).

| feel more stressful because |
must go back home to prepare,
translate and solve a lot of
exercises (ST 7,1 post
interview).

| feel anxious when I have a lot
of homework and projects to
finish at home which needs a lot
of time to prepare (ST 4,2 —
diary entry week 5)

Fear of
negative
evaluation

| am afraid that my classmates
will start to laugh at me (ST 4,2
pre-interview).

| feel anxious because | am
afraid that | am going to give
the wrong answer (ST 3,2 pre-
interview).

When they make mistakes, the
others start giggling laughing
(t3).

a lot of the students’ fear
participating because the
teacher might not like what they
have to say or make fun of them
and then the other students
laugh at them. This is why they
do not speak

(ST 3,2 pre-interview)

When she says the name of the
student and the mistakes that
they made in their homework,
for example, in front of the
whole class, | think it's better if
she can talk to her in private (ST
2,1 pre-interview).

Answering a question when a
teacher is calling me to answer |
get embarrassed and the
embarrassment is the reason
why | may make a mistake. |
make mistakes not because I do
not know the answer, | make
mistakes because | am
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embarrassed (ST 3,1 pre-
interview).

When the teacher asks
questions, | get nervous (ST 4,2
pre-interview).

When | am asked questions
about things I don't know (ST
4,2 pre-interview).

| am afraid that the teacher is
going to ask me a question and |
am not going to understand her
(ST 2,2 pre-interview).

When the teacher asks me
questions, | start to become
worried (ST 3,2 pre-interview).
Standing in front of the class to
answer questions makes me
anxious, yesterday the teacher
asked all the students to come in
front of the class to write their
answer on the board, I was
worried that the teacher might
ask me a question that [ don’t
know how to answer it (ST 3,1 —
diary entry week 3)

Standing in front of the class to
answer questions makes me
anxious, yesterday the teacher
asked all the students to come in
front of the class to write their
answer on the board, I was
worried that the teacher might
ask me a question that [ don’t
know how to answer it (ST 3,1 —
diary entry week 3)

I think I feel anxious when the
teacher is asking me in front of
other students (ST 4,1 — diary
entry week 4)

Unrealistic
expectations

1 feel anxious when I don’t
understand every word my
teacher says in the class
because | feel that | must
understand everything (ST 5,1
pre-interview).

My language is not as good as |
want it to be (ST 4,2 pre-
interview).
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Test

When | have an exam for a
difficult class (ST 1,3 pre-
interview).

A surprise test (ST 4,2 pre-
interview).

At the writing class | was
surprised to enter the class and
there was a surprise test, | felt
anxious and distracted because
| was not prepared but the
teacher’s reaction, her kind
words and giving us clear
instructions | calmed down and
organise my thoughts.(ST 6,1 —
diary entry week 4)

We have exams this week and |
was worried especially that |
didn’t know how the exam
questions are going to be like
(ST 2,1 —diary entry week 8)

Lack of
comprehension

When the teacher is talking a lot
and I don’t understand (ST 4,2
pre-interview).

Group work

Sometimes, when there is group
work | feel anxious because only
a few students work to finish the
task while the others don’t do
anything (St 4,2 pre-interview).
Group work because half of the
group is working and the other
is not (ST 4,1 pre-interview).
when we do group work it is
better to arrange the groups
from the beginning not in the
middle of the class because I
think it is distracting to move
our chairs around and that
makes me anxious (ST 6,1 pre-
interview).

| was worried when the teacher
told us to be in groups because |
didn’t know how to co-operate
with other students, especially
that there were students who |
didn’t know before (ST 2,1,
diary entry week 2)
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Individual
work

Individual work (t2).

| feel most anxious when | am
supposed to work by myself in
the class. Individual answers
(ST 3,1 post interview).

Language skills

For me, reading is more anxious
even more than speaking,
because maybe yes, no and this
and that can finish your
speaking part, but for reading
you must read (t3).

Speaking in class is maybe the
most anxiety-provoking skill (t2)
Listening when the task is to
listen to the tape and the talking
is very quick. Also in writing
when | want to write a sentence
and | don't know how to write it
in English (ST 2,1 pre-
interview).

| get nervous when | am
listening to the tape in the
listening class because I'm
trying so hard to concentrate
(ST 4,2 pre-interview).

