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OZET

Tiirkiye’de Bir Devlet Universitesinde Ingilizce’yi Yabanci Dil Olarak Ogrenen

Ogrencilerin Yabanci Dil Haz ve Yabanci Dil Kaygilarmin Arastirilmasi

Gamze DEMIRTAS CELEBI

Yabanci Diller Egitimi Anabilim Dali
Ingilizce Egitimi Programi1 Anadolu Universitesi
Lisansiistii Egitim Enstitiisii, Mayis 2025
Tez Danismani: Dog¢ Dr. Gonca SUBASI

Bu calisma, Tiirkiye’de bir iiniversitede Ingilizce 6grenen dgrencilerin Yabanci Dil Haz
ve Yabanci Dil Kaygi diizeylerini 6lgmek amaciyla gerceklestirilmistir. Bu iki duygu
arasindaki iliskiyi saptamak ile bu iki duyguya neden olan birincil kaynaklar1 saptamak
calismanin diger amaglaridir. Belirlenen hedefleri gergeklestirebilmek i¢in Yabanci Dil
Haz Alma Olgegi (FLES) ve Yabanci Dil Sinif Kaygis1 Olgegi (FLCAS) uygulanmistir.
Ayrica, Ingilizce 6grenen Tiirk &grencilerinin Yabanci Dil Haz ve Yabanci Dil
Kaygisinin sebeplerini daha 1y1 anlamak i¢in hem egitmenler hem de 6grencilerle yari
yapilandirilmis goriismeler yapilmustir. ilk asamaya toplam 184 grenci katilmis ve
ikinci asamaya goniilliiliik esasina dayali olarak 12 6grenci ve 8 goniillii 6gretmen
katilmistir. Bu ¢alisma, Tiirkiye’de yiiksekogretim diizeyinde 6grenim goren Ingilizce
ogrenen dgrencilerin, Ingilizce 6grenmekten yiiksek diizeyde haz duyduklarmi ve orta
diizeyde kaygi duyduklarim1 gostermistir. Ayrica, Yabanci Dil Haz ve Yabanci Dil
Kaygisi arasinda zayif-orta diizeyde bir iligki bulunmustur. Yabanct dil haz
kaynaklarina iliskin olarak, Ingilizce &grenenlerin, olumlu siif atmosferi, olumlu
ogretmen tutumlari, eglenceli ve yeni etkinlikler ve Ingilizce &grenirken asama
kaydetmenin farkina varilmasi saptanmistir. Yabanci dil kaygist ile ilgili olarak ise
ogrencilerin Ingilizce konusamama, basarisizlik korkusu, siav kaygisi, yanls telaffuz
korkusu, gramer bilgisinin azhig1 ve Ingilize Ogrenirlen ilerleme kaydedememe
sebebiyle kaygi duyduklarimi ortaya cikarmistir. Calisma sonunda bazi pedagojik
¢ikarimlar sunulmustur.

Anahtar Kelimeler: Yabanci Dil Hazzi, Yabanci Dil Kaygisi, Yabanct Dil Olarak

Ingilizce Ogrenenler, Pozitif Psikoloji



ABSTRACT
Investigating Foreign Language Enjoyment and Foreign Language Anxiety Among

EFL Learners at a State University in Tiirkiye

Gamze DEMIRTAS CELEBI

Department of Foreign Language Education
MA Programme in English Language Teaching
Anadolu University, Graduate School, May 2025
Supervisor: Assoc. Prof. Gonca SUBASI

This study was carried out to measure the levels of Foreign Language Enjoyment (FLE)
and Foreign Language Anxiety (FLA) of Turkish learners of English studying at a state
university in Turkiye. Finding out the relationship between these two widespread
emotions and the primary sources behing these emotions were the other purposes of the
study. In order to attain these goals, Foreign Language Enjoyment Scale (FLES) and
Foreign Language Classroom Anxiety Scale (FLCAS) were administered to discover
the levels of these emotions and the link between them. Also, semi-structured
interviews were held with both the instructors and the learners to discover the sources of
these two emotions. A total number of 184 students took part in the first stage, and 12
learners and 8 volunteer instructors participated in the second stage. The study
demonstrated that EFL learners studying at a tertiary level had a high level of
enjoyment and a moderate level of anxiety. Besides, a weak-to-moderate relationship
was found between these emotions. Regarding the sources of FLE, it was discovered
that participants had enjoyment thanks to positive classroom atmosphere, positive
teacher attitudes, enjoyable and novel activities, and self-realization of progress. With
respect to FLA, the study uncovered that learners felt anxious due to not being capable
of speaking English, fear of failure, test anxiety, fear of mispronunciation, scarcity of
grammatical knowledge and failure to progress. The study offered some pedagogical
implications in the end.

Keywords: Foreign Language Enjoyment, Foreign Language Anxiety, EFL Learners,

Positive Psychology
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CHAPTER 1 INTRODUCTION

This research study aimed to discover the levels of Foreign Language Enjoyment (FLE)
and Foreign Language Anxiety (FLA) of the tertiary level students at a state school in
Turkiye along with the link between these emotions. The main sources of these two
common concepts were also investigated in detail and tried to be uncovered. This
chapter briefly presents the background of the study (1.1), the statement of the problem
(1.2), the purpose of the study (1.3), the significance of the study (1.4), assumptions
(1.5), limitations (1.6), and the definitions (1.7).

1.1 Background of the Study

Learning a language is considered to be in a close relationship with human psychology
(Kiziltepe, 2023). People experience a great deal of emotions such as contentment,
boredom, anxiety, enjoyment, or anger during their foreign language journey (Choi and
Jang, 2022). Several researchers, thus, have undertaken studies to reveal the possible
effects of “‘affect’” (Maclntyre, 1995; Horwitz 2001, Saito et al., 1999; MacIntyre and
Gregersen, 2012; Dewaele and Macintyre, 2016) on language learning. Affect is an
umbrella concept under which it is possible to find disparate constructs and behaviors
(Scovel, 1978), and affective variables refers to an individual’s ‘‘emotionally relevant
personality traits’> (Gardner and Maclntyre, 1993, p.1) that could possibly have an
impact on the way she / he responds. Affective processes are considered to be the core
to emotions (Fellous and LeDoux, 2005, cited in Pekrun, 2006) and the affective turn,
which mainly addresses emotions of the learners in this sense, has made it possible for
students to manage their emotions and accordingly their learning process (Richards,
2022).

As it was stated, ‘‘anxiety is an unpleasant emotional state or condition which is
characterized by subjective feeling of tension, apprehension, and worry by activation or
arousal of the autonomic nervous system.’” (Speilberger, 1983, p. 482) It is a situation
experienced by all the people (Gosiewska-Turek, 2018), and in today’s world, it is

among the most commonly-encountered and felt emotions (Suleimanova, 2013).

With the preliminary study of Gardner and Lambert in 1972, Second Language
Acquisition (SLA) researchers have been interested in affective factors such as

motivation, integrativeness, anxiety and attitudes in language learning and how these



can interfere and affect the learning process (Horwitz et al., 2010). Chastain (1975)
asserts that affective factors such as anxiety, creativity and reserved personality have as
much impact as ability factors on language learning. Many of the studies conducted so
far have focused on the negative emotions, mainly anxiety (Young 1990; Aydin 1999;
Oztiirk and Giirbiiz, 2014). Gardner (1985) suggested in his socio-educational model
that two affective variables are especially significant, which are motivation and
situational-anxiety in acquiring a language. This anxiety is mainly linked to learning

and / or using the target language (Gardner and Maclintyre, 1993).

Since the aim is to repair what is broken, or bent in human psychology especially after
World War 11 (Seligman and Csikszentmihalyi, 2000), positive emotions were taken for
granted for many years not only in psychology but also in education. Due to the close
link between psychology and learning, anxiety was the main focus of the research in
second language learning (SLA), or foreign language learning (FLL). Due to its visible
effects on the learners themselves or language proficiency of the learners, anxiety found
itself a great place in literature. Consequently, positive emotions such as gratitude,
contentment, and well-being were given little time and effort, and indeed they have still
been waiting to be investigated in the field of language learning (Maclintyre and Mercer,
2014).

As it is well-known, foreign language learning involves achieving competence in four
skills: listening, speaking, reading and writing. Once the language learning process
comes to an end, learners are expected to show proficiency in several language areas
such as pronunciation, grammar, discourse as well as four language skills (Aydin,
2008). Therefore, for a majority of students, learning a different language could be an
anxiety-provoking situation during a foreign language class and outside the classroom.
Krashen stated (1982) that anxiety contributes to an affective filter, which causes
students’ not to fully grasp the comprehensible input presented by the teachers let alone
to express themselves. The anxiety encountered by the students, thus, leads to their
demotivation, avoidance to take part in activities with peers, or hesitation to make their
feelings clear (Ozkan, 2019).

Foreign language anxiety can be regarded as a specific situation anxiety since it is
peculiar to language learning situations, which leads to situation-specific negative

reactions of the language learners (Horwitz et. al, 1986; Uzun, 2017). This type of



anxiety might have some negative physical effects such as trembling, stammering,
blushing, sweating, and swallowing more than usual (Kasap and Power, 2019) or
psychological effects like demotivation, avoidance, skipping classes, negative attitudes
towards the native speakers of the language or negative attitudes towards language
learning. Owing to its negative effect of anxiety on language learners’ psychology and
linguistic performance, there has existed a need for extensive research into the main
causes and effects of it in the field of foreign language learning and teaching, which can
be seen in many studies worldwide (Young, 1991; Aida, 1994; Gregersen and Horwitz,
2002; Tercan and Dikilitag, 2015; Resnik et al., 2023).

However, positive psychology has been successful in changing the primary focus of
research from negative emotions, in particular, anxiety to more positive ones like
enjoyment, appreciation, and gratitude. This positive change was regarded as ‘‘a
positive rebirth’’ (Guo et al., 2022, p.4) in the research areas regarding foreign language
learning. This positive change in the literature points out the constructive impact of
such positive emotions as zest, gratitude and wellness (Oladrostam et al., 2022), and
these positive emotions have something to offer for personal development and
connection through society (Friedrickson, 2001). This shift in research makes a lot of
sense due to the fact that learners also experience contentment, enjoyment or some
other positive emotions (Jin and Zhang, 2018). Dornyei and Ryan (2015) blamed the
cognitivist foundation since they thought researchers did not prioritize studying positive
emotions. Nevertheless, it is possible to encounter studies focusing on Foreign
Language Enjoyment (FLE) in various research contexts (Dewaele and Maclintyre,
2014; Ustuk and Aydin, 2018; De Smet et al., 2020). Positive psychology has
highlighted the significance of Foreign Language Enjoyment (FLE) in the field of
foreign language learning. It is considered as one of the positive emotions that enables
learners to be aware of their capability and utilize it to its greatest extent (Ahmadi-Azad
et al., 2020). Since the onset of the millennium, FLE has managed to capture the

research attention in various contexts thanks to the studies conducted worldwide.

Positive emotions could surface under the effects of various contextual factors such as
teachers, classroom atmosphere or environment, extra curricular exercises (Pavelescu
and Petric, 2018) as well as learner-related factors like learner beliefs regarding the

acquisition of the target language, self-realization of progress, motivation to learn the



language and learner self-esteem. It is also regarded accurate that the learners’ emotions
are rather dynamic and they show difference in the way they emerge (Li et al., 2018),
which has made room for several studies to be conducted worldwide (Boudreau et al.,
2018; Botes et al., 2020; Aydin and Denkgi-Akkas, 2023).

In the Turkish context, learning English is compulsory in almost all the universities in
Turkiye, and the learning process is sure to bring about positive or negative emotions
within the learners. Since the aim is to help learners acquire the language, learners’
positive emotions regarding the language learning are particularly important. Besides,
FLA, which could be a barrier against learning the language properly, needs to be
reduced to a manageable level so that it will not stand as a barrier any more. Therefore,
finding out the factors contributing to learners’ enjoyment and the reasons leading to
higher anxiety levels could be significant and hold promise in order to alleviate the
effects of their negative emotions and increase the joy they experience in the language
classrooms. Hence, this study was designed to uncover how much FLE and FLA
earners had, and the preliminary sources behind these emotions. The study could be
promising since it provided some suggestions with an aim to enhance their joyful

experiences and decrease their language anxiety.
1.2 Statement of the Problem

Researchers' keen interest with respect to Foreign Language Enjoyment has gained
momentum thanks to its positive impact on learners’ general happiness and turning the
language acquisition or learning into a more enjoyable and a less demanding process (Li
et al., 2018). Thanks to the welcoming of positive psychology into Second Language
Acquisition (SLA) by Gregersen and Macintyre (2012), FLE has been studied and by
various researchers to examine factors contributing positively to foreign or second
language learning (Li et al., 2018; Resnik and Schallmoser, 2019; Aydin and Denkgi-
Akkas, 2023) in various contexts. Foreign Language Enjoyment Scale (FLES), which
was devised by Dewale and Macintyre (2014) in their preliminary work, made it
possible to carry out plenty of studies worldwide. FLE has been examined with a
purpose to find out how much enjoyment learners possess and the primary sources of
this positive emotion. There have also been some studies which mainly focus on the
correlation between FLE and some other negative emotions, in particular, FLA (Ozer
and Altay, 2021; Pan and Zhang, 2023; Zare et al., 2022; Wu, 2024). Investigating



positive emotions in a detailed manner will definitely offer a new understanding of the
language learning process and further our understanding as to the nature of it
(Maclintyre and Dewaele, 2014).

Literature has shown that FLA has been examined through various perspectives in
different contexts (Price, 1991; Aida, 1994; Cheng, 2002; Aydin, 2008; Sozer, 2024).
Nevertheless, when it comes to FLE, it is possible to state that studies on FLE are on the
increase, and it attracts scholarly attention around the world (Dewaele and Dewaele,
2020; Li, 2020; Ahmadi-Azad et al., 2020). In particular, studies investigating two
prevalent emotions, FLE and FLA, are among the ones that capture researchers’ keen
interest (Su, 2022; Lodej and Osmala, 2024; Botes et al. 2022; Dewaele and Priotti
Ergiin, 2020) under the effects of positive psychology. In this regard, the present study
was designed to discover the effects of FLE in relation with FLA in a Turkish context.
Despite a few studies conducted in Turkiye (Uzun, 2017; Aydin and Denkgi-Akkas,
2023; Yesil¢inar and Erdemir, 2023; Cobanogullar1 et al., 2025), this study aims to
bring new insights into the literature by discovering the major sources of anxiety and
enjoyment of Turkish learners at a tertiary level. Since causes of anxiety and enjoyment
are peculiar and unique in each and every context, this study can contribute to literature
by involving the two stakeholders, learners and instructors, in the process. With the help
of two scales, FLCAS and FLES, the most anxiety and enjoyment provoking situations
were determined, and then teachers and students were invited to make the picture a little
clearer. Hence, the study could be promising to further our understanding into the issue
and provide novel pedagogical implications, which could be beneficial for learners,
instructors, curriculum developers, textbook writers, and English Language Teaching

(ELT) departments of the universities.
1.3 Purpose of the Study

English is probably the most studied foreign or second language all around the world
and has an important place in the global market since it is the common language used in
communication, science, technology, education, and business. (Kral'ova, 2016). Thus,
studying a foreign language, mainly English, has long been a must at universities in
Turkiye. Because it is a compulsory subject or the language of instruction in most
universities, it has a direct effect on learners’ wellbeing, and their success. Taking a

foreign language class, indeed, could be an intimidating experience for some students,



which causes them to state great hardship and a lower level of linguistic proficiency
(Onwuegbuzie et al., 1999). As it is studied intensely, it leads to anxiety among some
Turkish learners of English (Dalkilig, 2001; Aydin, 2008; Doyman, 2020; Ozkan,
2019). However, despite the fact that learning English is mandatory, the language
learning process or the language itself can bring about enjoyment as well. When
learners believe that learning is fun and worthwhile, they expand their horizon of
thinking and this results in more frequent use of various learning strategies and making

use of the learning process more effectively (Jin and Zhang, 2018).

Positive and negative emotions are thought to function in a seesaw manner by many
people; that is to say, when one goes up, the other goes down (Dewaele et al., 2016).
Nonetheless, Dewaele and Maclintyre (2016) state that they do not operate in this way
necessarily, but instead they could operate quite distinctly. This could result from the
different nature of the tasks or individuals, or the methodology the teachers employ
along with many other factors. Positive emotions such as joy, pride, contentment, grit or
love might be considered as the direct opposite end of negative emotions like anger,
hate, boredom or anxiety. However, the negative link between these emotions is open to
discussion and can be questioned to understand the rationale lying behind it. In the
present study, English language learners’ enjoyment was intended to be studied in
relation to their English language anxiety. First, the level of FLE and FLA of the
participants were to be investigated along with the main causes in light of the Foreign
Language Enjoyment Scale, FLES, and Foreign Language Classroom Anxiety Scale,
FLCAS. Then, the study was set to find out the relationship between these two
emotions together with the semi-structured interviews, which were held with the
learners of English and the instructors of the language in the same institution. Since
emotions are regarded as a sociocultural concept which is in close relation with both the
personal traits and relationships within the social contexts (Richards, 2022), not only
learners of English but also the teachers of English were invited to participate in the
study. They provided valuable data concerning the sources of FLE and FLA through

semi-structured interviews.
The research questions of the study were as follows;

1. What are the levels of Foreign Language Enjoyment and Foreign Language Anxiety

among Turkish EFL learners at a state university in Turkiye?



2. What is the relationship between Foreign Language Enjoyment and Foreign

Language Anxiety among Turkish EFL learners at a state university in Turkiye?

3. What are the main sources of Foreign Language Enjoyment and Foreign Language
Anxiety according to students and instructors of English at a state university in

Turkiye?

Discovering the levels of FLE and FLA was especially useful in finding out the general
picture of learners’ emotions and attitudes towards the language learning process. The
most and the least rated items in the scales were a helping hand to analyze the most
anxiety-causing or enjoyment-inducing situations among the learners studying English
intensively at a university. Semi-structured interviews could also make it possible to
make learners’ and instructors’ voices to be heard, which in turn might provide new
insights into the reconstruction of the curriculum. This can also make teachers realize
the importance of emotions, some personality traits, individual differences of learners in
the process and give special care and attention to them. Learners can also raise their
awareness of the emotions and their effects on language learning. By highlighting the
positive emotions rather than negative ones, the study aims to bring a new positive
dimension into the learning / teaching situations and bridge the gap in understanding
main sources of FLE and FLA along with the relationship between the two emotions at

a Turkish state university.
1.4 Significance of the Study

For many years, the main focus of the research was on the negative emotions and its
impact on the learners (Maclntyre, 1995; Horwitz, 2010; Aslan and Thompson, 2021).
However, with the flourishing of positive psychology and the positive emotions in the
language learning domain, researchers have directed their attention to the positive sides
of the learning / teaching process and its impact on the learners. This positive shift in
studies meant a departure from anxiety-research tradition (Jin and Zhang, 2018). With
the preliminary study conducted by Dewaele and Macintyre (2014), researchers have
begun to question and stress the significance of positive emotions, mainly foreign
language enjoyment, on learners’ attitudes towards language learning and the language

itself.

There have been many studies conducted with the purpose of discovering FLA among
Turkish learners of English in Turkish context (Aydin, 1999; Bekleyen, 2008; Subast,



2010; Cagatay, 2015; Karatas et al., 2016). Some of these studies (Kesen and Aydin,
2014; Kasap and Power, 2019) also included instructors of English to shed light on the
issue of foreign language anxiety or a specific type of anxiety. Even though there are a
few studies conducted (Ozer and Altay, 2021; Yesilgmar and Erdemir, 2023; Kilig,
2024) on learners’ FLA and FLE in different contexts, there is still a scarcity of
research into FLE of the learners enrolled in language schools of state universities in
Turkiye (Kaplan, 2022). To the best of the researcher’s knowledge, this present study
could be one of the few studies that investigate the relationship between FLE and FLA
of the learners at a tertiary level in Turkiye. Thus, the data obtained from the study
could provide valuable insights into the issue of FLE and give some pedagogical
implications regarding the language teaching and learning context. Besides, the study
could help learners of English to understand the main causes of anxiety, making them
aware of them and could divert their attention to the positive sides of the English
learning process. Focusing on the positive emotions will be beneficial in their efforts
and motivation to learn English and has the potential to be a driving force towards
acquiring the language. Positivity brings new perspectives and alleviates the FLA
experienced by the learners to some extent. Qualitative data, which were obtained from
the learners and the instructors in the same institution, revealed the situations in which
FLA and FLE emerged. This can pave the way for the reformation of the activities in
the classroom or the teaching procedure in the classroom environment and their
integration into the curriculum. Language teachers, language learners, pre-service
teachers, curriculum developers can benefit from the pedagogical implications to make
the learning / teaching process more enjoyable and fun. By realizing the effects of
positive emotions, learners could use their potential to the fullest in their language
learning journey. Contrary to the common belief that language classes may be dull and
anxiety-provoking, suggestions can be taken into consideration to prove that language

learning can indeed result in enjoyment.
1.5 Assumptions

This research study was conducted with some assumptions. With regard to how much
foreign language enjoyment and foreign language anxiety learners possessed, it was
assumed that learners at these A2 level classrooms had a high level of enjoyment and a



low level of anxiety since the data were collected at the beginning of the term when the
students were the most motivated and eager to attend the lessons.

Furthermore, the link between FLE and FLA was considered to be negative despite
being coexistent. The assumption was that learners who were highly anxious were
likely to possess a low level of enjoyment, or vice versa. Due to the fact that these
emotions were found to function in different dimensions in some previous studies
(Jiang and Dewaele, 2019; Aldabeeb, 2021; Ozer and Altay, 2021; Liu and Wang,
2023) the same assumption was made regarding the negative correlation between FLE
and FLA.

Finally, with respect to the primary sources of FLE and FLA, different assumptions
were made based on earlier studies conducted in Turkiye (Aydin, 1999; Cubukeu, 2008;
Oztiirk and Giirbiiz, 2014; Aydin and Denkgi-Akkas, 2023; Kilig, 2024; Cinkiling-
Ozkilig, 2024). The primary source of FLA was expected to result from frequent
assessment tools and speaking the language. That’s to say, test anxiety and
communication comprehension were thought to be the reasons behind FLA.
Furthermore, regarding the FLE social dimensions of foreign language classes, peers
and teachers with a positive friendly learning atmosphere were considered to have a

positive impact on learners’ enjoyment levels.
1.6 Limitations

The current study is not without limitations. First of all, this study was carried out with
the learners studying in elementary level classrooms. Thus, it is not possible to
generalize the findings of this study to all EFL learners. Besides, the level of enjoyment
and anxiety was measured at the onset of the fall term, when learners had the highest
level of motivation and willingness to turn up for school. Since these emotions are
dynamic and open to change, they could change towards the end of term or in the spring

term.

This study was a mixed-methods study with two scales, FLES and FLCAS,
administered in the first stage. Several important findings were uncovered in line with
the quantitative data; however, the results gathered from these tools rely on the honesty
and individuality of the participants. In addition, the second part of the study consisted
of semi-structured interviews with learners and the instructors at the same school.

Hence, the primary sources regarding the FLA and FLE were found out with the



individual responses. For this reason, the major sources of FLE and FLA should not be
generalized to EFL learners in Turkiye and abroad.

1.7 Definition of Terms

Anxiety: ‘‘Anxiety is an emotion characterized by feelings of tension, worried

thoughts, and physical changes like increased blood pressure.”’

Enjoyment: It is a positive emotion that is related to feeling the joy of the experience in

a specific situation.

Foreign Language Anxiety: It is ‘‘a distinct complex of self-perceptions, beliefs,
feelings, and behaviours related to classroom language learning arising from the
uniqueness of the language learning process. (Horwitz et al., 1986, p.128)

Foreign Language Enjoyment: It is a feeling attributed to positive psychology and
emerges in situations where foreign language learners have fun while using or learning

the language, and strive to use their capabilities to the fullest.

Positive Psychology: It examines the way people flourish, looks for the virtues and the

ways people enhance their potentials (Choi and Jang, 2022).

Broaden-and-build Theory: It suggests that positive emotions resulting in positive
experiences expand people’s thought-action responses, and this helps them to create
enduring individual resources, which comprise not only physical and intellectual
resources but also social and psychological ones. (Fredrickson, 2001)

The Control-Value Theory of Achievement Emotions: The theory suggests that
judgement of the control and values are basics of achievement emotions, involving such
emotions as enjoyment, boredom, annoyance resulting from activities or outcome
emotions such as joy, shame, anger resulting from achievements or failures. (Pekrun,
2006)
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CHAPTER 2 LITERATURE REVIEW

2.1 Introduction

The present study aims to find out the levels and the causes of foreign language enjoyment
and anxiety of EFL learners studying at a state university in Turkiye. Therefore, this chapter
is divided into two basic parts: Foreign Language Anxiety and Foreign Language
Enjoyment. Theoretical concepts and several empirical studies related to these two
prevalent emotions were examined in detail. First, main sources, types, effects of FLA were
presented. Several studies conducted in Turkiye, and in various contexts were briefly
provided. Then, FLE, which shows itself in the literature through the integration of positive
psychology into the second and foreign language learning, was analyzed in detail. Findings
of several studies carried out with respect to FLE were outlined. Finally, empirical studies
conducted with the purpose of discovering the relationship between FLA and FLE were
presented with their findings.

2.2 Foreign Language Anxiety

Humans can never be thought to exist with their emotions kept aside. Since emotions can
exert a great influence on people’s interaction or their learning a foreign language, they
have to be dealt with great caution. They are vital for learners to path the way and process
their own learning (Richards, 2022). Some personality traits such as self-esteem, empathy
and introversion are considered as the affective variables in close relation with human
emotions and moods (Kiziltepe, 2023). However, when it comes to learning a foreign
language, negative emotions show itself in the research domain, mainly as foreign language
anxiety. FLA is a concept difficult to understand due to its multidimensional and
multifactorial construct, which can depict the complexity of humans itself. (Kral'ova, 2016).
Thus, FLA has been researched and examined intensely due to its complexity and its

impact on language proficiency.

Scovel (1991) argues that anxiety is a psychological notion and it is considered as a
condition of worry or uneasiness that could possibly be in relation to a specific object.
However, when language learning is concerned, FLA is a type of anxiety experienced by
students when they are required to perform a task by using the language inside or outside
the classroom. Gardner and Macintyre (1993) state that anxiety which results from

language use is a type of nervousness experienced by learners of language in a foreign
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language class or any situation requiring language use. It is attributed to a stable personality
trait or characteristic which causes an individual to become nervous or feel uneasiness

during a language task in the second or foreign language.

Tobias (1986) argues that anxiety has a direct negative effect on people’s capability to
absorb or receive information presented to them, process it in their minds and put it into
active use when needed. In other words, when people are anxious, they can’t fully grasp
what the message is, or what others are trying to convey. Consequently, they can’t respond
in a proper manner. In language classroom settings, anxiety surfaces during these three

main processes affecting each of them in a negative way (Macintyre, 1995).

As Zhiping and Paramavisam (2013) stated, plenty of people possess the fear of performing
well in the second language, which can hinder their performance and success drastically.
This type of anxiety causes people to get lower grades in exams, or underperform when
they are supposed to carry out a language task although they can be skillful in language use.
To put it in better terms, people suffering from a high level of language anxiety might have
a psychological and mental barrier against learning the language even though they may be
accomplished and promising in other subjects (Horwitz et. al, 1986). In fact, it is highly
probable that students with anxiety struggle with FLA (Doyman, 2020), and once language
anxiety has become a lasting feature, it could have permanent effects on future language
learning (Aydin, 1999).

There could be a number of learner-external and learner-internal reasons lying behind FLA.
Internal reasons basically refer to the learner itself whereas external factors refer to the
sources that an individual cannot change or control. In terms of internal reasons,
perfectionism (Gregersen and Horwitz, 2002), low self-esteem (Young, 1991), negative
self-evaluation (Liu, 2006) could be listed among many others. However, external factors
are mostly related to classroom procedure (Kavacik, 2015), teacher attitudes, culture,

classroom activities (Katalin, 2006) with many other possible sources.

Depending on the level of the FLA, the effects of it can easily be recognizable in the
classroom. Learners possessing high levels of anxiety may suffer from physical symptoms
such as going red, fiddling with hair, heart pounding, sweating or trembling when they are
anxious. Alternatively, they generally deal with less complicated tasks, skip classes, avoid
uttering complicated sentences, distract the teacher or write shorter essays (Suleimanova,
2013).
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Since people’s tendency to deal with anxiety differs significantly (Speilberger, 1972), they
develop some strategies for coping with it such as keeping silent, avoiding eye contact,
sitting passively, and some expressive reactions like smiling, laughing, fidgeting hair
(Zhiping and Paramavisam, 2013), or simply they don’t attend the classes to avoid the

possible anxiety they might experience in the lesson.

In order to reduce anxiety, there could be some strategies depending on the learner itself,
the learning environment including teachers. To illustrate, regarding the teachers, they can
provide learners with more authentic situations to practice the target language, or should
inspire them to take part in study abroad programmes (Cagatay, 2015). They can also create
a friendly learning environment where mistakes are welcome. Alternatively, they can make
use of positive psychology intervention (Hammill et al., 2022) in order to lower their
anxiety and boost their enjoyment. Besides, learners can take control of their own learning
and develop strategies to alleviate the effect of this negative emotion such as using
mindfulness strategies, or breathing exercises when their anxiety exerts too much impact

that hinders their learning or performance.
2.2.1 Theoretical concepts related to foreign language anxiety

Foreign language anxiety has been a source of interest not only for psychologists but also
researchers in second and foreign language learning due to its negative associations with
failure or stress. Onwuegbuzie et al. (1999) state that anxiety experienced while learning a
foreign language predicts linguistic proficiency the most. Therefore, it is frequently thought
to have a negative impact on people’s behavior. However, Alpert and Haber (1960) suggest
that anxiety can be both facilitating and debilitating. Facilitating anxiety can be a driving
force towards success, keeping people motivated and anxious with just the right amount.
On the contrary, debilitating anxiety affects people negatively and prevents them from
achieving what has been intended, such as delivering a speech in front of people, making
presentations or getting a high grade in an important exam. Scovel (1978) states that
facilitating anxiety has the potential to motivate a person. That means, when a learner
possesses a certain degree of anxiety, it can keep him / her motivated and alert. In other
words, FLA might have a positive impact when the right amount of anxiety is possessed by
the learner due to the fact that facilitative anxiety can increase concentration, memorization,
retrieval, participation and also linguistic performance of the learner (Kiziltepe, 2023).

However, in the field of foreign language learning, anxiety has mostly been considered to
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have a negative effect on learners’ linguistic achievement, bringing about avoidance
behavior (Scovel, 1978) such as not actively engaging in the activities, remaining silent,

sitting passively at the back rows or avoiding maintaining eye contact with the teacher.

In a general sense, anxiety can be divided into two main categories: trait anxiety and state
anxiety. Trait anxiety is enduring, or in better words, lasting a long time. It can manifest
itself and can be recognized easily in such situations as applying to a job, meeting a
deadline or simply completing a task in time. It is not uncommon to see people who are
more likely to get anxious or nervous in a situation that does not necessarily lead to anxiety.
To illustrate, it is possible to notice some people in traffic, while standing in a queue to get a
ticket, or waiting for a bus. These people tend to be recognizable through their behavior,
and manners. However, Spielberger (1972) argues that although anxiety does not show
itself in the way people behave, it can also be inferred from the intensity of a person’s high
anxiety level in anxiety state as the time passes. That is to say, when people experience too
much state anxiety over time, it has the potential to turn into trait anxiety. In a language
learning environment, people possessing trait anxiety tend to be anxious during foreign
language classes even when there are not any type of anxiety-provoking situations
occurring. These learners are likely to get more stressed out when they sit an exam and they

are supposed to perform a task in front of peers or others.

State anxiety, on the other hand, can be regarded as a temporary apprehensive experience
(Gardner and Maclntyre, 1993), which can be encountered in some possible anxiety-
provoking situations. Spielberger (1972) states that when a person considers a situation or
stimulus as something that has the potential to harm or threaten, an anxiety state emerges.
While learning a language, some students might suffer from state anxiety due to some
specific language situations like giving a presentation, retaking an exam, or writing an
essay. The difference between state anxiety and trait anxiety is presented below in Table
2.1.

Table 2.1
Distinction Between State and Trait Anxiety

Trait Anxiety: a permanent predisposition  State Anxiety: a type of anxiety related to
to be anxious some particular event or act

Source: Dalkilig, 2001, p.70.
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Foreign language learning, in this aspect, is regarded as a situation-specific anxiety under
the category of state anxiety due to its unique nature of learning situations (Horwitz et al.,
1986). Nevertheless, if learners are anxious in general; that is to say, if they possess trait
anxiety, they tend to be nervous when the language learning is concerned. In other words,
when students of a language are anxious or are prone to get anxious, they are also likely to
have anxiety during a language learning process. Maclntyre (1995) postulates that state
anxiety could be regarded as the reaction itself, and trait anxiety as the response to a

situation in an anxious state.

In order to measure the level of anxiety, three different measures have been developed,
behavioral tests, the subject's self-report of his / her own feelings, and physiological tests
showing heart rate, sweating, blood pressure etc. (Scovel, 1978). However, Scovel stated in
the same aforementioned study that the measurement of anxiety in the literature yielded
different results mainly due to the lack of an accurate and reliable measurement in the field
of FLA. In response to his call for an accurate measurement of language anxiety, Horwitz et
al. (1986) developed the well-known FLCAS (Foreign Language Classroom Anxiety Scale)
scale (Shao et al., 2019). Over the years, it has become one of the most common and
reliable ways of discovering the level of language anxiety among language learners. The
original or edited forms of the scale have been used by many researchers all around the
world (Aida, 1994; Aydin, 1999; Toubot and Seng, 2018). The scale has internal reliability
with a percentage of .93, which encouraged many researchers to use it in their studies. Aida
(1994) states that the FLCAS is a reliable data collection instrument, regardless of whether
the language is European or not. In addition to this well-known and appreciated scale,
researchers have also developed and used specific scales to measure FLA focusing on a
specific skill (Kral'ova, 2016). These include Second Language Speaking Anxiety Scale,
(Woodrow, 2006), Foreign Language Speaking Anxiety Scale (Huang, 2004), Foreign
Language Listening Anxiety Scale, and Foreign Language Reading Anxiety Scale (Saito,
Horwitz, and Garza, 1999).

According to Horwitz (1986), the main components of FLA can be analyzed under three
headings: communication apprehension, test anxiety and fear of negative evaluation.
Communication apprehension can be easily seen among the students who are really shy and
tend to avoid speaking activities due to the worries that they have about interacting with

other people. It occurs when learners have the ideas or thoughts that they cannot express
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due to their fear of getting into authentic communication (Gosiewska-Turek, 2018).
Students who are apprehensive in terms of communication, show more reticence in
conversations with other people (Aida, 1994). These learners mostly prefer staying in the
last rows of the classroom and try not to make eye contact with the teacher. Nowadays,
some of the learners even seem to be on their mobile phones whenever this type of
speaking anxiety appears. As for test anxiety, it can be easily recognized when students are
required to take a test, quiz or any other types of evaluation. Some of these students could
have high expectations of themselves to perform well and feel this burden on their
shoulders during the evaluation process, which might end up with getting low scores
despite having sufficient knowledge or sometimes even overstudying. Students suffering
from test anxiety have a tendency to see the language learning process as a testing situation
instead of an opportunity to improve their skills (Zhiping and Pramavisam, 2013). Among
the evaluation methods, oral exams or presentations cause the most anxiety (Horwitz et al.
1986) since students are supposed to speak out on the spot sometimes without getting
enough time to prepare. Tercan and Dikilitag (2015) stated that learners experience a
sustaining anxiety particularly in test-oriented language teaching communities. Although it
is similar to test anxiety, fear of negative evaluation is another factor bringing about anxiety
in the learners. Fear of negative evaluation, which is also referred to as ‘‘social evaluation
apprehension’’ (Gardner and MaclIntyre, 1993, p.5) poses a problem for learners since it
requires presenting oneself in another language. However, it is not restricted to test
situations, and it can appear in various situations such as debates, discussions, having to
answer the teacher’s question, making a presentation, writing a review etc. Aida (1994)
posits that learners who are worried about negative evaluation of their peers, tend to sit
passively in the classroom, not engaging in activities that could possibly improve their
language skills.

Figure 2.1

Main Components of Foreign Language Anxiety

Source: Horwitz et al., 1986
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Social anxiety is another concept in close relation with FLA. It concerns people’s
worries about negative evaluation of other individuals. Socially anxious individuals
tend to avoid starting or engaging in communication and flee to anxiety-free situations
(Gosiewska-Turek, 2018). Since language learning requires people to interact with
other people in real or imaginary social settings (Young, 1990), anxiety emerges in
foreign or second language learning classrooms. When people possess social anxiety, it
manifests itself the best in communication with other users of the language or during
such activities as oral presentations, debates, role-plays to learn different functions of
the language. Sometimes it is also possible to notice these socially-anxious learners at
the last rows of the classroom, avoiding any type of interaction or eye contact with their

peers or the teachers.

When considered together, FLA is regarded as a situation-specific anxiety, which might
result from individuals’ personal traits or the language situation itself. It can be
observed in language classes quite a lot due to its physical or psychological impacts on
learners. When learners are socially anxious, they tend to avoid any type of oral
communication with other people, too. Anxiety can be noticed in such behaviours as
skipping classes, sitting passively in the last rows, occupying oneself with smartphones.
Besides, anxious learners might show physical signs of anxiety and discomfort such as
trembling, going red, or stammering. However, FLA could have not only debilitating
effects, but also facilitating effects on learners, as well. Facilitating anxiety keeps
learners goal-oriented and motivated while debilitating anxiety has a negative impact on

learners’ linguistic achievements and their emotions.
2.2.2 Types of foreign language anxiety

Linguistic achievement involves competency in all the four skills of the language;
namely, listening, speaking, writing and reading. Horwitz et al. (1986) stated that
according to counselors, listening and speaking are the skills that cause the highest level
of anxiety. According to Young (1990), however, speaking anxiety is the most common
anxiety-provoking type of skill stated by the learners themselves. Considering all the
skills, it would be accurate to claim that speaking, or oral production in another
language, is the skill which triggers the most anxiety among the learners. In fact, it is
likely to see learners with a high level of anxiety when they are required to give a

presentation, or listen to a foreigner and respond to him / her despite having a
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remarkable level of linguistic competency. Anxiety manifests itself best in such
situations as a conversation, or any type of oral production, and Toubot et al. (2018).
argue that difficulty in speaking skills have the potential to damage the entire image of a

learner in the classroom.

Foreign language speaking anxiety is the most common anxiety faced by the students
owing to the nature of it since there are quite a few processes involved when it comes to
speaking performances. Students need to understand the content or the message, and
then need to be able to provide some sentences using accurate grammatical as well as
lexical knowledge. In addition, they need to be able to think about the pronunciation of
the words and even stress and intonation patterns. Mitha et al. (2018) also suggest that
background knowledge about the topic, culture, and discourse are important in this
process. Communicating in another language, thus, is a risk-taking process and turns
out to be chaotic for some speakers (Doyman, 2020). It gets even worse when students
are not provided enough time in advance. Hence, it puts pressure on students, some of
whom may end up not uttering even a single word. Despite its being an important issue,
Anandari (2015) claims that foreign language anxiety in speaking skills is not given
much importance by the EFL teachers most of the time, and it is urgent that they should
be aware of the existence of this anxiety. Similarly, Akkakoson (2016) recommends
that not only students, but also EFL teachers should accept the existence of the anxiety
encountered while speaking in the classrooms and develop proper anxiety-coping

strategies.

Oztiirk and Giirbiiz (2014) stated in their study that causes of speaking anxiety can be
classified under three headings: personal, education-related and environmental.
Personal sources concern students’ characteristics and personality traits such as having
low self-confidence, having a reserved personality, being perfectionist, fear of failure or
fear of making mistakes. Environmental causes concern mostly classroom atmosphere,
complexity of the tasks, harsh attitudes and correction of the peers and teachers, which
can be a component of fear of negative evaluation. The last source of anxiety,
educational sources, are associated with students’ educational background and it
generally results from having enough or no practice or instruction of the language

earlier in people’s lives. In a similar vein, Ozkan (2019) stated the major causes of
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speaking anxiety can be classified as social, educational, and personal factors affecting
significantly the performance of the speakers.

Foreign language speaking anxiety exists among many EFL learners all round the
world. The level and the factors leading to this specific anxiety vary significantly
depending on the students’ individual differences, their beliefs or educational
backgrounds along with many other reasons such as teachers’ manners, teaching
procedures (Subasi, 2010), and classroom atmosphere (Toubot and Seng, 2018). High
levels of anxiety might lead to some consequences like participation in conversations
minimally, failure to initiate conversations, becoming self-conscious and inhibited
speakers (Suleimanova, 2013). Thus, foreign language speaking anxiety has always
become an issue of growing interest among the researchers all round the world with the

purpose of finding a remedy.

Horwitz et al. (2010) states that even though most of the research has focused on second
/ foreign language speaking, there are also other studies regarding listening anxiety
(Kim, 2002; Zhang, 2013), reading anxiety (Sellers, 2000), and writing anxiety (Zhang
and Li, 2019). They argue that followed by speaking anxiety, listening anxiety is the
second most encountered anxiety among learners of a foreign / second language. Since
listening is one of the most basic skills in order to maintain a conversation, it provokes
anxiety among learners when they are supposed to start a type of oral interaction. Kim
(2002) states that in contrast to reading comprehension, listeners cannot control the
input due to the restricted opportunities for repetition and correction, thus it causes them
to feel worried and lose their attention. Listening comprehension can only be achieved
when a person understands what the other person is trying to get across. However, if
there is a gap between the two parts, communication breaks down, which might result
from_inadequate linguistic knowledge or background knowledge (Chang, 2008). When
a person does not have a sufficient level of vocabulary and phonetics, she or he may not
understand the other person’s intention or message. Similarly, when she or he lacks
background knowledge, she or he might not catch up with the flow of the conversation.
Listening apprehension may also emerge in a testing situation while students are
required to listen to a dialogue, podcast, or a text and answer questions accordingly. In

this sense, task type also seems to be an important factor in raising students’ anxiety.
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While some tasks only require recognition, others may require both recognition and
production, which can trigger anxiety of the learners.