Reading is the more anxiety
provoking aspect because | have
to read it and the students are
going to listen to me (ST 3,2
pre-interview).

Reading because sometimes |
come across a word that | need
help with (ST 1,2 pre-interview).

Lack of
motivation

Studying English was my second
choice (ST 1,2 pre-interview).

| decided to study English
because it was the best
department at the university (ST
5,1 pre-interview).

I never thought about it but
there was no choice for me to
study anywhere further away so
| went to study at the
department of English language
here at the university

(ST 3,1 pre-interview).

| decided to study English this
year because it is closest major
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to my previous major (ST 4,2
pre-interview).

| studied English because there
are not many options. It's the
best major here at the university
(ST 4,2 pre-interview).

Studying English was my second
choice (ST 1,2 pre-interview).

Lack of “I think because of the lack of

exposure and opportunities they get. They

practice don't get themselves exposed to
the language and they don't get
the opportunity to speak so
much because the environment
is not suitable for them to speak
and this is why they became
anxious" (T3). “They're anxious
and they feel so nervous. You
know when you're not speaking
the language you cannot identify
your mistakes and consequently
feel anxious about it” (T2)

FLA reducing Strategies Positive thinking | | keep thinking I can do it, do
Strategies suggested to not go nervous, and do not

be used by assume that you know

Saudi everything (ST 4,1 pre-

undergraduate interview).

learners to Positive talk like you can do it,

reduce their there is no problem, things are

anxiety going to be fine (ST 4,2 pre-

interview).

Talking to myself, saying I can
do it, it's normal, there is no
problem (ST 3,2 pre-interview).
"....focus on how things are
going to be fine” (ST 2,1 — diary
entry week 2)

| remembered that | have a
dream to achieve and | wont let
anxiety stands in the way. (ST
1,1 —diary entry week 3)

Relaxation
techniques

Breathing deeply (ST 1,2 pre-
interview) (ST 3,2 pre-
interview).

When | am worried | drink
water, ..." (ST 2,1 —diary entry
week 2).

Hard work to
achieve a better

To get rid of the anxiety, | feel
that | need to improve my
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level of
proficiency

language because now | feel
anxious when I am trying to
express myself whether speaking
or writing. When my language is
more developed and | have a lot
of vocabulary and good
grammar, | don't think that I'm
going to be as nervous as | am
now (ST 1,2 pre-interview).
Finally, I have to be more
experienced with the language
because if I know the language
is good enough, I'm not going to
be nervous (ST 3,2 pre-
interview).

Strategies
suggested by
the learners to
be used by the
teachers to
reduce learners
anxiety

Encouragement

Ensuring
comprehensible
input

Give them the
chance to keep

trying

Good
communication

When she encouraged me to
express myself without worrying
that I might make mistakes (ST
3,2 pre-interview).

When she explains that the
material is comprehendible, and
she will do everything in her
power to make sure that we will
understand it

explain everything. (ST 3,1 pre-
interview).

| would prefer my teacher to
give me the chance and the time
to reach the right answer by
myself instead of correcting my
mistakes right away (ST 3,1 pre-
interview).

If she can assure us,
communicating with us (ST 2,1
pre-interview).

If she understands the students
and talks with them (ST 1,1 pre-
interview).

The more the teachers interact
in a good way with the students,
the harder the students will
work and the more they will love
the material and the class (ST
1,1 pre-interview).
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Positive attitude

give me the sense that
everything is going to work out
(ST 3,1 pre-interview).

When the teacher at the
beginning says, “open up your
mind to the study, accept the
language,” this gives me
encouragement, a feeling of
acceptance, comfort and
reduces my anxiety (ST 4,1 pre-
interview).

When he is fun and calm
because he makes the
atmosphere of the class more
relaxed (ST 1,2 pre-interview).

I noticed a positive thing
happened this week, when the
teacher entered the class and
she is not stressed out ,relaxed
and smiling we feel , as
students, that we like the class
and we are not anxious at all
(ST 2,1 —diary entry week 4)

Add fun to the
class

When there are fun activities in
the class, I don'’t feel anxious
(ST 3,1 pre-interview).

They can add fun to the class
every once in a while. That will
help them to develop a
relationship whereby the
teacher is no-longer just an
authority figure (ST 1,1 pre-
interview).

Creating a fun atmosphere (ST
2,1 pre-interview).

Teachers can have a positive
influence if they 're funny (ST
3,1 pre-interview).

Acknowledging
the existence of
anxiety and its
cues

Study cases of the anxious
students find out what make
them anxious in the class and
try to remove whatever it was,
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whether it was coming from the
teacher or the other students in
the class (ST 5,1 pre-interview).
First of all, I think I have to talk
to the teacher about the things
that make me anxious.
Sometimes, when the teacher
asks a question like “Is there
anything that we can help you
with?” no one answers;
especially when the teacher is
foreign because we cannot
express what we are feeling.
When it is an Arabic teacher, |
am afraid that she is going to
get the wrong impression (ST
4,2 pre-interview).

The teacher didn’t show any
reaction regarding my anxiety
because she didn’t know that 1
was anxious (ST 4,1, diary entry
week 1)

Using different
teaching methods

When | know that the teacher is
going to use different teaching
methods to explain the lesson, |
feel less anxious because | know
that if I don’t understand one
way, | will understand the other
(ST 6,1 pre-interview).
Teaching in different methods. If
the student didn't understand
one way, they can use another
way (ST 4,1 pre-interview).

Using Group Group work requires the work

work to be divided among them
because if the whole work is left
to one person, they 're going to
be nervous but when the work is
divided between many people,
anxiety is going to be less (ST
5,1 pre-interview).

Show empathy Talking with us shows that she

and be more cares about us instead of just

supportive giving the lesson and leaving

(ST 4,1 pre-interview).
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If the teacher told us something
like things are going to be fine
and everything is hard at the
beginning, that kind of
encouragement and support can
help us by reducing our anxiety
and improving our language (ST
4,2 pre-interview).

If the teacher is not formal all
the time, she can talk with the
students (ST 2,2 pre-interview).
The teacher can share with the
students and laugh with them. It
is not just a lesson and she
leaves after that; she can make
them relaxed so they can be
closer to her in the lecture and
understand what it is she is
trying to say and prevent other
students from laughing at any
one mistake. If someone just
keeps telling us that we can
make a mistake, especially when
there are a lot of students who
are talking confidently with the
teacher in the lecture, other
student feel shy and wonder why
they cannot talk to them when a
lot of the time they know the
answer just like the others but
their anxiety prevents them from
participating (ST 3,2 pre-
interview).

Strategies
suggested by
the teachers to
reduce
learners’
anxiety

Using different
teaching methods

Doing activities in the class will
make them more attentive and
will relieve their anxiety (t3).

Encouragement

| encourage them to read
newspaper articles (t3),

Talking to the
students

When you talk from your heart,
the words that come from your
heart settle that person down. |
think talking makes it seem that
English isn't a language for me.
Also, I am not a native speaker
but if I can speak why can’t
you? (t3).

Group work

Maybe one of them has a good
command of the language or
knows much more compared to
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the others. The person who
speaks the same language can
understand English so why can’t
I? This will motivate them (t3).
In group work, if one feels
anxious but another student
feels relaxed, so this will affect
them in a good way (t2).

Give them the
chance to
practice

If you give them some
paragraphs and they memorise
these paragraphs and start to
say them orally, similarly, if you
give them practice and the
confidence to speak, after that
we can get started. After a while
we began to have a conversation
and then ask questions and they
would answer the questions. It
happened gradually; at first, |
gave them the exact same
questions and | gave them the
answers they had memorised
speaking and front of their
colleagues. After that I did it
with unprepared questions (t2).

The most
beneficial
strategies from
the
intervention

Creating a low
anxiety
classroom
atmosphere

The classes were fun (ST 7,1
post interview).

You were warm and fun with us.
From the beginning you tried to
socialise and communicate with
us, although you didn't know
anything about us (ST 3.1 post
interview).

The positive talk that you were
using in the class was great (ST
3.1 post interview).

You were not stressed at the
time; like we must have this
thing right now or quickly and
we still have a lot to go through.
No, it was nothing like that. We
took the lessons slowly and in a
very relaxed manner (ST 3,1
post interview).

| was more comfortable because
| was not trying to concentrate
too hard to understand all of the
things that you were saying. You
were using more than one
method to explain one thing so
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definitely I am going to
understand one of these methods
(ST 3,1post interview).

| believe that you have changed
the atmosphere of the class and
what I liked most was your
attitude and style of teaching,
which was appropriate for us as
first level students. There were a
lot of activities in that class, the
time passed very quickly and |
enjoyed the class (ST 4,1 post
interview).