Writing anxiety is another type of skill-specific anxiety during a language learning
process, but according to Liu and Ni (2015) it has been the skill that is most neglected
and the least studied one. Although it is neglected, we can easily see students with
writing anxiety in the classroom who tend to write shorter compositions or paragraphs
due to low linguistic proficiency in terms of grammar and vocabulary or who correct
themselves too much in order to produce the best version of their writing. Writing
anxiety of the learners can be visible when learners want to write perfect paragraphs or
essays trying to make use of sophisticated grammar and lexical structures or simply
refrain from complicated writing activities and write shorter paragraphs or essays to
play in the safe zone. Shang (2013) states that students who possess a high level of
writing anxiety have a hard time when they need to come up with ideas and these
learners are likely to write shorter and are not able to use accurate grammar and
mechanics. There could be possible reasons behind writing anxiety such as inadequate
language competence, perceptions of learners’ own writing competency, fear of errors,
perfection, low self-efficacy, negative evaluations of the teachers or testing situations.
Liu and Ni (2015) also argue that making an outline before the actual writing, being
unfamiliar with the genre, students’ ambition to write better sentences and limited
opportunities to train for writing all exert influence on learners’ writing anxiety. They

all possibly could play a significant role in determining students’ writing performance.

Reading anxiety is another type of FLA and according to Saito et al. (1999), it is quite
distinguishable from general language anxiety. They stated that there are two main
causes for reading anxiety; namely, not being familiar with the scripts and writing
systems, and unfamiliar texts about the target culture. They also argue that students’
earlier learning experiences, their motivation and self-beliefs might be predictors of
their reading anxiety. Hence, although reading skill is the one that allows for more time
to think and process, it could still trigger anxiety for some students, especially for
beginner students. It is predictable that since advanced learners are already familiar with
the writing systems and the alphabet, reading does not arouse anxiety; however, when
learners are unfamiliar with alphabets such as Cyrillic alphabet, they tend to get highly

anxious because they need to first decode and then grasp the meaning of the words. It
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could get even worse if the target culture is quite unfamiliar to them, such as French
culture for Korean students, or Japanese culture for Turkish students. Al-Shboul et al.
(2013) also posit that in addition to the difficulty of the texts, personal factors could be
vital in determining the reading anxiety of the learners. For instance, when learners are
nervous about reading effects and they are afraid of making mistakes, they tend to get
anxious during the reading process.

In brief, learners might suffer from FLA as a whole or they may possess specific-skill
language anxiety. Literature has demonstrated that speaking anxiety is the most
common type of anxiety, followed by listening anxiety due to their nature of being
spontaneous and involving many other linguistic capabilities such as accurate
pronunciation, stress, intonation, sufficient grammatical and lexical knowledge as well
as personal traits such as self-esteem, confidence in an interaction, fear of negative
evaluation. Despite not being as widespread as listening and speaking anxiety, writing
anxiety is another skill-specific anxiety stemming from such sources as fear of errors
and lower self-efficacy. The other specific-skill anxiety is the reading anxiety, which
results from being unfamiliar with the text or the culture and some personal traits. The
insanity and the levels of each anxiety, or FLA as a whole depend on learner-internal

and learner-external variables.
2.2.3 Causes of foreign language anxiety

There have been quite a lot of studies concerning foreign language anxiety in foreign
language learning field both in Turkiye (Oztiirk and Giirbiiz, 2014; Karatas et al., 2016;
Thompson and Khawaja, 2016) and in the other countries (Price, 1991; Liu and
Jackson, 2008; Tien, 2018) with the purpose of discovering the preliminary causes of
FLA. Clinical experience, different studies carried out worldwide, and personal
reflections all show that people suffer from anxiety during a language learning process
(Horwitz et al., 2001).

According to Horwitz et al. (1986), the main causes of FLA include test anxiety, fear of
negative evaluation, and communication apprehension. While test anxiety refers to the
anxiety encountered when an assessment situation is involved, fear of negative
evaluation mainly appears due to the negative attitudes of the peers or the teachers in

the classroom settings. Communication apprehension, however, means having worries
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or being nervous when a type of communication is required. This apprehension is

thought to be closely linked with trait anxiety.

Young considered six main sources of FLA as follows: ‘‘personal and interpersonal
anxieties, learner beliefs about language learning, instructor beliefs about language
teaching, instructor-learner interactions, classroom procedures and language testing’’
(1991, p.427). Personal anxieties can be considered in relation to various situations that
can possibly lead to anxiety in a person such as sitting an exam, delivering a speech, or
making a presentation in front of a crowd. On the other hand, interpersonal anxieties
emerge when other people are involved, particularly in classroom settings, or in a
conversation with a foreigner / native speaker. People may get worried about losing
face, being laughed at, or evaluated in a negative way by others, which causes them to
underperform or have such physical conditions as fast heartbeats, trembling and
sweating. In addition to these, learner beliefs about learning a language could be listed
among the most anxiety-provoking factors. Learners might have some unrealistic
expectations about their language performance or language learning in general;
however, when these expectations do not meet the reality, they tend to get unsure about
their linguistic achievement (Horwitz et al., 2010), and this makes them feel anxiety
during the process. Since language learning involves instructors and makes them an
important source of knowledge, instructor beliefs seem to be an important source of
language anxiety, too. Instructors may adopt different techniques or approaches when
they teach a foreign language depending mostly on their teacher identity, or the way
they were taught before. This could be easily reflected in the classroom procedure and
the activities during a class. When students’ beliefs do not match with the teacher
beliefs, or instructors are not aware of the learner beliefs, students may not get engaged
or motivated to learn the language, and this brings about anxiety about failing the
classes or not being able to learn the target language. Another situation that could
possibly make learners suffer from anxiety is the examination, or in other words, tests.
It is not surprising to see that learners get worried when they need to take an exam due

to the fact that the grades are important for them.

Gardner and Maclntyre (1993) state that language anxiety emerges as a result of
ongoing negative experiences in the foreign language. They explained in their published

book that at the beginning of the learning, individuals may have a type of state anxiety
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when they are first introduced to the target language, but as the individual keeps having
negative experiences repeatedly, she / he tends to form a link between anxiety and
achievement, which can have an impact on his / her future learning. However, as she /

he gets more proficient, the high level of anxiety decreases.

Sparks and Ganschow claim (1999) in their Linguistic Coding Deficit Hypothesis that
students experiencing problems with their native language skills are likely to have
difficulties when they need to learn a foreign language and indeed higher levels of
anxiety is the manifestation of one’s deficiency in his / her own native language. They
argue that difficulties in speaking and listening skills and poor memory for language,
thus, are likely to bring about anxiety among the learners during a foreign language

learning process

FLA is also thought to result from lingual, concerning the language system, and extra-
lingual factors, concerning the language learning process (Kralova, 2009). Lingual
factors can be attributed to acquiring adequate vocabulary and grammar, memorizing
and being able to use them when needed, or putting them into effective use. On the
other hand, extralingual factors mostly refer to the classroom procedure, manners of
teachers, and the atmosphere of the classroom. As language learning cannot be
considered without the teachers being involved, they play a significant role in this
process. In this aspect, teacher personality, teacher (de)motivation, teacher identity,
teacher beliefs and attitudes, teaching methods, classroom management all affect
learners’ anxiety in one way or another. Young (1990) stated that language classrooms
are in fact a triggering factor in FLA. Similarly, classroom procedure is an important
source of language anxiety. In her study, Kavacik (2015) discovered that classroom
procedure was the biggest source of anxiety in EFL classes in Turkiye in addition to test
anxiety and apprehension. When learners do not feel safe in the classroom and are
afraid of being evaluated by their teachers or their peers negatively, they tend to feel
anxious. Or, when a teacher is too strict in the classroom, or she or he creates a hostile
learning environment, learners are expected to suffer from anxiety. However, when a
teacher is encouraging, supportive and tolerant of mistakes (but not too tolerant), she or
he can facilitate a positive learning environment that can lower students’ anxiety and
accordingly their affective filter. Classroom activities, in this aspect, could be a major

source of language anxiety. If language activities in the classroom are not engaging
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enough to catch the attention of the students or simply ‘‘aimed at the wrong level”’
(Gosiewska-Turek, 2018, p.98), they might cause anxiety among learners. To illustrate,
if a beginner level student is asked to deliver a speech on global warming or some other
serious issues requiring both topical and linguistic knowledge, she or he could easily
feel nervous and start to lose interest, which in turn results in avoidance behavior.

Therefore, students’ proficiency level could also predict their anxiety level.

Teachers could be responsible for shaping learners’ anxiety in terms of expectations,
input, relationship with learners, and personality (Katalin, 2006). Teachers’ being clear
in their expectations, maintaining consistency and administering various assessment
tools may have different effects on learners. When students are unsure about a teacher's
clarity while correcting errors or his / her expectations, or if they are not consistent in
their evaluation tools, they might feel stressed out. The input provided by the teacher
also needs to be comprehensible, and useful for learners to be engaged in. Besides, the
content of the lesson and the teaching sources may have an effect on learners’ anxiety.
In other words, if the lesson content is too demanding or confusing for the learners, or
the materials are way above their level of proficiency, it may cause nervousness.
Moreover, teachers’ personality and their relationship with the learners play a
significant role in generating anxiety among learners. If the teacher is too strict, and has
a negative rapport with the learners, the learners might be easily influenced negatively
and this negative attitude turns into such avoidance behaviors as skipping lessons,
sitting passively during the lesson, refraining from classroom activities, or being afraid
of negative evaluation. Therefore, as teachers are the input providers and the facilitators
in the classroom, they ought to be aware of the influences they may exert.
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Figure 2.2
The Role of the Instructor as a Potential Source of Foreign Language Classroom Anxiety
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Source: Katalin, 2006, p.55.

Linguistic achievement shows itself, particularly in oral communication when a learner
IS expected to express his / her opinions or engage in a conversation where the target
language is the only means of communication. When learners have difficulty in
expressing themselves, it could lead to a sense of negative self-evaluation (Kralova,
2016). Therefore, being able to express oneself in another language could be regarded
as anxiety-provoking by many learners of languages, which might bring about such
behaviors as avoidance from any type of communication, not starting a conversation, or
expressing oneself in the easiest way possible when a written work is required in order

to be in the safe zone.

Perfectionism is another important source of language learning anxiety. There are some
students who believe that unless they can express what they want to convey, they ought
not to utter a word at all or write even a simple paragraph. These students might be
good at reading and writing skills since they have time to think and prepare beforehand

whereas when they are required to listen to somebody and respond to him / her or give a
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presentation in the target language in front of a group of people, their anxiety surfaces.
These perfectionist students are not satisfied with only communicating in the foreign
language, but rather they want to speak the language perfectly without any grammatical
errors or mispronunciations; thus, they waste their precious time on avoiding mistakes
rather than learning the language (Gregersen and Horwitz, 2002). Although these
students perform rather well, they tend to underestimate their real proficiency in
language (Horwitz et al., 2010) and therefore set high and sometimes even unrealistic
standards for themselves, which causes them to possess a considerable amount of

anxiety.

There is a common view among researchers that FLA could change depending on
gender. However, the results of the studies in the literature are quite inconclusive.
Although some researchers found out that there is a link between gender and anxiety
level (Shang, 2013; Oztiirk and Giirbiiz, 2013; Karatas et al., 2016; Tien, 2018), others
did not discover such a relationship (Cubukeu, 2008; Karabiyik and Ozkan, 2017;
Ozkan, 2019). For example, Aida (1994) found out there was no gender difference
among Japanese learners when their proficiency was concerned. On the contrary,
Karatag et al. (2016) discovered a link between gender and students’ speaking anxiety

adding that female learners were more anxious compared to males in Turkish context.

Correction of errors can also result in FLA among learners (Aydin, 1999; Huan, 2004;
Tercan and Dikilitag, 2019). Mistakes are all part of a language learning process.
Without mistakes, no language is acquired. However, instant correction of mistakes
during a speech, or a conversation may provoke anxiety. Learners could already possess
a moderate or high level of anxiety when it comes to speaking the target language, and
correcting them during a flowing conversation is no help, but rather a distraction and a
cause of demotivation for the learners. Not only in oral production, but also in written
tasks, it is important not to be too critical if the purpose is to encourage learners to
perform better. It is possible to notice some learners who play in the safe zone, not
attempting to take part in difficult tasks for the sake of not being corrected. If learners
are to be motivated to acquire the language, it is sometimes better to postpone error

correction and provide the correct forms in a more constructive manner.

Some researchers are of the opinion that poor language proficiency leads to anxiety, but

others think anxiety is the reason for their low linguistic performance (Kiziltepe, 2023).
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For example, Aida (1994) contends that students who feel satisfied with their grades
experience a lower level of anxiety compared to the ones who are not satisfied with
them. That is to say, when a learner performs well in an exam, and gets good marks, she
/ he tends to be less anxious. However, Cheng (2002) argues that proficiency may not
be the most determinant factor in reducing or increasing language anxiety since there
could be some other factors responsible for the emergence of anxiety such as the needs
of institutions, expectations of families and the community, teaching and testing

procedures, and motivation or beliefs of the learners.

Some of the external factors are also related to the individual and cultural differences.
Nobody can ignore that personality traits have a key role in second language learning.
To illustrate, introverted and reserved people are generally quieter and are reluctant to
communicate, which causes them to remain silent and not get involved in the activities
(Zhiping and Paramavisam, 2013). Similarly, Young (1990) argues that self-esteem can
also be a cause of speaking anxiety. Aida (1994) also makes it clear in her study that
people who are self-confident can manage the negativity brought about language
learning in a more effective way compared to the ones with low self-esteem. When
cultural factors are concerned, it can be stated that they might have a profound impact
on the anxiety level of students, as well. In some cultures, mostly Middle Eastern and
Asian cultures, most students are afraid of making mistakes due to such reasons as
being negatively evaluated by their peers or the teachers. Doyman (2020) states that
some external factors such as social status, methods and support of the teacher are as

equally important as the internal factors.

It can be easily concluded through literature that FLA stems from not only external but
also internal factors (Su, 2022). This context-specific anxiety results from biological,
psychological, pedagogical and social reasons or a combination of them (Uzun, 2017).

Some of these factors are listed below in Table 2.2.
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Table 2.2

Summary of the Some Possible Causes of Foreign Language Anxiety

Communication apprehension
(Horwitz et al., 1986; Al-
Khasawnes, 2016)

Fear of negative evaluation
(Horwitz et al., 1986;
Akkakosun, 2016)

Test anxiety (Horwitz et al.,
1986; Young, 1991;)

Learner beliefs about learning
a language (Gynan, 1989;
Young, 1991; Aydin, 1999;
Aslan &Thompson, 2021)

Instructor beliefs about
language teaching (Young,
1991)

Instructor-learners
interactions (Young, 1991;
Ozkan, 2019)

Perfectionism (Dewaele, 2017;
Gregersen & Horwitz, 2002)

Classroom activities and
Classroom procedure (Aydin,
1999; Katalin, 2006; Subasi,
2010; Kavacik, 2015;
Gosiewska-Turek, 2018

Poor language proficiency
(Liu, 2006; Gardner &
Maclintyre, 1993)

Teachers’ manners (Aydin,
1999)

Specific personality traits
(Young, 1991; Dewaele, 2002;
Kim, 2002; Zhiping &
Pramavisam, 2013)

Personal anxieties (Young,
1991; Anadari, 2015; Al-
Shoboul, 2013)

Lingual factors specific to a
language (Saito et al., 1999;
Kralova, 2016)

Anxieties related to error
correction (Gregerson, 2003;
Huan, 2004; Tercan & Dikilitas,
2019)

Negative self-evaluation
(Onwuegbuzie et al., 1999;
Cheng, 2002; Liu, 2006)

Not being prepared for the
lesson / task (Aydin, 2008;
Oztiirk & Giirbiiz, 2014)

Negative learning experiences
(Gardner and Maclntyre ,1993;
Kiziltepe, 2023)

Pronunciation errors related
to speaking anxiety (Price,
1991)

Age (Bailey et al., 2000;
Karabiyik & Ozkan, 2017)

Gender (Aida, 1994; Shang,
2013; Oztiirk & Giirbiiz, 2013)

Problems with one’s own
language (Sparks & Ganschow,
1991)

2.2.4 Effects of foreign language anxiety

Effects of foreign language anxiety among the learners can be observed directly or
indirectly. Young (1991) argues that effects of anxiety can differ in learners with
different language learning experience, personal qualities, classroom settings, and
ethnicity. Learners can react to anxiety physiologically or psychologically in different
manners. Some learners might have fast heartbeats, sweating or stomachache (Kavacik,
2015) when they experience communication anxiety. They have a hard time
concentrating, or have palpitations (Horwitz et al., 1986), or they have bodily sensations
such as swallowing more than usual, change of breath and tone of voice (Kasap and
Power, 2019).

Regarding language learning, anxiety manifests itself in the input, processing, and
production stage (Tobias, 1986). In order to reduce their anxiety, in the first stage (input
stage), learners tend to skip classes, sit in the last rows, (Kral'ova, 2016) or engage with
their smartphones to do different activities such as chatting with their friends online,
playing games or following social media. During the processing of information, most of

these students have a tendency to postpone their homework until the very last moment,
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or simply forget to submit it. Some of the learners also have a tendency to sit passively
or do not participate in the activities that could possibly help them improve their
learning skills (Aida, 1994). When it comes to production, the output stage, these
learners tend to suffer from memory loss, or get low grades in the exams due to a high
level of anxiety that they possess. Similarly, Suleimenova (2013) argues that avoidance
is one of the most common consequences of language learning anxiety. Students are not
likely to come to class prepared on time, attend the lessons, remember the answers, or
volunteer to participate. Some extreme avoidance behavior can also be observed during
students’ prolonged mobile phone engagement, or when they go right to sleep as soon

as the lesson starts.

Figure 2.3

Effects of Foreign Language Anxiety during Input, Processing and Output Stage
Input Stage Processing
- skipping classes |:> - postponing or not :> Output Stage
- sitting passively doing homework - memory loss
in the last rows - unwillingness to - low grades in the
- prolonged participate in the 2L o
engagement with activities - loss of motivation
smart phones

In classroom settings, it is possible to see the effects of test anxiety particularly during
oral examinations since it is closely related to speaking skills. Students can easily go
red, or start to stammer in an oral exam due to such reasons as communication
apprehension, or the worry about not keeping up to their own expectations of
perfectionism. Macintyre (1995) claims that the effects of anxiety are not restricted to
speaking problems only, but rather affect the entire language learning process. Azizifar
and Fariadian (2015) also posit that anxiety not only results in psychological and
physical problems but it also plays a negative role on motivation, willingness to
participate in the classroom activities, concentration, reduced interest towards the
language learning, increased errors, and failure to transfer their achievement in their
daily life. Gardner and Maclntyre also (1993) highlight the effects of anxiety, stating
that anxious learners are less likely to produce verbally, are reluctant to give answers,
and are reticent to answer personal questions in a conversation held in another
language. In a different vein, Kruk (2018) suggests that when students possess a high

level of anxiety, it may cause them to negatively assess themselves, and be evaluated
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negatively by others. Therefore, it is urgent for instructors to understand the nature of
the issue of language learning anxiety and take action accordingly. In this respect,
teachers’ fostering a friendly atmosphere, integrating games into the lessons, using
humor and jokes to reduce anxiety level of learners, and being unpredictable from time

to time to avoid boredom in the classroom could be of great importance.

2.2.5 Empirical studies conducted on foreign language anxiety in various contexts

Research into foreign language anxiety has long been a topic of interest among many
researchers, which manifests itself in many studies worldwide (Young, 1990;
Suleimenova, 2013; Maclintyre, 2017). The focus of the research has been mainly on
discovering the level and the major causes of speaking anxiety since it is the most
encountered anxiety by the language learners in foreign language learning settings
(Young, 1990). However, there have been a great number of studies conducted to
unravel the causes, and effects of anxiety on students’ success or their language

performance, as well.

Research into FLA gained momentum thanks to the groundbreaking study of Horwitz et
al. (1986) to discover the primary sources of FLA. They discovered that there was a
significant moderate relationship between FLA and students’ grades. Developing
FLCAS, the researchers found out the three main anxiety-triggering sources of this
situation-specific anxiety: communication apprehension, test anxiety and fear of
negative evaluation. They put forward the idea that learning a foreign language is quite
anxiety-provoking for many learners. Since then, there have been many studies
conducted to investigate these major factors and their relationship with other variables
such as attitudes, motivation, age, gender, or language proficiency, in different contexts
around the world, and in relation to different types of anxiety such as speaking anxiety.

It has been possible to measure the level of general FLA or skill-specific anxiety thanks
to the scales having been developed by Horwitz et al. (1986). As mentioned earlier,
following the original 33-item scale, there have been some other edited scales intending
to measure the level of speaking, writing, reading or listening anxiety. However, 20
items of the original 33 items in FLCAS were related to listening and speaking anxiety
(Saito et al., 1999), which allows for a great number of studies focusing on speaking

and listening anxiety.
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Understanding the main causes lying behind this situation-specific anxiety is beneficial
to be able to understand it completely and take caution accordingly. Young (1990)
carried out a study in order to find out learners’ perspective on anxiety and speaking
and found out that speaking in front of the others in the classroom, being unprepared for
the lesson, different task types and speaking errors have an impact on students’ anxiety.
That is to say, learners feel more comfortable when they come to class prepared, and
when the topic is engaging for them. This study had some valuable findings as it
investigated the type of instructors’ personal qualities that help them to decrease
learners’ anxiety level and discovered that when the teacher is friendly, patient, relaxed
and has a good sense of humor, the learners are likely to feel less anxious. Besides,
participants in the study made it clear that they were more willing to speak up in front

of their classmates when they are not singled out.

Maclintyre and Gardner (1991) conducted a study with the purpose of examining
language anxiety and its relationship to other anxieties regarding first (English) and the
second languages (French) employing 23 different scales to measure various forms of
anxiety such as French Classroom Anxiety, English Classroom Anxiety, Trait Anxiety
and General Test Anxiety. They used correlations between three factors identified
(Social Evaluation Anxiety, State Anxiety, Language Anxiety) and a digit span test
together with a vocabulary test in the two languages. They found out that L2 tasks
caused more anxiety than the English ones, and the vocabulary test did not bring about

as much anxiety as the digit span test.

Aida (1994) carried out a study with American learners of Japanese in an attempt to
examine the Horwitz, Horwitz and Cope’s construct of FLA among learners of
Japanese. She found a negative relationship between students’ grades and their anxiety
levels. The study yielded valuable findings regarding the factors of anxiety. Students’
worries about failure of classes, speech anxiety, fear of being negatively assessed by
others, not being comfortable when they are engaged in a conversation with a native
speaker, and negative attitudes towards the language class were found to have triggering

impacts on learners’ anxiety level.

The impact of different linguistic levels on FLA has drawn attention among the
researchers. Saito and Samimy (1996) designed a study in order to find out the effects

of three instructional levels (beginning, intermediate and advanced levels) on learners’
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anxiety and some other variables that could be related to language anxiety. The
learners’ performance in relation to their anxiety levels was another concern of the
study. It was revealed that intermediate and advanced level students were more anxious
than beginner level students and their anxiety affected their final grades more
significantly than their beginner counterparts. Another important finding of the study
was that Language Class Risk-Taking and Final Grades were found to be negatively
related to anxiety at three levels. That means the more anxious students were, the less

willing they were to take risks in the classroom.

With a primary aim to determine the major factors related to FLA, Onwuegbuzie et al.
(1999) undertook a study with 210 university students comprising freshmen,
sophomores, juniors and seniors. The findings of the study pointed out the significant
effects of self-related perceptions such as perceived competence and self-worth, which
were found to be related to anxiety. Through the study, it was revealed that expected
score for language courses was the main predictor of language anxiety, followed by the
two aforementioned self-related concepts. Moreover, age, earlier experiences of
traveling to a different country and languages having learnt in high school were also
related to language anxiety. In general, older students, more advanced students, the ones
who never had any traveling experiences abroad and did not have any foreign language
courses before, learners who had a lower level of self-competence and self-worth were

inclined to feel anxiety during their foreign language journey.

After the millennium, some researchers intended to analyze the different variables that
could possibly predict FLA. Gregersen and Horwitz (2002), for instance, conducted a
study to analyze the effect of perfectionism on language anxiety through interviews
with both learners with high anxiety and learners with low anxiety. It was unveiled that
low-anxious learners underestimated their performance and were likely to delay
submitting their assignments, which caused a low level of productivity. These anxious
students were considerably more afraid of being negatively evaluated and losing face
and differed greatly in their responses to their mistakes. Conversely, non-anxious
students were found to be satisfied with what they could accomplish despite being

aware of their language errors.

Investigating foreign language classroom anxiety across different languages was also of

interest to researchers. Katalin (2006) set out to check if different languages posed
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anxiety to learners and to find out classroom-related causes leading to anxiety. The
study had interesting findings that highlighted the significant role teachers played in
shaping learners’ anxiety. It was discovered that learners indeed had different levels of
anxiety when learning different languages; learners experienced a great deal of anxiety
in French classes whereas they did not have such a high level of anxiety in English
lessons. Learners reported in the interviews that they were anxious based on two main
reasons; fear of being negatively assessed by the teacher and discomfort they
experienced in language classes. The study found out that such teacher behaviors as not
clarifying the reason why she / he corrects the learner, asking questions for which
students don’t get prepared, and having a fast pace of the lesson had a significant

impact on learners’ feeling anxious.

With a different research focus, Liu and Jackson (2008) carried out a study to find out
the relationship between Chinese learners’ willingness to communicate and FLA. The
study found a positive correlation between FLA and unwillingness to communicate,
which means unwillingness to communicate could be the reason or the result of FLA. In
other words, anxious students tended to remain silent and become less willing to
communicate in the target language, or the ones who were unwilling to communicate
became anxious when they were required to speak the language. Another important
finding was that more than one third of the participants had a considerable level of
anxiety due to communication apprehension, test anxiety and fear of negative

evaluation.

Tran et al. (2013) carried out a study in a Vietnamese context with an aim to determine
whether foreign language learners and teachers were aware of the concept of FLA and
their attitudes concerning this phenomenon. The study utilized different data collection
tools such as interviews with the stakeholders, autobiographies and questionnaires to
shed light on the issue. It was revealed that a great number of students in this population
suffered from FLA and considered it rather widespread and normal in language classes.
Teachers were also found to be aware of its existence; however, they had different
opinions as to how common it was among the learners. Regarding the attitudes, it was
discovered that nearly half of the learners reported the debilitating effects of language
anxiety whereas teachers all reported its both debilitating and facilitating impact on

learners.
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Carrying out exploratory studies with an aim to discover main causes and consequences
of speaking anxiety has been quite common in literature, as well. Suleimenova (2013)
conducted a study with Kazakh learners in order to find out anxiety-provoking
situations and their impact on the learners by giving voice to highly anxious learners.
The study had valuable findings since it employed several instruments such as
observations, interviews, and a questionnaire to shed light on the issue. It was found out
that students feel the most anxious when they are required to perform in front of their
peers or others and when they are called out to board as they feel nervous because of
not knowing when to be called on. When the consequences of the anxiety were
analyzed, it was discovered that anxiety could result in one’s feeling unsure about his or
her abilities, having trouble speaking in front of others, engaging in communication
less, avoidance to start a conversation and eventually becoming a reserved speaker. In a
similar vein, Anandari (2015) conducted a mixed-methods study with Indonesian
learners majoring in English in order to find out the primary sources of EFL students’
anxiety in speech production and probable solutions that can be considered by using
self-reflection activities. The findings of the study demonstrated that worries about not
getting across the message, feeling shy and having discomfort were the main causes of
anxiety felt by the learners. The learners in the study stated that behind their higher
anxiety levels lie the reasons such as grammatical abilities, voice volume, pronunciation
mistakes all of which could lead to their being misunderstood by the target audience.
Moreover, they reported not feeling comfortable in front of a crowd, and it led them not
to control their body movements, gestures and expressions properly during public
speaking. However, the study showed that using self-reflection activities helped
learners in that they became aware of their weak and strong points and they could come
up with possible solutions for their own problems, which in turn contributed to their
self-confidence and public speaking performance. In a different context, Al-Khasawneh
(2016) undertook a study in order to measure the level of FLA of Saudi learners of
English and find out the relationship between FLA and these learners’ level of English.
It was discovered that there was no significant difference between FLA and the level of
the students. When the sources of FLA were concerned, the study found out that
learners had different reasons for feeling anxious such as communication apprehension,
test anxiety, anxiety of English lessons, and fear of negative evaluation. Tien (2018)

also carried out a study with Taiwanese university students with a similar purpose to
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discover the causes of speaking anxiety, and she found out that participants were highly
anxious when they needed to speak English mainly because of their inadequate
linguistic and lexical knowledge, and their desire to get their message across properly.
The researcher also mentioned that non-English major students showed more anxiety
and apprehension compared to English major ones, suggesting that English training has
a considerable effect on decreasing the level of speaking anxiety.

Changes in the level and intensity of FLA were also of concern to researchers. Kruk
(2018) carried out a study with Polish high school students in order to find out the
changes in their level of anxiety over one semester, comprising 121 lessons. It was
unveiled that anxiety can change during one single lesson as well as one whole
semester. Students were found to be the most anxious at the beginning and at the end of
the semester. However, considering the short-term fluctuations, they were found to be
the most anxious at the beginning of the lesson, and the least anxious at the end of it.
Therefore, the study shed light on the dynamicity of FLA.

FLA has been proven to exist during in-person language classes for many years
(Horwitz et al., 1986; Aydin, 1999; Suleimanova, 2013). However, Resnik et al. (2023)
attempted to identify the differences in the nature and the level of foreign language
classes comparing two different classroom settings: in-person and online EFL classes.
The study showed that learners felt anxious in both online and traditional classes though
the intensity of this anxiety increased dramatically during online classes due to the
novel settings resulting from the global pandemic during the first half of 2020.
Although they were more anxious in traditional classes in general, they were found to
be less anxious in online classes about their friends’ superiority in terms of oral
proficiency. Besides, they did not experience heart pounding as much as they had in
traditional classroom settings though they were more embarrassed to give answers
voluntarily during online classes. The study revealed the important role of novel
settings and the use of technology during the online lessons and online exams on

students’ anxiety.

There have been quite a few studies measuring the anxiety level of other skills in the
literature. For example, Kim (2002) conducted a study with Korean learners of English
to find out whether there is a relationship between learners’ background and listening

anxiety and also to shed light on the issue of foreign language listening anxiety. The
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study revealed that students had English listening anxiety, and the main cause of it was
lack of self-esteem in English listening even though it is closely related to language
anxiety in general and listening proficiency. Followed by speaking and listening
anxiety, there have been some studies investigating reading and writing anxiety (Cheng,
2002; Subast, 2014; Dang, 2022; Li, 2022). Cheng (2002) conducted a study in Taiwan
in order to shed light on the issue of foreign writing anxiety investigating self-
perceptions of the learners along with some other learner variables. The study revealed
that learners’ self-perception of their writing abilities was a better significant predictor
of their anxiety than their actual writing performance, and students’ writing anxiety
tends to go up as they move up to the next grade with juniors having the highest
anxiety. Though it is not as intensely studied as speaking or listening anxiety, reading
anxiety has also captured the attention of some researchers (Saito et al., 1999; Subarsi,
2014, Daskan, 2023). Saito et al. (1999) conducted a study with three groups of target
language learners (Japanese, French, Russian) to discover whether reading anxiety is
distinguishable from general FLA and to be able to cast light on the issue of reading
anxiety in greater detail. They found out that it is different from general anxiety and it
changes depending on the target language. The study revealed that reading Japanese
caused a higher level of anxiety than reading French and Russian owing to the different
writing system and cultural content. Moreover, learners’ anxiety level changed in
relation to their self-perceptions regarding the difficulty of the text. That is to say, when
they thought the reading text was hard, their anxiety level went up regardless of its

actual difficulty.

As can be easily noticed through the literature, research into FLA has shown great
variance in terms of the variables analyzed, the results obtained, or the setting in which
the study has been conducted. Below in Table 2.3 can be seen a short summary of the

studies that have been conducted in various countries.
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Table 2.3

Summary of Some Empirical Studies Conducted in Various Contexts on Foreign Language Anxiety

Researchers

Aim of the Study

Major Findings

Elaine K. Horwitz

Identify foreign language

A significant number of individuals suffer from language

& Michael B. anxiety as a distinct variable  anxiety. FLA consists of three main components: fear of

Horwitz & Joann in language learning negative evaluation, test anxiety and communication

Cope comprehension

(1986)

Dolly Jesusita Investigate students’ Speaking in front of their peers and teachers is the biggest

Young (1990) perspective on anxiety and anxiety-provoking factor for learners. However, teachers’
speaking friendly attitudes are helpful in lowering anxiety.

Yukie Aida (1994)  Examine how the construct The scale was reliable to use in this context. Such factors as
of Foreign Language speech anxiety, fear of losing face, fear of failing, negative
Anxiety is related to Japanese  attitudes towards the Japanese lesson, and being comfortable
students during communication with native speakers had an impact

on anxiety.
Yoshiko Saito & Examine the effects of FLA had a negative impact on students’ success. As students

Keiko K. Samimy
(1996)

different instructional levels
on students’ success and
some different variables
related to language anxiety in
these levels

moved up in their level, their anxiety tended to increase.
Final grades and risk-taking attempts in language classrooms
were found to be negatively correlated with anxiety.

Antonhy J.
Onwuegbuzie &
Philip Bailey &
Christine E. Daley
(1999)

Find out the variables related
to foreign language anxiety

The study discovered 7 variables that can predict FLA the
most. Age, linguistic success, earlier experiences of traveling
abroad, language classes having taken earlier, expected score
for language courses, and two self-related concepts (self-
worth and perceived competence) were found to contribute
to anxiety.

Tammy Gregersen  Identify how perfectionism is  Students with a high level of anxiety suffered from
& Elaine K. related to language anxiety procrastination and fear of being negatively evaluated. They
Horwitz (2002) also had a lot of concerns about making mistakes and were
likely to set higher standards for themselves.
Piniel Katalin Examine the effect of Students had different levels of anxiety when learning two
(2006) different languages on different languages simultaneously as compulsory subjects.
foreign language classroom Teachers were found to play a determining role in shaping
anxiety and find out possible  learners’ anxiety.
classroom-related sources
that can shape the anxiety
Meihua Liu & Jane  Examine the link between More than one third of the participants were found to be

Jackson, (2008)

unwillingness to
communicate and foreign
language anxiety

anxious.
Unwillingness to communicate and FLA had a positive
correlation, influencing each other.

Tran Thi Thu Trang
& Richard B.
Baldauf Jr. &
Karen Moni (2013)

Discover the awareness of
teachers and learners
regarding foreign language
anxiety and their attitudes
towards it

A majority of the students had a high level of anxiety and
stated mainly its negative effect despite perceiving it quite
normal and widespread. Teachers were also aware of its
existence and reported that it had both a facilitating and
debilitating effect on learners.

Mariusz Kruk

Examine the fluctuations in

Students were found to have the highest level of anxiety at

(2018) foreign language anxiety the beginning of the lesson, but the lowest level at the end of
over the course of one it. Besides, they reported to be the most anxious at the
semester beginning and the end of the term.

Pia Resnik & Eva Identify the intensity andthe  Learners of English were found to be less anxious in online

Knechtelsdorfer &  nature of foreign language classes. They suffered less from heart pounding, were less

Jean-Marc Dewaele
(2023)

anxiety in in-person and
online classes during the
global pandemic

worried about peers’ better oral performance, and were less
nervous when they prepared well. However, they were not
willing to volunteer answers during online classes. Novel
classroom settings, requiring them to use technology during
the lessons and exams were stressors, which increased the
intensity of their anxiety.
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2.2.6 Empirical studies conducted on foreign language anxiety in Turkiye

Foreign language classroom anxiety has been a topic of growing interest and proven to be
quite prevalent among Turkish EFL learners by many researchers (Aydin, 2008; Subasi,
2010; Ozkan, 2019; Simsek and Capar, 2024). Research into anxiety over learning English
as a foreign language has soared in Turkiye since the first administration of FLCAS to get a
better grasp of the issue of anxiety and its main sources. Aydm (1999) made a
comprehensive mixed-methods study in order to discover the primary sources of speaking
and writing anxiety among students at an ELT department. Participants were first
administered FLCAS and BALLI (Beliefs about language learning inventory)
questionnaires and they were required to keep a diary over 4 weeks to be able to better
understand the issue of anxiety in these two productive skills. 12 randomly chosen students
also participated in the other qualitative phase, interviews, to give a voice. After analyzing
the data, it was discovered that students were mainly anxious due to three general reasons;
personal reasons referring to learners’ beliefs and expectations, teachers’ manners towards
the learners and error correction and teaching procedures. Although some of the sub-causes
showed differences in terms of the skill, the participants were found to be anxious owing to
their beliefs concerning making mistakes, lack of grammar and vocabulary, quite high
personal expectations, comparing themselves to their peers, and being critical of their own
competencies. Regarding the writing classes, learners stated they were anxious mainly
because of the grades they would get, the worries about not receiving the grade they
thought they deserved, the possibility of getting negative feedback from the teachers, and
inadequate level of lexical and grammatical items. When it came to speaking, they were
found to have a considerable level of anxiety due to the fear of being negatively evaluated
by their peers and the teacher, their beliefs about not being competent enough to speak up,
having to speak in front of peers, speaking with no preparation beforehand, and making an
oral presentation. Teachers and their teaching procedures were also determined as anxiety-
provoking especially in relation to speaking skills. Teachers’ interrupting students’ speech,

their comparison of the learners, and harsh correction were proved to cause anxiety, as well.

Dalkilig¢ (2001) carried out a study in order to find out the relationship between students’
success and anxiety along with the main sources and effects of anxiety in a Turkish context.
She found that anxiety indeed played a negative significant role in shaping learners’ oral
achievements. Regarding the main sources of anxiety, the participants stated that

conspicuousness, insufficient self-confidence, being shy, inadequate knowledge, and high
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expectations of other people caused anxiety. Anxiety showed its effects among the learners
by causing them not to be involved in the activities, do badly in exams, and have a feeling
of guilt. To deal with the anxiety, learners mentioned developing some positive strategies
such as getting prepared beforehand, positive talk which involves encouraging oneself,
practicing, and doing the task. However, some of the participants said that they just avoided
doing the task, or did nothing in order not to be anxious. In a similar vein, Aydin (2008)
undertook a study to find out the levels and the main sources of language anxiety and fear
of negative evaluation in addition to exploring the relationship between these two variables
among Turkish EFL learners. The study revealed that participants experienced both
language anxiety and fear of negative evaluation though the mean score was higher for the
latter. In fact, fear of negative assessment by others was determined to be an important
factor leading to anxiety. Unpreparedness for the lesson, worries about failing the class, and
communication apprehension were found to be the biggest sources for language anxiety,
and negative judgements by other people, worries about giving unpleasant impressions on
others, and negative opinions of them were determined as the main sources of the fear of

negative evaluation.

Anxiety in language classes in relation to various variables has been the subject of many
studies in Turkiye. To illustrate, Cubuk¢u (2008) explored the possible link between FLA
and self-efficacy of the Turkish teacher trainees at a university; however, the study did not
find such a relationship between them. That means, the way participants conceived their
competencies did not affect their anxiety levels. Furthermore, gender was found to have no

impact on self-efficacy and language anxiety level, either.

In addition to exploring general language learning anxiety, there have been other studies
with reference to specific skills. For instance, Bekleyen (2009) conducted a study in a
Turkish context to discover the causes and effects of foreign language listening anxiety and
she found out that participants were mainly anxious due to the low priority given to
listening skills in their early training, which caused them not to grasp the English
vocabulary items owing to their unfamiliarity with pronunciation and weak form of the

words and segments of sentences.

Speaking anxiety has sparked researchers’ keen interest in Turkish contexts partly due to
Turkish EFL learners’ being labeled as having “’very low’” English levels ranking 73th out
of 88 countries surveyed by EPI (English Proficiency Index, 2019), (Kasap and Power,

39



2019). This possibly has led to several researchers taking action to find probable sources of
anxiety in order to unveil them and enhance learners’ speaking proficiency in the long run.
For example, Subasi (2010) undertook a study with an aim to explore the possible effects of
fear of negative social evaluation and self-perceived speaking competency on the speaking
anxiety of the EFL learners at a state university. It was found out that there existed a
significant negative relationship between language anxiety and perceived speaking ability;
that’s to say, the more a learner believed in his / her abilities to do well in terms of language
proficiency, the less anxious he/she got. Besides, the study revealed that there was a
positive link between anxiety level and fear of social evaluation and this fear was indeed a
major source of anxiety. The study also showed that fear of negative evaluation and self-
perceived competency had an impact on learners’ speaking anxiety especially when these
two variables were in constant play during oral communication. In another study
conducted by Oztiirk and Giirbiiz (2014) in order to discover the level, primary sources of
foreign language speaking anxiety as well as students' perceptions of it, it was discovered
that though students were found to possess a low level of anxiety through FLCAS, they
reported being anxious when they were required to speak English in the interviews.
Speaking without getting prepared beforehand, immediate questions posed by others, fears
of making pronunciation and grammar mistakes, and fear of negative evaluation by the
peers were discovered to be the major sources of language speaking anxiety. Similarly,
Kavacik (2015) carried out a study to discover the level and the probable causes of
language learning anxiety and the study unveiled that students in her study were found to be
moderately anxious due to_communication apprehension, fear of negative evaluation and
classroom practices. Test anxiety was found to be an important factor in hindering the
language process and causes memory loss. Tercan and Dikilitag (2015) also conducted a
study in order to discover the effects of proficiency, gender, and onset of learning English
on the speaking anxiety level. It was found out that female students were more anxious
compared to male students in terms of public speaking, testing, question-answer sessions,
and anxiety of preparedness, which shows that gender could be an important factor on
speaking anxiety. The data obtained from the study also show that students’ proficiency
level did affect their anxiety level with regard to error correction, stating that Al level
students had more anxiety than A2 level students when they receive correction of their
mistakes. The researchers argue that the high anxiety level of the students was quite

predictable since Turkish learners tend to see the teacher as the main source of information
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and teachers use traditional outdated teaching methods and they take granted of their
psychological and educational well-being. However, the study carried by Cagatay (2015)
yielded different results in that even though learners were found to be moderately anxious,
their level of English did not determine the level of their anxiety. It was discovered
engaging in a communication with a native speaker rather than their classmates makes
learners anxious. In a similar vein, Karatas et al. (2016) found out that learners’ level of
proficiency did not affect their speaking anxiety, but the dominant factors that had an

impact on their anxiety were getting English training beforehand and gender.

Ustuk and Aydin (2016) went further in anxiety research and explored the effects of the use
of paralinguistic features on the anxiety level of the learners at a state university. The study
covered four-week-long training aiming to teach the use of some verbal and non-verbal
cues such as gesture, posture, facial expressions, body language, key intonation and pitch.
The study yielded surprising findings in that instructing paralinguistic cues in speaking
classes were found to be effective in decreasing communication apprehension and fear of
negative social evaluation whereas it increased test anxiety. Besides, it was found out that
they had no impact on concentration, thoughts about self-ability, communicating easily

with native speakers, motivation, correction of instructors and preparation.

In Turkish contexts, FLA has been researched mainly in relation to its causes or the major
sources. Karabryik and Ozkan (2017), however, explored the effects of age, gender and
earlier experience of learning English on the anxiety level of the learners at a private
university. They found out that participants in the study, who constitute nearly 73% of the
whole population in the school, had a moderate level of anxiety with a mean score of 80.50.
Regarding the effects of gender and previous learning experience, no significant effect was
found. However, age was found to be an important factor in determining the level of
anxiety, that is, the older learners were, the more anxious they got. The possible link
between age and anxiety could result from older learners’ worries about not being able to
express themselves properly, attributing more importance to accuracy rather than fluency,

or their reluctance to produce something written.