Communicating with you was
easier (ST 4,1 post interview).

Group work

You put us in a group, made us
interact more and perform
exercises in groups. This really
helped us to understand better
(ST 7,1 post interview).

| felt less anxious, especially
working with the group because
the work was divided and there
was co-operation. | think it is
better this way (ST 5,1 post
interview).

The group work was a very
positive thing because the
students could discuss the
question with a group of people
and generate more ideas than
one student could have by
themselves. For me, | like group
work because it reduces my
stress (ST 3,1 post interview).

Error correction
and feedback

Confirming that there's no
wrong answer and that we can
discuss any answer. Now a lot of
the teachers are saying there is
no wrong answer. This is
confirmation. By itself it helps
me reduce my anxiety by at least
ninety percent. There’s a
difference when the teacher says
that the material is difficult, and
you must study and work hard.
That kind of stuff is going to
make you more anxious. The
teacher’s word affects the
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students in a big way (ST 3,1
post interview).

When | make a mistake in front
of them, they are going to help
me because they are making
mistakes themselves. There's no
problem there because you
established that no one can
laugh at the others’ mistakes
(ST 3,1 post interview).
Something happened this week
at the listening class, the
teacher asked the two students
to explain the meaning of some
words that were mentioned at
the listening task, they seem
anxious because they didn’t
know the answer, then the
teacher asked them do you feel
anxious because you think the
question is difficult or because
of me. She went on and told
them that at some point | was
just like you and you don’t need
to worry, and any answer is
going to be good for me it
doesn’t matter if it the right one
or not. The students gain their
confidence back and reach the
right answer with the teacher
help. I really liked how the
teacher helps them to get rid of
their anxiety. (ST 1,1 — week 2)

The effect of
applying
anxiety-
reducing
strategies

Using a You gave us the chance to

communicative express and practice the

approach language and to do stuff (ST 4,1
post interview).

Increased | felt that | understood more of

comprehension

the

material (ST 7,1 post interview).
| felt that | understood more
than in the normal classes that |
usually take (ST 5,1 post
interview).

We were studying in a fun way
and understood more because
when a person is enjoying
something they re doing, it is
only logical that they are going
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to love it and understand it
better (ST 3,1 post interview).

| did enjoy the classes. They
were different from the other
classes that I usually take (ST
5,1 post interview).

Reduced anxiety

| felt less anxious, especially
when working with the group
(5,2).

| felt less anxious because | was
more comfortable (ST 3,1 post
interview).

Much less (ST 4,1 post
interview).

On the teacher

The teacher helped me to reduce
my anxiety. | can honestly say
that there was no anxiety any
more (ST 7,1 post interview).

It [teacher’s influence] was a
positive influence because you
were giving us a relaxing
atmosphere. There were laughs
every once in a while. It was not
all formal. We felt that we could
be ourselves in the class(ST 5,1
post interview).

Two hundred percent positive.
Your attitude was nice. We were
studying but it wasn't formal or
dry all the time.(ST 4,1 post
interview).

The new teacher’s—the
researcher—attitude was
wonderful and very interesting;
I was not anxious at all. She has
a very positive influence; she
encouraged us to participate
and interact with each other.
(ST 2,1 — diary entry week 4)

On the
classmates

My classmates have a positive
influence on my anxiety because
we were working in groups so if
I didn't know anything, my
classmates were there to help
me (ST 7,1 post interview).

The influence of my classmates
was positive, especially when
you - the researcher - was
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constantly making sure that we
were helping each other and
cooperating to get the answers.
If someone didn't know, they
could ask the group and this
helped us to reduce any anxiety
(ST 5,1 post interview).

The influence of my classmates
was positive because when |
made a mistake in front of them,
they were going to help me
because they were making
mistakes themselves. There's no
problem there (ST 3,1 post
interview).

Positive influence. The students
were cooperating with each
other. There was a lot of
communication between the
students and their anxiety levels
were much lower. That was not
the case in the other classes
(ST4,1 post interview).

On the anxiety
level afterwards

It is different. | feel that I am
worried because in your classes
we were enjoying more and
understanding more but now |
must study more and | feel more
stressful because | must go back
home to prepare, translate and
solve a lot of exercises (ST 7,1
post interview).

Of course there is a difference. |
felt less anxious during the
classes that we took together
and | understood more. It was a
very enjoyable (ST 5.1 post
interview).

| prefer the classes that we were
taking during that time because
| felt less anxious (ST 3,1 post
interview).

There is a difference between
our classes now and the classes
that we had together. They were
active but I notice that the
students have less anxiety than
before.(ST 2,1 post interview).
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Things students
didn’t like in the
intervention

It was slightly anxiety provoking
when you were surprising the
students with the question. They
were not ready for it before, but
you were trying to ease that (ST
3,1 post interview).
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Table 5.13 FLCAS means in the experiment
Experimental group

Appendix 9

Control group

Post- Post-
intervention intervention intervention intervention
Mean Mean Mean Mean

1. I never feel quite sure of myself when | 2.79 2.26 2.73 2.36
am speaking in English in class.
2. | don't worry about making mistakes in 2.53 2.37 2.45 3.18
language class.
3. I tremble when I know that I’m going 2.68 2.79 2.18 191
to be called on in language class.
4. It frightens me when I don’t 3.26 3.16 291 2.55
understand what the teacher is saying in
English.
5. It wouldn’t bother me at all to take 2.47 211 2.45 3.09
more English language classes.
6. During language class, | find myself 3.00 2.89 2.36 2.00
thinking about things that have nothing to
do with the course.
7. | keep thinking that the other students 2.84 2.89 3.00 2.45
are better at language than | am.
8. I am usually at ease (comfortable) 2.95 2.79 2.73 3.09
during tests in my language class.
9. | start to panic when | have to speak 3.37 3.11 3.09 3.09
without preparation in language class.
10. I worry about the consequences of 3.00 2.89 291 3.00
failing my language class.
11. I don’t understand why some people 242 242 2.36 2.82
get so upset over language classes.
12. In language class, | can get so 2.47 2.21 2.64 2.27
nervous that | forget things | know.
13. It embarrasses me to volunteer 2.74 2.37 2.82 2.18
answers in my language class.
14. 1 would NOT be nervous speaking 3.32 2.89 2.82 2.82
English with native speakers.
15. I get upset when I don’t understand 3.42 3.26 3.36 3.36
what the teacher is correcting.
16. Even if | am well prepared for 2.68 242 2.64 2.64

language class, | feel anxious about it.
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17. | often feel like not going to my
language class.

18. | feel confident when | speak in
English in my language class.

19. I am afraid that my language teacher
is ready to correct every mistake | make.
20. | can feel my heart pounding when
I’m going to be called on in language
classes.

21. The more | study for a language test,
the more confused | get.

22. I DON’T feel pressure to prepare very
well for language class.

23. | always feel that the other students
speak English better than I do.

24. | feel very self-conscious about
speaking English in front of the other
students.

25. Language class moves so quickly that
| worry about being left behind.

26. | feel more tense and nervous in my
language class than in my other classes.
27. 1 get nervous and confused when | am
speaking in my language class.

28. When I’'m on my way to language
class, | feel very confident and

29. I get nervous when I don’t understand
every word the language teacher says.

30. I feel overwhelmed by the number of
rules you have to learn to speak the
English language.

31. | am afraid that the other students in
the class will laugh at me when | speak in
English.

32. 1 would probably feel comfortable
around native speakers of English.

33. | get nervous when the language
teacher asks questions that I haven’t
prepared for in advance.

2.74

2.42

2.47

2.58

2.53

3.79

2.84

2.74

3.26

2.53

3.05

2.53

3.37

3.53

2.32

2.47

3.47

2.95

242

2.68

221

211

3.42

247

2.63

2.95

242

2.63

2.32

3.00

3.11

211

2.68

2.68

2.64

2.55

2.82

2.36

2.09

3.64

3.18

291

3.00

2.55

3.00

2.73

3.00

3.00

245

2.36

3.09

2.82

2.73

2.64

2.18

2.55

3.73

2.73

2.36

2.64

2.64

2.64

291

2.73

3.09

191

2.27

3.09