In a study conducted by Ozkan (2019) with an aim to unveil the relationship between
students’ achievement and anxiety levels, it was found out that students’ success was
negatively correlated with their anxiety level. That’s to say, the more anxious the learners

get, the lower scores they get. When the main sources of both general anxiety and speaking
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anxiety were concerned, the researcher discovered that the learners were mostly anxious
due to inadequate lexical knowledge, fear of making errors and teachers’ attitudes. The
study found no significant effect of gender and departments on FLA. Kasap and Power
(2019) also carried out a study in Turkiye with the purpose of discovering the causes,
effects of speaking anxiety, and impacts of it on the other students by holding semi-
structured interviews with both the instructors and learners. The study yielded important
findings in terms of the visible effects of anxiety. Learners stated that when they were
anxious, they were likely to blush, and tremble with palpitations, which were also visible
for the teachers. They tended to go blank, avoid communication and eye contact with the
others, and speak quietly, which were also easily noticed by the teachers. It goes without
saying that when students got anxious, it did affect other students in a negative way, as

well.

Aslan and Thompson (2021) set out to explore the possible links between learner beliefs
and FLA at a tertiary level. It was discovered through exploratory analyses that learner
beliefs and FLA have several dimensions which are in constant play with one another. For
example, tolerance of ambiguity predicted classroom anxiety and negative feelings towards
English. Moreover, self-confidence in another language brought about willingness to
communicate in the target language with the native speakers. All in all, it was concluded
that beliefs and language anxiety are not separate constructs.

In another study conducted by Kiziltepe (2023) so as to find out the correlation between
FLA and linguistic proficiency, the results showed no significant relationship between these
two variables. In other words, the hypothesis suggesting that language anxiety differed in

terms of different language proficiency levels didn’t turn out to be true.

After the COVID-19 pandemic, some researchers (Russell, 2020; Dogan, 2020; Korkmaz
and Miirici, 2023) have directed their attention to variables related to online education and
its effect on FLA. Though there existed some studies about online or distance education
before the global pandemic (Hurd, 2007; Donahoe, 2010), studies all round the world have
increased drastically with its showing effect on education and making online education a
part of every student’s life. In this respect, Simsek and Capar (2024) conducted an
exploratory study to compare the anxiety levels of preparatory school students in both
conventional classroom settings and online classrooms. The study found out that students in

both settings suffered from a moderate level of anxiety, but the main sources of the anxiety
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experienced in these settings differed. For example, some students reported being shy to
speak in front of their classmates in traditional classrooms due to the fear of negative
evaluation, yet it didn’t cause that much trouble for them. Besides, they mentioned
receiving quicker feedback, easier interaction and preparing beforehand for in person
classes though it was not the case for online classes. During online education, the biggest
problem was found to be the technical issues such as internet breakdown or voice-related

problems.

As can be seen, FLA research in Turkish contexts has mainly focused on different variables
possibly having an impact on anxiety, specific skill anxiety (speaking anxiety), possible
causes of anxiety, and the link between anxiety and achievements. Some examples of the

empirically conducted studies can be seen below in Table 2.4.

Table 2.4

Summary of Some Empirical Studies Conducted in Turkiye on Foreign Language Anxiety

Researchers Aim of the Study Major Findings
Belgin Aydin Discover the major source ~ Students were found to be anxious due to three
(1999) of speaking and writing general causes; personal reasons including their
anxiety beliefs and expectations, teachers’ attitudes regarding
error correction and the students in the classroom, and
teaching procedures.
Niliifer Dalkilig  Explore the link between There existed a significant relationship between
(2001) foreign language anxiety anxiety and oral success. Conspicuousness, self-
and speaking success of confidence, being shy, lack of knowledge and high
the learners. expectations of other people were reported to be the
main sources of anxiety. The effects of it could be
seen in learners’ failure in exams, unwilling to
participate in the exercises and learners’ feeling guilty
due to anxiety.
Selami Aydin Find out the levels and Learners experienced both anxiety and fear of being
(2008) sources of language evaluated negatively by others. Main sources of

anxiety and fear of
negative evaluation as well
as discovering the
relationship between
anxiety and fear of
unpleasant evaluation.

language anxiety were not being prepared for the
lesson, worries about failing, communication
apprehension among some other variables. As for the
fear of negative evaluation, negative judgment by
other people, worries about giving bad impressions,
and negative opinions of others were found
responsible.

Feryal Cubukg¢u
(2008)

Discover the relationship
between self-efficacy and
language learning anxiety.

There was not a significant relationship between
language anxiety and students’ self-efficacy levels.
Gender was also found to have no effect on these two
variables

Gonca Subasi
(2010)

Explore the potential
effects of self-perceived
speaking ability and fear of
negative evaluation on
learners’ speaking anxiety.

Fear of being negatively evaluated and low self-
perceived ability were found to contribute to learners’
anxiety level, and the interaction between these two
variables caused a quick increase in the level of
anxiety.
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Table 2.4 (continued)

Summary of Some Empirical Studies Conducted in Turkiye on Foreign Language Anxiety

Gokhan Oztiitk ~ Discover the level and the  Students were found to have a low level of anxiety,
& Nurdan main sources of speaking yet qualitative data demonstrated that they suffered
Giirbiiz (2014)  anxiety in addition to the from speaking anxiety. Being unprepared and
students’ opinions on it exposed to immediate questions, fear of making
lexical and pronunciation mistakes and fear of being
negatively evaluated by the peers were found to be
main sources of their anxiety.
Ozgehan Ustuk  Explore the effects of Training to use paralinguistic features in speaking
& Selami paralinguistic cues on classes were found to be effective in decreasing
Aydin (2016) anxiety level. communication apprehension, and fear of negative
evaluation; however, it increased test anxiety among
the learners.
Ceyhun Discover the effects of Participants possessed a moderate level of anxiety.
Karabiyik & age, gender, previous Gender and previous learning experiences were not
Neslihan Ozkan ~ English learning found to have a significant impact on anxiety level;
(2017) experience on anxiety however, age was discovered to be an important

level as well as finding out
the level of anxiety among
the learners.

source of anxiety.

Sinem Ozkan
(2019)

Examine the relationship
between foreign language
anxiety and students’
achievements and also
discover the major sources
of general language
anxiety as well as speaking
anxiety

There was a moderate negative relationship between
FLA and students’ linguistic success. Main sources of
both general language anxiety and speaking anxiety
were discovered to be fear of making mistakes,
teachers’ manners, and lack of lexical knowledge.

Erhan Aslan &

Explore the relationship

Learner beliefs and FLA are separate constructs and

Amy S. between learner beliefs they have several underlying dimensions which

Thompson and foreign language influence one another in complex ways. Fear of

(2021) anxiety ambiguity is related to anxiety positively and negative
feelings about the language. Self-confidence is an
important factor in willingness to communicate in
English with natives

Gamze Examine the relationship There was not a significant correlation between FLA

Kiziltepe between foreign language  and different linguistic proficiency either negatively

(2023) anxiety and proficiency or positively.

levels of the students.

Gizem Simgek
& Meral Ceylan
Capar (2024)

Explore the anxiety level
of learners in online and in
person language classes

Students had a moderate level of anxiety in both
settings, yet the main reasons varied. They were
mostly in favor of traditional classrooms due to the
fact that they can interact more easily. They also
reported experiencing such problems as internet
breakdown or voice-related problems during online
education.

2.3 Foreign Language Enjoyment

Human beings have the tendency to focus on what goes wrong instead of what is
working, or simply what makes people keep going in life. Negativity shows itself in
every stage of life, allowing for many scientists and researchers to carry out

experiments or empirical studies to discover the possible causes of ‘‘the problem’’
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instead of concentrating on what has been working or worked so far. For quite a big
number of people, it is considered normal to see the glass half empty rather than see it
half full. However, with the advancements in positive psychology around the beginning
of the millennium, this type of attitude started to change to some extent. The study of
how people thrive and blossom has changed the research tradition towards a positive
dimension (Dewaele and Dewaele, 2017). People were introduced to some concepts like
positive thinking and positive emotions. Although it took a great deal of time for people
to be hopeful or see the glass full, it was a big step towards optimism and many positive
emotions along with it. Thus, positive psychology has been regarded as a well-respected
and valued science since the beginning of the millennium thanks to psychologists,
Seligman and Csikszentmihalyi. They state that the domain of positive psychology
includes three dimensions; ‘‘subjective level, individual level and group level’’
(Seligman and Csikszentmihalyi, 2000, p.5), adding that subjective level involves
positive emotions such as well-being, happiness, and satisfaction (earlier in life), hope
and optimism (regarding the future), and flow and joy at present. They also argue that
individual level concerns positive individual characteristics such as creativity, bravery,
zest, and prudence while group level refers to civic virtues and the institutions
encouraging better citizenship, responsibility, work ethic etc. In other words, positive
psychology deals with three main topics; positive emotions, traits and institutions,
which are also considered as the three pillars of positive psychology (Choi and Jang,
2022). In a similar vein, Maclntyre and Mercer (2014) argue that positive psychology
has the intention of adding an extra perspective to psychology by exploring the possible
things that can be done to maximize strengths and features such as contentment and

optimism.

According to Fredrickson (2001), positive emotions have the potential to undo the
subsequent impacts of negative emotions, which is called the Undoing Hypothesis by
her and her colleagues. Besides, she stated that psychological resilience and improved
well-being are also attributed to positive emotions. In other words, the more positive
emotions people experience, the stronger they will be in terms of psychological well-

being.

Positive psychology has shown its effect on many research areas including foreign

language learning. Dewaele and Dewaele (2017) assert that positive emotions function
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like fuel for students when their motivation is especially down. Language learning
requires both intellectual and affective resilience (Swain, 2013). Therefore, the process
itself brings about some negatively-driven emotions such as anxiety and a lack of
satisfaction or interest. Dewaele and Dewaele (2017) claim that these negative feelings
turn out to be fatal in language classes. Nevertheless, Foreign Language Enjoyment
(FLE) could have the potential to decrease the effect of these negative emotions by
highlighting positive dimensions of learning rather than the negative ones. Most
educators realize the significance of enhancing learners’ positive language experiences
in the long run by encouraging their positive emotions and helping them to keep their
motivation, strength and grit (Macintyre and Mercer, 2014). Gregersen and Maclntyre
(2012) also highlighted the significance of positive emotions in language learning,
stating that students in the grip of positive feelings can realize what happens in
language classroom easily and raise their own awareness about the comprehensible
input presented and absorb more of the target language being learnt. Lodej and Osmola
(2024) acknowledged the importance of FLE stating that it has several positive effects
on learners such as decreased anxiety, more willingness to communicate in the

classroom and increased academic achievements.

Although researchers have carried out studies on different positive emotions like
satisfaction, flow or pride, enjoyment has been more welcomed compared to other
emotions (Jin and Zhang, 2018) since it is in close relation with language acquisition
and communication contexts (Boudreau, et al., 2018). After the groundbreaking study
of Dewaele and MaclIntyre in 2014, FLE sparked researchers’ interests in different parts
of the world, and this keen research focus brought with it different definitions of the
concept. Csikszentmihalyi (2004, cited in Dewaele and Maclintyre, 2016) explained the
difference between enjoyment and pleasure by pointing out that though enjoyment
could be regarded as a sophisticated and complex emotion, pleasure is a simple feeling
showing agreeableness. Maclintyre and Dewaele (2016) provided an excellent example
of winning or playing a game to demonstrate the difference; while winning a game
brings a person pleasure, playing a game could be enjoyable despite having lost the game.
The players might have played better than they would against a strong opponent, and this
means much more important to them than simply winning. Macintyre and Dewaele (2016)
stated that “’Enjoyment follows personal investment, .... something that is a self-relevant
outcome.’’ (p.217). In a similar vein, Resnik and Schallmoser (2019) pinpointed that FLE is
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beyond having pleasant feelings about a state or a language situation, yet it is more linked to
individual dedication and attaining success along the way. It was also defined as follows, “’If
pleasure can occur simply by performing an activity or completing an action, enjoyment takes
on additional dimensions such as intellectual focus, heightened attention, and optimal
challenge.”” (Boudreau et al., 2018, p.153). Li (2022) explains that FLE is a pleasant emotion
stemming from exercises or tasks which inspire language learners to participate more in the
classrooms. Similarly, it can be considered ‘‘a kind of positive feelings that exert a positive

influence on achieving academic goals when working on a demanding task.”’ (Choi and Jang,

2022, p.34).

Despite the differing definitions, what is common in all these definitions is that FLE is a
positive emotion embraced by the learners in their journey of learning a foreign language, and

it includes the element of having fun to keep their motivation high.

2.3.1 Theoretical concepts of foreign language enjoyment

With the introduction of positive psychology in the research literature since the beginning of
the millennium, positive emotions have sparked an interest among the researchers worldwide.
There are two basic theories that have a facilitating effect on the construction of positive
emotions in the field of language learning (Wang et al., 2023). These are Friedrickon’s
Broaden and Build Theory and the Control Value Theory of Achievement Emotions
developed by Pekrun (2006). The significance of positive emotions was highlighted by
Fredrickson for the first time in her influential works (2001, 2003, 2006) under the Broaden
and Build Theory. Fredrickson (2003) argued that they have an impact that goes beyond
simply feeling good at present, and indeed they have a long-lasting effect. According to the
Fredrickson (2001), positive emotions (e.g, enjoyment, gratitude, grit etc.) are able to expand
people’s immediate thought-action repertoires and can contribute to their enduring individual
resources. The broaden and build theory assumes that positive emotions can facilitate or
enhance exploration and play with the language, and accordingly they motivate learners to
seize the opportunity to gain new experiences and improve their learning efficiency, which is
considered as the “’broaden’’ side. The ‘‘build’” dimension of the theory, yet, is observed best
during the times when students get involved in an interaction with instructors, classmates,
skilled users of the language etc. (Dewaele and Maclntyre, 2014). Thus, positive emotions are
able to enable learners to improve their imaginative nature and their willingness to learn,

which are considered essential if a language is to be learnt or acquired (Dewaele et al., 2019).
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On the other hand, the Control-Value Theory of Achievement Emotions (see Table 2.5) is
based on the idea that learners’ assessment of control and values are effective in the
emergence of achievement emotions, which can be divided into three groups; activity-related
emotions, prospective outcome emotions, and retrospective outcome emotions (Pekrun,
2006).

Table 2.5

The Control-Value Theory: Basic Emotions on Control, Values, and Achievement Emotions

Appraisals
Object focus Value Control Emotion
Ot comme/prospective Positive (success) High Anticipatory joy
Medium Hope
Low Hopelessness
Megative (faihore ) High Anticipatory relief
Medium Anxiety
Low Hopelessness
Cutcome/retrospective Positive (success) Irrelevant Joy
Self Pride
(ther Giratitude
Megative (faihure ) Irrelevant Sadness
Self Shame
Cither Anger
Activity Positive High Enjovment
Megative High Anger
PositiveMNegative Low Frustration
Mone High/Low Boredom

Source: Pekrun, 2006, p.320.

The theory basically implies that students’ control of the activity, and valuing the outcome of
it have an impact on learners’ activity emotions when they learn a language, and these
feelings are quite effective in contributing to their motivation (Wang et al., 2023). Pekrun
(2006) states that if an achievement activity like studying and the learning material such as a
coursebook are valued in a positive way, and if the task is considered as adequately
controllable by the learner itself, enjoyment is expected to emerge. However, if the learners
consider the activity as controllable yet negatively value the learning material or the outcome,
anger is bound to surface. Depending on the focus and appraisals of the learners, different

emotions are anticipated to arise (see Table 2.5).

After the introduction of positive psychology into the field of SLA by Maclntyre and
Gregersen in 2012 in the light of Friedrickon’s Broaden-and-Build Theory (Jiang and
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Dewaele, 2019), and the Control-Value Theory (Pekrun, 2006), the positive dimension of
language learning began to keep itself a safe place in the field of language learning. In their
preliminary work, Dewaele and Maclintyre (2014) proposed the term Foreign Language
Enjoyment, as it showed resemblance to the Foreign Language Anxiety (FLA). They
expressed the positive emotion enjoyment as ‘‘indicative of a state in which psychological
needs are being met.”” (Dewaele and Maclntyre, 2014, p.242). They investigated both
emotions in the same study with 1746 multilinguals through an online questionnaire. The
participants were asked to provide some of their demographic information such as their
gender, educational background as well as their FL proficiency, the languages they have
acquired and their self-beliefs regarding their proficiency compared to others. Then, they
were required to complete the Foreign Language Enjoyment Scale (FLES), which was
developed by the two researchers. The scale had 21 statements with standard 5-Likert type
options and 8 of these statements were taken from the FLCAS (Horwitz et al., 1986). The
researchers borrowed these 8 items from the Interest / Enjoyment subscale of Ryan et al.
(1990). The 2l-item FLES had statements regarding the positive emotions towards
classmates, teacher, and language learning experience itself with a final open-ended question
requiring learners to give specific examples of the times they experienced enjoyment in a
foreign language class with some further details. As a result of their study, they made an
important discovery which showed that anxiety and enjoyment are different dimensions.
That’s to say, when one experiences FLA, that person does not necessarily lack FLE

(Dewaele and Maclntyre, 2014)

Dewaele and Maclintyre in their later study (2016), where they used the same dataset in their
first groundbreaking study (2014), utilized a Principal Component Analysis and divided the
FLES into two parts: FLE-Social (regarding social aspects) and FLE-Private (regarding the
private dimension). They distinguished FLE-Social from FLE-Private in this new form,
explaining that the former is closely related to classroom environment, teachers, or peers
whereas the latter reflects the individual enjoyment of learning the language. Dewaele and
Dewaele (2017) also constructed a different edited form, with 10 items taken from the
original 21-item scale, and this new form had three dimensions; Social-FLE, Private-FLE,
and peer-controlled versus teacher-controlled positive atmosphere in the FL classroom. Later
on, Li, Jiang and Dewaele (2018) changed the 21-item scale into a new form with 11 items
after having validated it and provided the Chinese Version of the FLES. It included three

components of the original FLES; the FLE-private, which is linked to learner-internal factors
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like relative standing, self-esteem or realization of progress; FLE-teachers, which are more
concerned with the teachers’ manners and personalities, and FLE-atmosphere, which is in
close relationship with the learning environment and interaction with the poele there (Li et al.,
2018). Botes et al. (2021) devised a new edited short form of the commonly-used FLES scale
and validated it considering the three dimensions; appreciation of the instructors or teachers,
personal joyful experiences, and having enjoyment with the people involved in the process.
This new form, which is also called S-FLES (Short Form of FLES), included only nine items
from the original scale. It is presented below in Table 2.6.

Table 2.6
Short-Form Foreign Language Enjoyment Scale (S-FLES)

In the foreign language class:

1. The teacher is encouraging Teacher appreciation subscale
2. The teacher is friendly
3. The teacher is supportive

4. 1 enjoy it. Personal enjoyment subscale
5. ’ve learned interesting things.
6. 1 am proud of my accomplishment.

7. We form a tight group Social enjoyment subscale
8. We laugh a lot
9. We have common ‘legends,” such as running jokes.

Source: Botes et al., 2021, p.876.

According to Li (2020), there are three trends of research concerning FLE literature. The first
strand is followed to conceptualize and measure FLE levels of the learners while the second
one involves finding out the links between FLE and FLA examining different learner-internal
and learner-external (also referred as teacher-centered) variables. perceived competence,
emotional intelligence. The third trend is to discover the relationship between FLA, FLE, and

L2 achievement, which is going to be examined under the second strand.

2.3.2 Empirical studies conducted on foreign language enjoyment in various contexts

The number of the studies investigating FLE as the only main research focus has risen
significantly in the field of language learning across the world (Jin and Zhang, 2018; Botes et
al., 2021, Kruk et.al, 2022). In line with the ongoing research focus on FLE, it has been
examined and searched in many different research contexts worldwide (Mierza, 2018; Elahi
Shirvan et al., 2020; Ozer and Altay, 2021). In the research domain of second language

acquisition, FLE has been regarded as a trait-like emotional experience and a situation-
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specific response to classroom tasks (Jin and Zhang, 2018). and it has been examined and
investigated with a different research interest. For instance, Pavelescu and Petric (2018) set
out to distinguish between love and enjoyment in four Romanian learners of English. They
administered various qualitative data collection tools in order to reach their goal. It was
revealed through the study that in spite of the fact that the participants of the study possessed
positive feelings regarding the learning of English, the degree and steadiness of the emotion
were found significantly different among them. Hence, the researchers made a distinction
between love and enjoyment. They concluded that in contrast to enjoyment, love had the
potential to make cognition greater and encouraged active interest in learning (Pavelescu and
Petric, 2018) by making it clear that love was indeed what helped learners to feel motivated

when language learning was the main concern.

The effects of foreign language enjoyment on students’ success have also captured the
attention of researchers. Jin and Zhang (2018) carried out a study to shed light on the
underlying concepts of FLE scale and their effects on students’ achievement. They analyzed
the 21 items under three factors; Enjoyment of Student Support, Enjoyment of Teacher
Support and Enjoyment of English Learning. It was revealed that Enjoyment of Student
Support was a better predictor of students’ success compared to the other two factors,
suggesting that learners’ desire to learn the language is the main reason for their enjoyment.
Even so, Enjoyment of Student Support and Enjoyment of Teacher Support were positively
correlated with their achievements although the former had a bigger impact, showing the
effect of interpersonal relationships with peers and the teachers on their enjoyment of the
foreign language. The researchers stated that while teacher and peer support can be regarded
as social dimensions, enjoyment of learning the language is the academic dimension, which
affects students’ achievements more in this respect. Li (2020) also carried out a study to
discover the relationship between 1307 Chinese learners’ trait emotional intelligence, FLE
and their English achievement. The study revealed that learners’ trait emotional intelligence
had a positive impact on their enjoyment, which in turn affects their English successes
positively. It shows the partially mediating effect of FLE on the relationship between
participants’ emotional intelligence and their proficiency. It was also unveiled through the
study that learners who were competent and got better grades in English had higher levels of
English enjoyment. In a similar context, China, Wang et al. (2023) undertook a study to
discover the effects of FLE on leamers’ success through motivation across different

proficiency levels. The study found out that more proficient learners had more fun and
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motivation, and enjoyment had a direct effect of motivation. Regarding the proficiency levels,
it was found out that enjoyment predicted the success of the learners, and motivation had a

partial mediating effect in this respect.

Taking a different approach, Resnik and Schallmoser (2019) examined the impacts of e-
tandem language learning on the positive feelings of learners in different countries. Some of
the participants were EFL learners in an Australian university, and the rest of them were
students of German in the UK and the USA. The study uncovered the fact that e-tandem
learning with peers increased participants’ enjoyment level dramatically since they were
nearly the same age and got a chance to get involved in real conversations with the proficient
native speakers of the language. Besides, perceiving their pairs as mediators of the target
culture and having lessons in a nontraditional manner had a great impact in alleviating their

anxiety, and thus, had a direct impact on their enjoyment.

There have also been some studies addressing the teacher effect on learners’ FLE level
(Dewaele et al., 2018; Dewaele and Dewaele, 2020; Ahmadi-Azad et al., 2020; Guo et al.,
2022). To illustrate, Li et al. (2018) conducted a study and concluded that FLE was related to
the teachers and their teaching manners along with the positive rapport with classmates, and
the existence of an encouraging learning atmosphere in a Chinese context. Ahmadi-Azad et
al. (2020) carried out a study to examine the impact of teachers’ personality on the learners’
positive feelings, and the study pointed out the significant effects of teachers’ having an
outgoing nature, sociability and collaborative manners on learners’ increased enjoyment
whereas their diligence and emotional instability did not have any impact. Hejazi and
Sadoughi (2022) undertook a study in another Iranian context to examine the predicting effect
of teacher encouragement on learners’ grit, and it was discovered that positive emotion on
language learning was in close relation with L2 grit and teacher support was predicted by L2
grit through enjoyment. Similarly, Guo et al. (2022) aimed to discover the effect of teachers’
verbal and nonverbal immediacy on EFL learners’ enjoyment in their review and they found
out that both teachers’ verbal immediacy such as calling students by their names, joking,
communicating with the them inside and outside the classrooms and nonverbal immediacy
such as nodding, maintaining eye-contact, posture all contribute to the enjoyment of learners.
The researchers also encouraged the teachers of foreign languages to adopt the ‘‘loving
pedagogy’” and accordingly nurture a friendly environment where learners feel free to

express their emotions and, thus, decrease their anxiety.
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Another research focus among the researchers was the changing and evolving nature of FLE.
The dynamic nature of FLE required researchers to employ idiodynamic methods to collect
data. Idiodynamic research design is quite new in that it enables researchers to examine
moment-to-moment shifts in FLE levels of the learners and is gaining popularity among the
researchers. For instance, Talebzadeh et al. (2020) undertook a study with 5 learners through
the idiodynamic method and aimed to investigate the processes and the underlying factors of
foreign language contagion. The researchers pointed out the significance of automatic
mimicry as the main sign of the contagion of joy and laughter was found to be the most
common nonverbal cue indicating a sense of enjoyment. It is worth mentioning that through
the study, affective feedback given by the teacher and peers were reported to be important
regarding the enjoyment contagion, which highlights the importance of social and teacher
components of language enjoyment. In another context, Chen (2023) carried out a research
study in Taiwan to investigate the impact of challenging nature of language tasks on FLE
changes via the idiodynamic method with four pairs of university students. Two pairs were
assigned simple tasks whereas the other two were assigned complex tasks without having
been informed about the complexity of the task. Once the tasks were over, they rated their
enjoyment fluctuations. Then, they were shown the dips and spikes in their enjoyment and
asked about the possible reasons. At the end of the study, participants belonging to simple
task groups were found to have the most fun during peer interaction. It was also discovered
that task complexity had an impact on learners’ enjoyment together with the combined effects
of learner-internal and learner-external variables. Regarding the low level of FLE, it was
revealed that lacking ideas during the task, performance-related issues and memorizing
vocabulary, and the task itself brought about a decreased level of enjoyment. On the other
hand, higher levels of enjoyment were attributed to interesting storyline, design of the task,

pair work, and task performance.

Recently, researchers have also started to identify the relationship between FLE and some
other variables possibly having a reciprocal effect. To illustrate, Kruk et al. (2022) carried out
a study with an aim to discover the dynamic relationship between FLE and foreign language
boredom among L2 learners of English using a latent growth curve modeling instead of
evaluating these emotions in a one-shot manner. The study revealed that students initially
possessing a low level of enjoyment witnessed a remarkable increase in their level of
enjoyment over time, and the ones having a higher level of enjoyment did not show a

significant increase. On the other hand, regarding the boredom, students initially having a low
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level of boredom had less decrease in the emotion whereas the ones possessing a much higher
level of boredom reported to show more decrease in the emotion. It is concluded from the
results of the study that a reduction in the level of boredom can be attributed to a high level of

enjoyment, which shows the negative relationship between these two emotions.

As can be noticed, FLE has shown itself in many studies worldwide, focusing on a different

aspect of it. Table 2.7 summarizes some of the studies conducted in various contexts.

Table 2.7

Some Empirical Studies Conducted in Various Countries on Foreign Language Enjoyment

Researchers Aim of the Study Major Findings
Pia Resnik & Explore the effect of e-tandem  E-tandem learning increased learners’ FLE. Having
Christine learning on foreign language authentic conversations with L1 speakers at the same age,

Schallmoser (2019)

enjoyment of students at a
tertiary level

practicing the language in a setting different from a
traditional classroom, perceiving pairs as cultural
mediators, getting one-to-one feedback were mentioned to
boost leamers’ enjoyment

Nahid Talebzadeh
& Majid Elahi
Shirvan & Gholam
Hassan Khajavy
(2020)

Investigate the dynamics of
foreign language enjoyment
contagion in an Iranian
context through the
idiodynamic method.

Automatic mimicry was found to be the best evidence
showing enjoyment, and it was shaped by some
paralinguistic cues like nodding, gestures, smiling, and
laughter However, automatic mimicry was not always
found to be an indicator of enjoyment.

Chenghen Li (2020)

Investigate the links among
Chinese learners’ trait
emotional intelligence (TEI),
foreign language enjoyment,
and their success.

Students possessed a low-to-medium level of FLE and a
moderate-to-high level of trait emotional intelligence. TEI
had a direct impact on learmers’ success and it was partially
mediated by FLE.

Shima Ahmadi-
Azad & Hassan
Asadollahfam &
Masoud Zoghi
(2020)

Explore the effects of Big Five
characteristics of teachers on
learners’ foreign language
enjoyment

Out of the five personality traits of teachers, three of them
(openness, extroversion, agreeableness) were found to have
an impact in shaping learners’ language enjoyment, yet
consciousness and neuroticism did not have such a
significant impact on learners’s enjoyment.

Yinxing Jin &
Lawrence Jun
Zhang (2021)

Investigate the construct of
foreign language classroom
enjoyment and its effect on
Chinese learners’ success.

Three dimensions of FLE were revealed through factor
analysis, and path analysis demonstrated that Enjoyment of
Foreign Language Learning had the most direct and the
biggest impact on leamers’ scores. However, Enjoyment of
Teacher Support and Enjoyment of Student Support
predicted learners’ success through enjoyment of leamning
in an indirect manner.

Mariusz Kruk &
Miroslaw Pawlak &
Majid Elahi Shirvan

Examine the dynamic growth
of foreign language enjoyment
and foreign language

There was a significant relationship between decreased
boredom and increased enjoyment over time during online
learning. Students who first had a low level of enjoyment

& Tahereh Taherian  boredom. witnessed a much greater enjoyment at the end of the
& Elham course, and the ones who started off with a high level of
Yazdanmehr (2022) boredom had a bigger decrease in this emotion.

S. Yahya Hejazi &
Majid Sadoughi

Explore the effect of teacher
support on learners’ grit

Teacher support had a positive and significant impact on 12
grit through the mediating role of foreign language learning

(2023) through learning enjoyment enjoyment.
Tzu-Hua Chen Explore the effect of task Together with some learner-internal and learner-external
(2023) complexity on learners’ variables, task complexity had an impact in shaping

enjoyment levels during
simple and complex speaking
tasks.

learners’ enjoyment. Students in simple task groups had the
most enjoyment, and the sources were found to be in close
relation with interesting storylines, task design, working
with peers, and task performance.
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2.3.3 Empirical studies conducted on foreign language enjoyment in Turkiye

Positive psychology has brought a positive dimension into language teaching with a focus on
the things that students enjoy rather than the ones students are anxious about. This type of
positivism has shown itself in some studies (Elahi Shirvan et al., 2020; Tarihoran et al., 2020;
Jiang, 2024), though not many, in Turkiye. Kaplan (2022), for instance, carried out a study so
as to reveal the level of learners’ enjoyment and its primary sources via a mixed-methods
study at a state university. He found out that learners had a moderate level of enjoyment, with
the mean score slightly higher than 3.50. Besides, the high school department was not found
to be a determinant factor on learners’ enjoyment. That’s to say, regardless of the previous
learning experience, participants possessed a similar level of enjoyment. Qualitative data
showed that major sources of anxiety could be divided into three; FLE-Private, FLE-
Instructional and FLE-Environment. Students attributed enjoyment mainly to teachers and
opted for a friendly classroom environment where teacher-student, or student-student
interaction is far from being hostile. Moreover, activities or topics were mentioned as having
an impact on learners’ enjoyment. When they considered the activities as uninteresting, or
unappealing to their interests, they were likely to get bored. Last but not least, students said
they enjoyed English when they were aware of their own development, which was a driving
force and boosted their enjoyment. Similarly, Aydin and Denkg¢i-Akkas (2023) explored the
level of FLE of the EFL learners at different high schools, language preparatory schools and
universities to see the effects of age, proficiency and gender on learners’ enjoyment. It was
found out that students enjoyed English to a high extent and they reported having fun when
they felt they were moving towards their goals through the target language, learning the
language in a supportive environment, and spending time with friends who also can speak the
language. Regarding the effects of gender, no significant effect was detected. However, age
and proficiency were found to have a determinant factor on learners’ enjoyment; that’s, the

older and the more proficient learners were, the more fun they had.

With a purpose to find out the causes, effects, and existence of FLE, Aydin and Denkgi-
Akkas (2023) also undertook a qualitative study with 13 BA students at a university and they
found out that learners had a high level of enjoyment, and they reported the causes as being
able to learn something new through English, engaging in communication with native
speakers, perceiving that they make progress, improving friendships and collaborating with

teachers and classmates. Regarding the effects, they stated they boosted their self-esteem,
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received respect from other people, developed pride, and got better at communication and
social skills.

Studies concerning FLE in relation to different variables have also gained some scholarly
attention in Turkiye. Cinkiling-Ozkili¢ (2024) implemented a quantitative study in order to
examine the relationship between Turkish EFL learners' enjoyment and self-efficacy levels
and their language achievement. The study uncovered that not only learners’ FLE and
achievement but also their FLE and self-efficacy were moderately related. Furthermore,
learners were found to enjoy their English classes at a moderate level. One of the important
findings of the study was that both gender and achievement predicted learners’ enjoyment

levels.

As can be easily noticed, positive psychology and its integration into language teaching is still
in its infancy, yet promising to dominate the research field in Turkiye. Studies conducted so
far in Turkiye had either a focus to find out the levels and sources of FLE, or its relation to
FLA. In order to maintain integrity, studies aiming at finding the relationship between FLA
and FLE in Turkiye (Uzun, 2017; Dewaele and Priotti Ergiin, 2020; Yesil¢mar and Erdemir,
2023) will be analyzed in the next section.

2.3.4 Empirical studies on FLE and FLA in Turkiye and various contexts

Language classrooms are the places where a number of positive and negative emotions such
as contentment, gratitude, shame, boredom relief can be observed (Shao et al., 2019).
However, the most popular trend has been investigating Foreign Language Enjoyment and
Foreign Language Anxiety levels and sources owing to the fact that these emotions are the
most commonly-encountered emotions among many others (Elahi Shirvan and Talebzadeh,
2020). Dewaele and Maclintyre (2014) highlighted the importance of examining these two
widespread emotions together because it can contribute to the understanding of the language
learning process. Since foreign language learners’ emotions can emerge in various forms and
dimensions, it is essential to make inroads to a better understanding of the interaction between
FLCA and FLE especially when they are faced with similar intensity (Botes et al., 2022). A
great number of the studies were mainly conducted with an aim to find out both the FLE and
FLA levels of the learners or to discover whether there is any type of relationship between
them. The first research with this purpose was conducted online by Dewaele and Macintyre
(2014) with 1746 foreign language learners across the world. In their mixed-methods study,

they found out that FLCA and FLE of the learners were negatively correlated, which means
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that learners had remarkably more positive feelings regarding language learning and these
two emotions varied in accordance with age, education, number of languages acquired, and
the success attained in the language. It was concluded that “’those who knew more languages,
had reached a higher level in the FL, felt that they were above average in their group of peers,
were more advanced in their education and were older reported significantly less FLA and
scored significant higher on FLE.”” (Dewaele and Maclntyre, 2014, p.249). However, when
the qualitative data were analyzed, the study revealed that learners reported having enjoyment
in close relation to classroom activities (having the biggest impact), classmates, teacher
recognition (praises or nice comments), teaching skills of the teachers, making progress,
authentic usage of the target language with some other causes under the category of others.
Dewaele et al. (2016) carried out another study with the same data set in order to find out
gender differences in terms of FLE and FLA. They reported that compared to male
participants, female learners had more fun and pride when language learning was concerned
and asserted that they were learning interesting things in their classes. These female
participants, however, were also found to possess a higher level of language anxiety, which
led the researchers to conclude that females might experience a higher level of emotions
overall when they learn a foreign language. In another context, in Turkiye, Uzun (2017)
carried out a study to find out whether FLE of the learners outweigh their levels of FLA at a
university using the FLE scale developed by Dewaele and Macintyre (2014) and a short
version of FLCAS adapted by the aforementioned researchers. He discovered that
participants in his study had more enjoyment compared to anxiety, but the frequency of
listening to songs or watching films / series in English did not have much of an impact on
learners’ FLE and FLA in this respect. Qualitative data also showed that learners’ enjoyment
stems from their selves, teachers, peers, and their performance. Regarding the factors
affecting their enjoyment positively, it was found out that learning interesting and new things
about English culture and language, perceiving self-success, feeling an important member of
the group, listening to teachers’ jokes and being appraised by them were important. On the
other hand, fear of exceeding the limit of absenteeism, being called on, providing incorrect
answers, and being forced for an answer by the teacher were reported to cause anxiety among
them. In a similar Turkish context, Aldabeeb (2021) conducted a correlational quantitative
study with an aim to discover the relationship between FLE and public speaking anxiety. The
study showed that there was a moderate negative relationship between these two emotions,

and participants reported higher levels of FLE compared to their FLA level. Ozer (2020)
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completed a similar mixed-methods study with learners studying at a secondary school to
analyze the levels of FLE and FLA, and the relationship between them. Finding out the
effects of gender and teacher strictness was also another concern of the study. It was found
out that learners possessed a high level of enjoyment and a moderate level of FLA, and these
two emotions were negatively correlated. The study uncovered the fact that gender had no
effect on FLE, yet it had an impact on FLA. Teacher strictness was revealed to be a predictor
of FLE and FLA, as well. Qualitative study also showed that FLE and FLA emerge due to
learner-internal effects, teacher-related effects, and peers. Quite similarly, Kilig¢ (2024)
conducted a study with secondary-school learners in a Turkish context with a primary aim to
measure the levels of anxiety and enjoyment levels as well as the correlation between them
and to examine the effects of gender, grade level, school type on these two emotions. The
study found out that learners were moderately anxious when it comes to speaking English,
and had a high level of FLE. Regarding the relationship between FLA and FLE, the study
indicated a weak negative relationship.

Discovering the possible sources of language anxiety and enjoyment has gained momentum
thanks to increasing research interest in the field of language learning. For example, Su
(2022) conducted a study with EFL learners having intermediate and low language
proficiency in China in order to find out the main causes of language anxiety and enjoyment.
She found out that learners belonging to both proficiency groups had a moderate level of
anxiety and enjoyment. Regarding the main sources of enjoyment, students attributed high
enjoyment to teachers (72%) and the classroom activities they employed in the classroom.
However, they blamed their own selves (70%) as a source of their anxiety, mainly due to such
reasons as being unable to finish the task, speaking without any preparation, and their poor
language proficiency. Yesilginar and Erdemir (2023) carried out a research study to find out
the factors leading to Turkish learners’ anxiety and contributing to their enjoyment. The EFL
learners in the study were found to possess a high level of FLE with a medium level of FLA.
The study yielded important findings in that teaching methodology and the institution where
the language has been learnt predicted learners’ enjoyment significantly, and learner-internal
sources exerted a bigger effect on learners' enjoyment levels compared to the learner-internal
factors. Similarly, Wu (2024) undertook a study with tertiary level Chinese students to
investigate the possible sources of FLE and FLA along with the effects of some learner
variables such as gender, major, self-perception of proficiency, year of university on learners’

two emotions. The study revealed that learners’ gender and their year at university predicted
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their FLA, but not FLE. While participants' self-perception of their proficiency affected their
FLE and FLA considerably, major did not play a role in shaping their FLE and FLA.
Regarding the sources of enjoyment in English as a foreign language class, it was reported by
the students that their enjoyment was closely linked to their teachers, and they especially had
fun when teachers brought a novel teaching material into the classroom or made the content
engaging for the students. However, their anxiety was mostly attributed to themselves
followed by teachers, and they felt the most anxious when they were required to speak in
front of a crowd and were called upon by teachers randomly. In a similar vein, Lodej and
Osmola (2024) conducted a study with an aim to discover Polish learners’ perceived levels of
FLE and FLCA along with their main sources. The study revealed that Polish learners
majoring in English had a moderate level of enjoyment and anxiety even though they were
found to have only a little higher enjoyment level through quantitative data. Regarding the
relationship between these two emotions, it was reported that there was a negative
relationship, which means when learners’ enjoyment level moved up, their anxiety level
lowered. Teachers (46%) were reported to be the main source of students’ enjoyment
followed by peers (23%), while communication apprehension, especially public speaking,

was found to have the most determining effect on their anxiety.

Since FLE has sparked researchers’ interest in the field since the onset of the millennium,
several researchers (Elahi Shirvan and Talebzadeh, 2018; Dang, 2022; Dewaele et al., 2023;
Dewaele et al., 2024) aimed to reveal the learner-external or learner-internal variables on the
learners’ FLE and FLA. Not only learner-related but also learner-external sources exert
influence on learners’ FLE and FLA (Li et al., 2020). Dewaele et al. (2018) carried out a
study in London with 189 high school learners to reveal the primary learner-external and
learner-related sources on their FLA and FLE. The participants were found to possess a
higher level of enjoyment compared to their anxiety level. Attitudes towards the target
language and the teacher, usage of the target language, the time allocated to speaking foreign
language, relative standing were discovered to be in a closer relationship with higher levels of
FLE whereas FLA wasn’t shaped by the variables related to teachers. Concerning the learner-
related variables, the study uncovered the significant impact of age on FLE, yet not on FLA.
Besides, language proficiency was found to be closely related to increased enjoyment and
reduced FLA, and the number of languages having been acquired did not have any type of
impact on either FLA or FLE. By the same token, Jiang and Dewaele (2019) examined the

role of learner-internal and teacher-related factors on both emotions and it was uncovered
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through the study that teacher-related variables such as teachers’ approachability, attitudes
towards the teacher, teachers’ using humour or in other words making jokes during a lesson
predicted FLE more while FLA was found to be more concerned with learner-variables like
English proficiency level, or perceptions regarding the acquisitorn of English, and the study
discovered a moderate negative relationship between these two widespread emotions. FLE
was found to stem from teacher-related activities even though FLCA was linked to the person
itself, which was also supported and verified by the qualitative data gathered in the study. Li
et al. (2020) also conducted a study to closely examine the learner-external and learner-
internal sources on learners' positive and negative emotions, and it was found out through the
study that FLE was in a closer relationship with classroom environment whereas FLA was
more related to emotional intelligence. One of the primary findings obtained from these
studies is that FLE is more strongly associated with learner-external variables while FLA is
more closely linked to learner-internal sources (Dewaele and Macintyre, 2016; Dewaele et
al., 2019; Dewaele et al., 2022).

Examining or inquiring the effect of teachers on learners’ FLA and FLE has been a prominent
focus and among the key research questions in numerous studies. Dewaele et al. (2019)
undertook a study in a Spanish context to find out the relationship between enjoyment and
anxiety and the effects of teacher characteristics on these emotions. The study uncovered a
moderate negative relationship between these two emotions. With respect to traits of teachers,
they found out that teachers’ friendliness exerted the greatest impact on participants’ positive
emotions while teachers’ foreign accent had the minimal effect. Besides, FLA levels of the
learners were found to be higher due to teachers’ being at a younger age, being more
disciplined and not using the target language very often in the classroom. Despite the fact that
the effect of teacher accent only played a minor role in shaping learners’ FLE, but showed no
impact on FLA, the result was somewhat unanticipated considering the number of nonnative
teachers is on the increase in each and every single country due to the significant advantages
of learning a foreign language. Similarly, Dewaele and Dewaele (2020) undertook a study to
measure the FLCA and FLE levels of the learners by determining the different impact of the
two teachers in the study. In the study, teachers’ use of the target language, learners’
perceptions with respect to the teacher, and teachers’ being unpredictable in terms of the
methodology and the novelty were associated with higher FLE. Concerning the levels of
anxiety, no significant effect was reported between the two teachers in the study. In Kuwait,

Dewaele et al. (2022) took charge of a longitudinal study to investigate three teacher
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behaviors, which are using the foreign language in the classroom, predictability and
frequency of joking on students’ FLE, FLLA and their attitudes / motivation. All of the three
teacher behaviors were found to exert a remarkable impact on FLE and their motivation, but
no significant impact on FLA. Teachers’ use of target language and their frequent joking had
a considerable effect on students’ enjoyment while teachers’ predictability, surprisingly, was
found to affect learners’ enjoyment positively, which was attributed to learners’ preference
for the routine. Pan and Zhang (2023) also reported a moderate relationship between
enjoyment and anxiety in another Chinese context, explaining that the learning environment
and the teachers shaped students’ FLE positively. Dewaele and Dewaele (2017) asserted that
teachers had a bigger impact on FLE over time, but not FLCA.

Dewaele and Alfawzan (2018) investigated the impacts of FLA and FLE on linguistic
performance of not only EFL learners but also some other foreign language learners in
London, and the study concluded that positive effect of FLE had a stronger impact than the
negative effect of FLCA on foreign language performance. Dewaele and Priotti Ergiin (2020)
also carried out a study with 110 Turkish students studying in an Italian school in Istanbul to
find out the learners’ attitudes, motivation, course grades, and two classroom emotions (FLE
and FLA) across two languages, English and Italian. The study had significant findings in
terms of two emotions and their effects on students’ scores. Students were found to be more
anxious when they were learning Italian and this emotion was negatively correlated with high
language scores. However, the most determinant factor on course marks in Italian was the
attitudes and motivation of the learners. Regarding English course grades, there existed a
close link between FLA and low English scores. That means FLE was not a predictor of high
course marks in either language. Also, no significant relationship was found between FLA in
two languages and attitudes / motivation, either. Botes et al. (2022) found out a similar
finding in that students who possess a higher level of FLE together with a lower of FLA had
also more self-perceived proficiency. However, it was concluded that anxiety had a greater
effect predicting self-perceived proficiency compared to enjoyment.

As it is well known, emotions display fluctuations in time because they are in a constant
interplay with other systems (Boudreau et al., 2018). It is possible to state that emotions have
such components of Complex Dynamic Systems Theory (Larsen-Freeman and Cameron,
2008) as being dynamic and likely to be affected by different factors, existing and flexible

depending on the situation. With this in mind, Dewaele and Dewaele (2017) conducted a
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pseudo-longitudinal study in order to find out if students’ FLE and FLCA changed over time
and what could be the possible variables such as gender, relative standing, attitudes towards
teacher / language etc. predicting FLE and FLA of 189 language learners studying at two
different schools in London. They divided the students into three groups based on their ages,
namely, age group 1 consisted of learners who were 12-13 years old; age group 2 had
students with the age of 14 and 15; age group 3 was formed with students that were 16-18
years old. The study revealed that the relationship between FLA and FLE was non-significant
in all age groups but age group two. In other words, except for the second age group, students
in the first and second age group did not necessarily have lower levels of anxiety linked to
higher enjoyment. However, the change of FLE over time was significant whereas time did
not seem to affect the level of FLA of the learners. Regarding the independent variables
related to FLE and FLCA, the study found out that in age group 1 (12-13 years old), relative
standing among the peers was the best predictor of FLE with 25 % of variance on its own;
however, FLCA was mostly predicted by their proficiency in the target language. For the
students belonging to the second age group (14-15 years old), attitude towards the language
was the most important predictor of their enjoyment, and relative standing among the peers
affected their anxiety most. As for the third group, a positive attitude towards the language
teacher predicted the FLE of the learners with 44.5 % of variance on its own, and like in the
second age group relative standing had the most impact on their FLA. No significant
difference was found concerning the gender variable, suggesting that students’ FLE and
FLCA did not show any changes depending on their gender. It was concluded that
independent variables such as relative standing and attitudes had a bigger impact on FLE than
on FLA, which might result from the fact that personality plays a more important role on
FLA. Boudreau et al. (2018) also investigated the shifts in enjoyment and anxiety levels on a
moment-to-moment timescale through the administration of the idiodynamic approach
developed by Maclintyre (2012). The study highlighted the dynamic nature of these emotions
by making it clear that there could be some moments when these two emotions are at
opposite ends, but in others, there could be almost zero relationship. It was concluded from
the study that emotions are indeed complex and do not necessarily function in a seesaw
pattern. Elahi Shirvan and Talebzadeh (2020) also examined the signature dynamics of these
two emotions via retrodictive qualitative modeling in an Iranian context, and they discovered
that the emergence of anxiety and enjoyment could possibly stem from teachers’

characteristics or methodology, learners’ ambitions, a perfectionist image learners possess,
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and their failures in the past. They divided the students into four categories based on their
levels of FLE and FLA (high enjoyment high anxiety, high enjoyment low anxiety, low
enjoyment high anxiety, low enjoyment low anxiety) stated by the teachers, and carried out
interviews with learners in each archetype. Being aware of the sources of enjoyment and
anxiety can make it possible for them to “’make meaning of how they feel at the moment in
terms of anxiety and enjoyment.’” (Elahi Shirvan and Talebzadeh, 2020, p.40). In a similar
vein, Elahi Shirvan and Taherian (2021) conducted a mixed-methods study with an aim to
examine the changing features of learners’ enjoyment and anxiety level at a university in Iran
by using an innovative research model, latent growth curve modeling. They examined 367
students over a term and collected qualitative data from observations, journals of the learners,
and semi-structured interviews, and quantitative data from the FLE and FLA scales
administered four times. The study revealed that although learners’ FLE level got higher
considerably, their FLA levels reduced towards the end of the semester. Nevertheless, the
earlier levels of FLA and FLE did not determine students’ FLE and FLA levels at the end of
the semester because of joining influences of different variables like teachers’ and their
feedback, the quality of the resources in the classroom etc. Besides, it was concluded from the
qualitative data that there could be some times when learners experienced both high
enjoyment and anxiety, or low enjoyment and anxiety, which indicated that there wasn’t

necessarily a relationship with these two opposite emotions.

Dewaele and Dewaele (2020) assert that in spite of not being consistent, FLE and FLA could
increase drastically or reduce greatly because of the classroom activities, comments, and
feedback provided by the classmates and the teachers. The two aforementioned researchers
held a study in London with 40 secondary school learners to shed light on the dynamics of
emotions in a classroom. They concluded that FLCA did not display fluctuations in the long
run; however, there could be some fluctuations in students’ enjoyment levels resulting from
the teacher. They stated that ’FLCA is slightly more trait-like whereas FLE is more state-
like” (Dewaele and Dewaele, 2020. p.57). Similarly, Pan and Zhang (2023) investigated the
longitudinal shifts in FLE and FLA levels among Chinese learners quite recently, and
discovered that FLE showed greater changes when compared to FLA even though students
possessed a higher level of enjoyment most of the time. However, FLE was more strongly
shaped by learner-external variables such as teachers, learners’ perceptions regarding the
language learning and culture, class atmosphere, ideal L2 Self, Ought-to L2 Self compared to

FLA. The findings of the study conducted by Bielak (2022), however, does not support some
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of the earlier findings in that contextual factors exert a degree of influence on FLA since the
levels of FLA among the Polish learners went up during the collaborative group task in
contrast to the more stable dynamics of FLE. The result of Bielak’s study (2022) was

somewhat unexpected, owing to the fact that anxiety mostly derives from personality traits

Recently, researchers have begun to examine the most common classroom emotions -
enjoyment and anxiety- with its relations to another common emotion which is Foreign
Language Boredom (FLB). Dewaele et al. (2023) carried out a study to find out how these
three emotions are predicted by attitudes toward the FL and two teacher behaviors, frequency
of the use of target language and teachers’ unpredictability, along with their effect on
students’ success. The study revealed that teachers’ unpredictability and their target language
use positively affected FLE whereas target language use did not have a significant impact on
both negative emotions. In terms of attitudes toward the target language, the study discovered
that enjoyment affects learners’ attitude in a positive way though FLB affected it in a negative
way, which was somewhat expected. When the academic achievement variable was
concerned, the study found out that although FLA had a considerable impact on students’
success, the other emotions, enjoyment, and boredom, had no impact. The researchers
concluded that teacher-related variables could be better predictors of positive emotions rather
than negative ones.

With the development of technology and artificial intelligence in language learning, their
effects on learners’ enjoyment and anxiety have started to surface in the literature. Zhang et
al. (2024) undertook a study in order to observe the impact of Al-speaking assistant, Lora, on
learners’ enjoyment, anxiety, and willingness to communicate in their oral interaction. The
study yielded promising findings in that participants in the experimental group experienced a
significant increase in their willingness to communicate and enjoyment, accompanied with a
significant decrease in their anxiety level. Although students in the control group had also
increased enjoyment and willingness to communicate together with decreased anxiety, the
difference in the pre and post tests were not as significant as the ones in the experimental
group. Participants expressed the Al-speaking experience as non-threatening, supportive,
comfortable, safe, and easy to interact with. They also reported having less communication
anxiety, and boosted self-confidence due to emotional support, encouraging feedback, and
tailored learning atmosphere.
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As studying FLA and FLE is a fruitful research area, several researchers have turned their
attention to some different variables having an impact on anxiety and enjoyment. To
illustrate, De Smet et al. (2018) investigated the effects of learning different languages on
students’ positive and negative emotions in CLIL (Content and Language Integrated
Learning) and non-CLIL classrooms. Although participants reported having more enjoyment
in English classes compared to Dutch lessons, they did not demonstrate a significant
difference in their enjoyment levels in CLIL or non-CLIL classrooms. With a different
research focus, Zare et al. (2022) undertook a study with a purpose to discover if
concordancing had an impact on students’ anxiety and enjoyment. Using a data-driven
approach, the researchers divided the participants into two groups, experimental and control
group. The mixed-methods study revealed that learning to use important markers with
traditional explicit instruction was slightly less stressful than the inductive approach, and
participants in the control group reported more joy regarding the usage of concordancing.
With a different research focus, Myhre et al. (2023) aimed to uncover the effects of having
outdoor education on young teenagers’ FLE and FLA levels in a Norwegian context.
Although quantitative data did not demonstrate significant changes in the FLE and FLA
levels of both Control Group and Experimental Group students, qualitative data unveiled the
appreciation of outdoor learning among experimental groups.

To sum up, the literature shows that not only learner-internal variables involving age, major,
gender, attitudes, motivation, perceived proficiency, but also learner-external variables such
as classmates, teachers, classroom atmosphere could possibly have an impact on learners’
FLA and FLE (Jiang and Dewaele, 2019). Regarding the effects of the teacher, it has been
revealed through literature that teachers could have a direct and stronger effect on learners’
FLE compared to FLA (Dewaele and Dewaele, 2020; Dewaele et al., 2018; Li et al., 2019;
Dewaele et al., 2020; Wu, 2024) due to the fact that anxiety mostly stems from learners’
personality traits. Since investigation of both emotions has risen in its quality and quantity, it
makes it possible to come across studies examining the effects of different variables such as
outdoor education, different target languages, use of imagined communities on learners’
language enjoyment and anxiety, as well. Table 2.8 below presents some of the empirical

studies carried out worldwide.

65



Table 2.8

Some Empirical Studies Conducted in Various Countries on Foreign Language Enjoyment and Foreign

Language Anxiety

Researchers Context Aim of the Study Major Findings

Jean-Marc multilinguals all Explore the relationship FLE and anxiety were separate

Dewaele & round the world between FLE and FLA, dimensions, and participants had more

Peter MacIntyre  (age ranging from  and the effects of anumber  enjoyment than anxiety. Participants

(2014) 11to0 75) of variables on learners’ who knew more languages, who were
FLE and FLA. more proficient and older, who were

confident about their proficiency, who
had an advanced level in their
education had much less FLA and
more FLE. Female participants
experienced both negative and positive
emotions more.

Kutay Uzun a university in Check if FLE outweighs Students were found to have more
(2017) Turkiye FLA among EFL learners  enjoyment, and FLA and FLE were in
and find out the main a negative relationship. Sources of FLA
reasons behind students and FLE resulted from their selves,
FLA and FLE levels. teachers, peers and their performance.
Jean-Marc two secondary Examine the effects of Positive emotions were correlated with
Dewaele & schoolsin London FLA and FLE on learners’  higher language performance than
Mateb (ages ranging foreign language negative emotions. Qualitative data
Alfawzan from 12 to 18) performance. showed that classroom practices were
(2018) and learners of the major sources of anxiety and
Saudi Arabia at enjoyment.
different
education levels
(ages ranging
from 18 to 40)
Jean-Marc Spain (age groups  Examine the relationship There was a moderate negative
Dewaele & ranging from 18 between FLE and FLA, relationship between FLCA and FLE
AndreaFranco  to0 63) and some teacher-related levels, and teachers were found to
Magdalena & variables on FLE and affect FLE more than their FLCA.
Kazuya Saito FLCA of the learners. Teachers’ friendly classroom attitudes
(2019) predicted FLE levels the most.
Learners were found more anxious
when the teachers were younger, very
strict, and teachers didn’t use the target
language.
Jean-Marc a high school in Discover the relationships ~ There was a positive relationship
Dewaele & Turkiye among anxiety, enjoyment, between FLE and attitudes /
Anna Lia attitudes/motivation, and motivation, which was also the best
Proietti Ergiin course marks within and predictor of scores in Italian. With
(2020) across two languages, regard to English scores, FLA was
Italian and English. found to be effective. No significant
effect of FLE on two languages was
found.
Chengchen Li three secondary Examine the impacts of Both variables had separate and joint
& Jian Huang schools and classroom environment effects on FLA and FLE. Classroom
& Banban Li eleven and trait emotional atmosphere had a more profound
(2021) universities in intelligence on learners’ impact on learners' FLE while trait

China

FLE and FLA at different
education contexts.

emotional intelligence had a bigger
effect on FLA. Trait emotional
intelligence was found more effective
among university students.
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Table 2.9 (continued)

Some Empirical Studies Conducted in Various Countries on Foreign Language Enjoyment and Foreign
Language Anxiety

Majid Elahi auniversity in Iran  Explore the change in Learners’ FLE increased, yet their FLA
Shirvan & FLE and FLA among levels went down during the semester.
Tahereh undergraduate EFL Students’ FLE and FLA levels in the
Taherian (2021) learners over a semester beginning did not predict their enjoyment

and anxiety in the end. Earlier significant
negative relationships between the two
emotions got higher despite being low at
the beginning of the course.

Jean-Marc auniversity in Examine the three teacher ~ All three teacher behaviors had a
Dewaele & Kuwait behaviors (predictability,  significant positive impact on learners’
Kazuya Sito & use of target language and  motivation / attitudes and FLE levels, but
Florentina frequency of joking) on they had a negative correlation with
Halimi (2022) learners’ FLA, FLE,and ~ FLCA.
motivation / attitudes.
Sabahattin different Find out the levels of Students had a high level of enjoyment
Yesil¢mar & university anxiety and enjoyment and a moderate level of anxiety. Learner-
Nihan Erdemir  contexts in along with the major internal and learner-external variables
(2023) Turkiye sources among (teachers, institutional facilities, teaching
participants. techniques etc.) had an impact on FLE,

and the effects of the latter were more
profound in shaping FLE.

Tone Stuler a secondary Examine the effects of Even though there didn’t exist a
Mhyre & Jean-  school in Norway  outdoor education on significant change in the level of anxiety
Marc Dewaele learners’ anxiety and and emotion, qualitative data showed
& Tove Anita enjoyment. students’  preference  for  outdoor
Fiskum & Anna education since it decreased the pressure,
Marie Holland and their anxiety accordingly.
(2023)
Jean-Marc different Investigate how three Each emotion is related to one another,
Dewaele & education contexts  emotions, (anxiety, yet shaped differently by attitudes and
Elouise Botes & fromall roundthe  enjoymentand boredom)  two teacher-related variables. Teachers’
Samuel Greiff world (average are linked to one another ~ behaviors predicted FLE but did not have
(2023) age: 25.46) and discover how these a significant impact on boredom or
emotions are shaped by anxiety. Only FLA was discovered to
one learner-internal affect language success.
variable (attitudes towards
FL) and two teacher
behaviors (frequency of
target FL usage and
unpredictability).
Monika Lodej a university in Find out the levels of FLA  Participants had higher FLE levels.
& Agnieszka Poland and FLE and the Enjoyment is related to positive teacher-
Osmola (2024) relationship between FLA  student, supportive peer-peer interaction
and FLE levels of and the friendly classroom environment
participants while anxiety is associated with test

anxiety, apprehension of communication
and worries about being negatively

evaluated.
Cong Zhang &  apublic university ~Examine the effects of Al-  Students experienced a significant
Yiwen Meng &  in China driven speaking assistant,  increase in their  willingness to
Xinyu Ma Lora, on learners’ communicate and enjoyment together
(2024) enjoyment, anxiety and with a decreased level of anxiety.
willingness to Participants considered the learning
communicate experiences with Al as safe, comfortable,

encouraging, positive and constructive
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Finding out the level and the sources of learners’ FLE together with FLA has gained
scholarly attention in various countries including Turkiye. It has been proven that not
only FLA but also FLE exist among different language learners. However, as can be
noticed, studies in Turkiye are still scarce though promising to increase both in quality
and quantity. In this respect, the present study aimed to contribute to literature by
finding out the major sources lying behind FLA and FLE of EFL learners at a tertiary
level. Even though there have been studies conducted at tertiary levels in Turkiye
(Uzun, 2017; Yesilgmar and Erdemir, 2023), this study could bring new perspectives
into the issue of FLA and FLE To attain this goal, learners and instructors were
involved in the data collection process. By including both parts through interviews after
administering FLES and FLCAS, this study set out to make inroads to a better
understanding of FLA and FLE, and thus provide pedagogical implications. Once the
levels of learners’ anxiety and enjoyment were revealed, main sources of these two
emotions were analyzed through the interviews. By giving voice to learners and the
teachers, the most anxiety / enjoyment-provoking situations were discovered, and some
suggestions were provided. These suggestions could be integrated into the curriculum
and make it possible to help learners alleviate their anxiety and boost their enjoyment.
Furthermore, once the data was collected, instructors of the learners could be informed
about the way students feel during the language learning process. In this way, it is
hoped that these practices will be useful in the way learners enjoy the language learning

process and achieve competence in their language journey.
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CHAPTER 3 METHODOLOGY

3.1 Introduction

The main goal of the present study was to find out the levels of the two most common
emotions, Foreign Language Enjoyment and Foreign Language Anxiety, and the
relationship between these two emotions along with the main sources. Before the data
collection procedure, the researcher received the approval of the ethical committee of
Anadolu University Graduate School (Appendix 1) regarding the data collection
instruments and the appropriateness of them. Then, the procedure went on with
obtaining necessary permits from Eskisehir Osmangazi University (Appendix 2) to
apply the tools to the participants in the school. The study had a mixed-methods design
and collected both quantitative and qualitative data, respectively. To be able to answer
research questions, Foreign Language Classroom Anxiety Scale (FLCAS) and Foreign
Language Enjoyment Scale (FLES) were administered in the first stage of the study. A
total number of 184 students took part in this quantitative stage, and approximately 90
learners volunteered to participate in the qualitative phase. Out of these students, 12
students were chosen using purposeful sampling after analyzing their levels of
enjoyment and anxiety to be able to gather detailed data. These students had different
FLA and FLE levels and, thus, they were considered as the representatives of the whole
population. 8 instructors were also chosen on a voluntary basis to conduct the
interviews, but a 10-year of experience was determined as the criterion in the selection
process since these instructors had valuable data concerning the student beliefs. This
chapter presents the general design of the study (3.2), setting and participants (3.3), data
collection tools (3.4), procedure (3.5) and data analysis (3.6).

3.2 Research Design

The present study aimed to find out the levels of the two emotions and the major
sources of them. In this regard, it had a mixed-methods design by obtaining both
quantitative and qualitative data in a sequential manner. Designing a mixed-methods
study does not involve only collecting two different styles of research, but rather
integrating, mixing and interpreting all the data together (Creswell, 2012). There are
three main components of a mixed-methods research, which are timing, weighing and
mixing (lvankova and Creswell, 2009). Timing refers to the administration and

sequencing of the qualitative and quantitative data while weighing indicates the priority
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given to these types of data. Mixing, on the other hand, signifies the mixing of the
qualitative and quantitative data during gathering, analysis or evaluation of the findings

(Ivankova and Creswell, 2009).

The present study had an Explanatory Sequential Design under the umbrella concept of
Mixed-Methods Design. Namely, there are different types of research designs under the
categories of Mixed-Methods Design and Explanatory Sequential Design is one of

them.

The explanatory sequential design requires initial administration of quantitative data
collection tools followed by the subsequent qualitative stage with an aim to explain
quantitative results better (Creswell and Plano Clark, 2018). In this study, explanatory
mixed-methods design commenced with getting quantitative data from the two scales
(Foreign Language Enjoyment and Foreign Language Anxiety Scale) and analyzing
them. Data analysis made it possible to choose the participants who could possibly
provide the data required for the second part of the study. In this study, collecting
qualitative data involved holding semi-structured interviews with the students and
teachers. For the selection of student participants for the qualitative data, quantitative
results were taken into account. That’s to say, 12 volunteer students were chosen
depending on their level of FLA and FLE and then they were contacted later. In this
study, therefore, student participants of the second phase were determined based on the
analysis of the quantitative data. It is worth mentioning that around 90 students
volunteered for the qualitative phase, yet 12 of them were chosen to provide data.
Regarding the teachers, 8 of them with a ten-year of experience volunteered to take
part. In this study, the research design was as follows;

Figure 3.1

Explanatory Research Design

Explanatory Sequential Design

Qualitative : :
Data Collection ——{ Interpretation
and Analysis :

Quantitative
Data Collection ——
and Analysis

“Follow up .
~ with

Source: Creswell, 2012, p. 541

To sum up, this mixed-methods study included administration of the quantitative data

followed by qualitative and gave more weight to quantitative data in terms of the
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“’weighting’” component of the mixed-methods study. In spite of the higher importance
given to quantitative data, analysis and interpretation of the study involved not only
quantitative but also qualitative data. As Creswell et al. (2003) stated, it is possible to
elaborate on quantitative findings through qualitative data. In this study, qualitative data

were able to shed light on the findings of the quantitative data in detail.

3.3 Setting and Participants

The study was carried out in Eskisehir Osmangazi University School of Foreign
Languages during the 2024 / 2025 Fall Term. A total number of 184 students who were
studying in A2-level classrooms at that time took part in the first stage of the study. In
order to choose student participants for the first stage, a convenient sampling method
was employed since the researcher was the lecturer in the same school and the teacher
of some of the students participating in the study and had been teaching at this level
since the onset of the fall term. Creswell (2011) states that convenience sampling is
appropriate when the researcher selects participants who are both willing to participate
and readily available. The other reason why students who had a low proficiency level
were chosen as the participants of the study was that several studies discovered that the
students with a low-level of language proficiency tend to be more anxious compared to
their peers with a higher level of proficiency (Okay and Balgikanli, 2017; Liu, 2018;
Tsang, 2022).

There were 206 students studying in this level at the time of the data collection
procedure, and the scales were distributed to all learners; however, there were students
missing at the time when the scales were given out, and there were some scales with the
missing data. Therefore, 184 students were found eligible to provide required data, and
were asked kindly to provide their consent on the administration of FLES and FLCAS
(Appendix 3).

For the second phase of the study, 12 students (7 male, 5 female) and 8 lecturers
volunteered to participate. The student participants for the qualitative phase were
chosen by implementing purposive sampling. As Creswell states (2012), by adopting
the purposive sampling, the researcher chooses participants who can possibly provide
rich information on central phenomena. Therefore, for the second phase of the study,
these 12 students were contacted and kindly requested to give their consent for the

semi-structured interviews (Appendix 4). These students were considered as samples of
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the participants of the first stage since there was at least one student out of 12 in each
category of anxiety and enjoyment levels such as low anxiety-high enjoyment, high
anxiety-moderate enjoyment, or moderate anxiety-moderate enjoyment. That means, the
students participants of the qualitative phase differed in their level of foreign language
enjoyment and anxiety. In other words, they had high, moderate or low levels of
enjoyment or anxiety; and thus, were considered eligible to provide data for the
qualitative stage. Students belonging to different enjoyment and anxiety levels were
thought to reflect the whole population in the school and they were found appropriate to
provide different perspectives into the issue of these two common emotions. The chosen
students were all scheduled for the interviews since they provided their consent to be
contacted for the semi-structured interviews beforehand. Table 3.1 below shows
students’ age, gender, department, level of enjoyment and level of anxiety.

Table 3.1

Student Participants of Qualitative Data

SPs Level of Anxiety Level of Enjoyment Gender Department
1 High Anxiety High Enjoyment M Mechanical
Engineering
2 High Anxiety Very Low Enjoyment M International
Relations
3 Moderate Anxiety Low Enjoyment F Aeronauts
Engineering
4 High Anxiety High Enjoyment F Electrical
Engineering
5 Low Anxiety High Enjoyment M Electrical
Engineering
6 Low Anxiety High Enjoyment M Aeronauts
Engineering
7 Moderate Anxiety High Enjoyment M Architecture
8 Very High Anxiety High Enjoyment F Architecture
9 Low Anxiety Very High Enjoyment F International
Relations
10 High Anxiety High Enjoyment M Computer
Engineering
11 Very High Anxiety High Enjoyment F Computer
Engineering
12 Moderate Anxiety Very High Enjoyment M International
Relations

The student participants all had an elementary level of English, and they were placed in
A2-level classrooms according to the scores they got in the Inhouse Placement Exam
administered at the beginning of the fall term. They had a written exam and a multiple-
choice exam consisting of grammar, listening and vocabulary questions. They did not
take a separate speaking exam, which means their speaking proficiency was not

adequately evaluated. They had 24 hours of English every week since they were only
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studying English in the School of Foreign Languages. They followed a coursebook,
Focus 1 and Focus 2 by Pearson together with some supplementary materials prepared

and provided by the Curriculum & Materials Development Office of the institution.

The student participants’ ages range between 17 to 23 (M: 18.87) and their majors are
Architecture, Mechanical Engineering, Electrical Engineering, Computer Engineering,
Aeronauts Engineering, English Language Teaching and International Relations. As
they were only studying English intensely throughout this academic year, they had
plenty of opportunities to practice the language orally through mini talks and speaking
tasks in their coursebooks. They were also given writing tasks and quizzes and assessed
on their performance. They were required to take four quizzes, a Midterm Exam and an
End of Term Exam each term. They were assessed on the four skills in the Midterm and
the End of Term Exam. Furthermore, they were supposed to take a speaking quiz

sometime in the term to assess their progress in speaking.

For the semi-structured interviews with the teachers, an email was sent to all the
teachers who were teaching at this level to ask if they would volunteer to take part
(Appendix 5). Although instructor participants were chosen on a voluntary basis
through convenience sampling for the semi-structured interviews, the 10-year
experience was determined as a criterion, as well. Borg (2006) stated that experience in
teaching English could predict the beliefs of EFL teachers. Therefore, criterion
sampling in the study made it possible to identify the individuals’ role as the
participants (Palinkas et al., 2015) and the data provided by these experienced teachers
were regarded as informative due to the fact that experienced instructors are more
knowledgeable with the student profile at this level. Teachers with a 10 year of
experience have already taught in all the levels in the institution; therefore, they had
rich information regarding the students’ profiles in the school. A total number of 8

teachers were contacted later to schedule before the interview dates.

The lecturers differed in their age, and years of teaching experience in the institution.
All teachers were provided a consent form before and during the administration of both
the scales (Appendix 6) and interviews. In this regard, ethical issues were considered
and the consent forms were provided to all the participants in line with the approval of
the Ethics Committee. Teacher participants of the study are presented below in Table

3.2 with their years of experience in the institution.
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Table 3.2

Teacher Participants of Qualitative Data

TPs Gender Years of Experience in the Institution
1 M 25
2 F 11
3 F 26
4 M 30
5 M 18
6 M 10
7 F 10
8 F 20

3.4 Data Collection Tools

In this present study, four data collection tools were utilized. First, Foreign Language
Classroom Anxiety Scale by Horwitz et.al. (1986) (Appendix 7) and Foreign Language
Enjoyment Scale by Dewaele and Maclintyre, (2014) (Appendix 8) were administered in
the regular class hour. After analyzing the data obtained from the scales, semi-
structured interviews were held with 12 volunteer students (Appendix 9). One week
later, another semi-structured interview was scheduled with the lecturers who

volunteered to take part (Appendix 10).

3.4.1 Foreign language enjoyment scale

Foreign Language Enjoyment Scale was initially developed by Dewaele and Macintyre
(2014) in its 21-item version with two open-ended questions added to the online
questionnaire in the end. Later on, short forms of the scale with 16 items or 9 items
were utilized in different research studies, keeping the original form valid and reliable.
FLES was a 5-point Likert-type scale with scores 1, meaning absolutely disagree; 2
disagree; 3 neither agree nor disagree; 4 agree, and 5 strongly agree. Dewaele and
Maclntyre (2014) stated internal consistency of the 21-item tool as .86 by Cronbach
Alpha coefficient, which meant it was a reliable tool to gather data. Moreover, a one-
sample Kolmorogov-Smirnov test was conducted by the researchers and the test showed

that although the distribution was not normal, the Z-result was low.
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In order to get a full grasp of the issue of FLE and its main sources among EFL
learners, the original version with 21 items was utilized in the current study. All the
items excluding two open-ended questions were asked to the participants in the scale in
their native language in order to avoid the language barrier, and the items that got rated

high or low were elaborated later.

Before the FLES was administered, the scale was translated into Turkish using a back-
translation method. Tyupa (2011) states that back-translation is a process which
requires the retranslation of the previously-translated text into the original language by
a person who does not have access to the original source. If there are any differences in
the back-translation and the original document, that signifies some errors due to the

translation process. There are 10 steps involved in this process:

1. preparation,

2. forward translation by two independent translators separately,

3. forward translation reconciliation,

4. back-translation conducted separately by two translators who do not obtain
access to the original scale,

5.back-translation review, carried out by an expert who compares the two
backtranslations with the original scale, and determines discrepancies and discusses
with the translator,

6. harmonization,

7. pilot testing on a small group,

8. review of pilot testing results and finalization,

9. proofreading,

10. final report. (Wild et al, 2005, cited in Tyupa, 2011)

In this study, the FLES was initially translated into Turkish by the researcher herself
and one other researcher who has been conducting her phD in the field of English
Language Teaching. The translated version was then sent to two teachers in the same
school, one of whom is a native speaker of English and has a native-like fluency of
Turkish. The other one is Turkish, and holds a PhD in English Language Teaching
Department. These two teachers sent back the scale in English to the researcher. After
all this process was over, one expert in the field compared the back translations and

identified the discrepancies. All the items in the translated version were similar but one.
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For this reason, two teachers who performed the translation into English and the
researcher met in order to resolve that minor discrepancy with an aim to produce the

best translation of the items.

To be able to confirm credibility of the translated version of the scale, five teachers in
the same institution who also provided their feedback for the FLES were kindly asked
to fill out the questionnaire and give feedback about the language use and possible
misunderstandings. Three of these teachers hold PhD and the other two have MA in the
field of English Language Teaching, and they all had at least five years of experience.
Once their feedback was collected, some arrangements were made with grammar and
lexicon. After that, 50 EFL learners studying at a different level (pre-intermediate) in
the same school were kindly asked to fill out the scale and share their feedback in order
to prevent any type of confusion due to translation. They also provided feedback about
the length of the scale, and possible solutions to anticipated problems regarding
language use. Their suggestions were particularly helpful when providing the final
format of the scale. (Appendix 11). The Cronbach Alpha coefficient of the present study
was measured and found to be 0,874 by the researcher, which shows that the data
collection tool was reliable to be used in this context (see Table 3.3). Tavakol and
Dennick (2011) argue that the Cronbach’s Alpha scores between 0.80 and 0.89 are
regarded as acceptable and reliable to be used for research purposes.

Table 3.3
Reliability Statistics of FLES

Cronbach's Alpha Based
Cronbach's Alpha on Standardized Items N of Items

874 874 21

3.4.2. Foreign language classroom anxiety scale

Foreign Language Classroom Anxiety Scale was initially developed by Horwitz et.al.
(1986) and has been used widely in different contexts. It is a scale consisting of 33
items, each of which reflects one of the main components of FLA. These are;
communication apprehension, test anxiety and fear of negative evaluation, which are

presented below in Table 3.4
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Table 3.4

Three Components of Foreign Language Classroom Anxiety Scale

Item Number

Test Anxiety 8. I usually feel anxious during tests in English classes.
10. I worry about the consequences of failing English class.
21. | feel pressure to prepare very well for English classes.

Communication 1. I never feel quite sure of myself when | am speaking in English classes.
Apprehension 3. | tremble when | know that I am going to be called on in English classes.
4. It frightens me when | don't understand what the teacher is saying in English
9. | start to panic when | have to speak without preparation in English classes.
13. It embarrasses me to volunteer answers in English classes
14. | feel so nervous speaking English with native speakers
18. 1 don't feel confident when | speak in English classes.
20. | can feel my heart pounding when | am going to be called on in English classes.
24. | feel very self-conscious about speaking English in front of other students.
27. 1 get nervous and confused when | am speaking in my language class.
29. | get nervous when | don't understand every word the language teacher says.
31. | am afraid that the other students will laugh at me when | speak the foreign
language.
32. 1 would probably feel comfortable around native speakers of the foreign language.
33. | get nervous when the language teacher asks questions which I haven't prepared
in advance.

Fear of Negative 2.1am afraid of making mistakes in English classes.
Evaluation 5. It wouldn't bother me at all to take more English classes.
6. During English classes, | find myself thinking about things that have nothing to do
with the course.
7. | keep thinking that the other students are better at English than | am
11. I can understand why some people get so upset over English classes.
12. In English classes, | get so nervous | forget things | know.
15. I get upset when | don't understand what the teacher is correcting.
16. Even if I am well prepared for English classes, | feel anxious about them
17. 1 often feel like not going to English classes.
19. I am afraid that my English teacher is ready to correct every mistake | make
22. | feel pressure to prepare very well for English classes.
23. | always feel that the other students speak English better than | do.
25. Language class moves so quickly | worry about getting left behind.
26. | feel more tense and nervous in my language class than in my other classes.
28. When I'm on my way to language class, | feel very sure and relaxed.
30. | feel overwhelmed by the number of rules you have to learn to speak a foreign
language.

It was a 5-point Likert scale and students were kindly asked to choose the option that
applied to them the most. The options were; strongly agree (5), agree (4), neither agree nor
disagree (3), disagree (2) and strongly disagree (1). Since the main concern of the study was
to find out the overall anxiety levels rather than analyzing the three components of foreign
language anxiety, students’ overall anxiety level was determined by the mean scores they

got in the scale.
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The reason why this scale was employed was that it was a reliable and valid tool to evaluate
the level of anxiety. Horwitz et. al. (1986) stated that it had internal reliability,

with an alpha coefficient of .93. Besides, test- retest reliability over eight weeks was found
to be anr = .83 (p <.001).

For this study, the translated version of Aydin (1999) was utilized. The Turkish version of
the scale was distributed to the learners in order not to have a language barrier. The scale
was first translated into Turkish and then translated back into English by two American
bilingual teachers in Aydin’s (1999) study. The two translated versions were compared and
checked one more time to avoid any type of misunderstanding. The 26th item, ’I feel more
tense and nervous in my language class than in my other class.”” was excluded since the
participants in the study only studied English in the preparatory program. In the present
study, participants were also studying in a preparatory program and only studied English,
which made the instrument applicable in the present context. Since one item was excluded,
there were 32 items on the scale, and total scores ranged between 32 to 160. The final
version of the scale was piloted with 72 language learners who did not participate in the
original study and the internal consistency of this final version was measured .91 (Aydin,

1999).

For the translated version of the scale, five teachers in the same institution were kindly
asked to fill out and give feedback about the language use and possible misunderstandings.
Three of these teachers hold PhD and the other two have MA in the field of English
Language Teaching, and they all had at least five years of experience. Once their feedback
was collected, some arrangements were made with grammar and lexicon. After that, 50
EFL learners studying at a different level (pre-intermediate) in the same school were kindly
asked to fill out the scale and share their feedback in order to prevent any type of confusion
due to translation. They also provided feedback about the length of the scale, and possible
solutions to anticipated problems regarding language use. Their suggestions were
particularly helpful when providing the final format of the scale (Appendix 12). The
reliability of this version of the scale was found to be 0,92, which shows that the tool was
eligible and reliable to be administered. Tavakol and Dennick (2011) state that when the
Cronbach’s Alpha score is more than 0.90, that scale is considered to be quite reliable to be
used with a high internal consistency. Below in Table 3.5 can be seen the reliability
statistics of FLCAS.
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Table 3.5
Reliability Statistics of FLCAS

Cronbach’s
Alpha Based on
Cronbach’s Standardized
Alpha Items N of Items
0,929 0,929 32

3.4.3 Semi-structured interviews

After administering the FLCAS and FLES, 12 students were chosen via purposive
sampling based on their enjoyment and anxiety level to participate in the second phase.
Dewaele and Maclintyre (2016) stated that the primary reason why qualitative data are
gathered is to see examples of statistical dimensions. Ivankova and Creswell (2009) also
agree with this idea that the aim is not to prove or disprove something in a qualitative study,
but instead it is the desire to explore and express the phenomenon in a greater detail. In
order to get a deeper understanding of the primary sources leading to learners’ becoming
anxious or joyful, semi-structured interviews were preferred in this study instead of other

qualitative data collection tools.

One week after holding the interviews with the learners, another semi-structured interview
was conducted with 8 teachers in the same school. The interview questions resembled the
learners’ interview questions to allow for easier comparison of the results. In order to
prevent any language barriers, all the interviews were carried out in Turkish, but translated
into English later by the researcher. Welch and Piakkari (2006) stated that giving
participants an opportunity to express themselves in their own language ensures more
authentic responses that could show nuances which are subtle in any other way. The reason
why instructors were involved in the data collection procedure was that these participants
had valuable data concerning the student profile and their beliefs regarding language

learning in general.

The interview questions with both instructors and learners were prepared after analyzing the
literature and the quantitative data gathered in the first phase. The aim of the study and the
research questions were taken into account while adapting or editing the interview
questions. To ensure credibility of the instrument, the five instructors, who also provided
their feedback on the scales administered, were asked to give their opinions, and suggest

some changes on the formation of the questions. Two of these Turkish teachers hold MA
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and the rest three have PhD in the field of English Language Teaching, and they all had at
least five years of experience. They all revised the questions and suggested some revisions
regarding the language use and some lexical items. After this process was over, 50 EFL
students, who were studying in the pre intermediate level in the same school, were kindly
asked to participate in the piloting of semi-structured interviews with the learners. They
suggested some revisions as to the lexical choice and language use of the items. As a final
step, one EFL expert in the field of English Language Teaching was contacted and she
offered some useful changes in order to prevent any type of misunderstanding of the
questions. In light of the literature and all these suggestions, the final version of the
interview questions for both the learners and the instructors were formed and are presented
in Table 3.6, and 3.7 respectively.

Table 3.6

Semi-structured Interview Questions for the Learners

1. Do you think you enjoy your English class? If yes, when do you think you enjoy it the most?

2. When do you think you and your friends enjoy the most? Can you give some details?

3. What makes you have fun in English classes? Could you give me more details?
Prompt: Yourself, Teacher. Classmates, Material, Classroom Activities, Extracurricular Activities

4. Do you think you feel anxious in your English class? If yes, when do you think you feel the most anxious?

5. When do you think you feel anxious the most? Can you give some details?

6. What makes you feel anxious in your English class? Could you give me more details?
Prompt: Yourself, Teacher. Classmates, Material, Classroom Activities, Exams

7. Do you think speaking English is anxiety-provoking? Why or Why not?

Table 3.7

Semi-structured Interview Questions for the Instructors

1. Do you think students enjoy English classes? Why, why not?

2. If yes, when do you think students enjoy it the most? Can you give some details?

3. Do you think students feel anxious during English classes? Why, why not?

4. If yes, when do you think they feel the most anxious? Can you give some details?

5. Do you think speaking English is anxiety-provoking for your students? Why or Why not?

6. Do you think there is a relationship between students’ enjoyment and their anxiety? Why, why not?
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3.5 Data Collection Procedure

Before the data collection procedure, the approval of the Ethical Committee of Anadolu
University Graduate School concerning the data collection instruments and the
administration was obtained. Once it was received, necessary permits from Eskisehir
Osmangazi University to apply the tools to the participants in the school were requested.
Moreover, consent forms about the administration of the scales and semi-structured
interviews were provided to the participants’ and their written and oral consents were
obtained. Participants were informed about the confidentiality of the data and they were
told that they were free to leave the study if they ever felt uncomfortable.

In order to obtain the most accurate and reliable data, expert opinions were sought to
check the appropriateness of the FLES and FLCAS, and the semi-structured interview
questions. Furthermore, the Turkish translation done by the researcher was checked.
This whole process was conducted with 5 scholars holding either MA or PhD. Two of
these teachers were teaching at the elementary level in the school, which was also the

level at which the researcher herself was teaching.

Since this study was a mixed-methods study and followed an explanatory sequential
design, the data collection procedure commenced with gathering quantitative data. After
the analysis of the guantitative data, qualitative data were collected through the semi-
structured interviews scheduled with both the instructors and the learners chosen on a
voluntary basis. The data collection procedure was implemented in three stages;

Figure 3.2

Data Collection Procedure

Semi-structured Semi-structured
|:> interviews with the interviews with the
learners instructors

1. At first, instructors were sent an email about the administration of FLES and FLCAS.
The instructors were all teaching at the elementary level, which was also referred to as
Level 1 in the school. Since the researcher was an instructor at this level, it was found
suitable to carry out the study with the EFL learners of elementary level. After receiving
the necessary permits from the instructors teaching in the elementary level in the

school, both scales were implemented in the regular class hour. The students’ written
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consent was obtained before the scales were employed. This process lasted around 20
minutes. The researcher was present in order to answer any questions raised by the
participants about the items. The scales were filled out in a conventional pen-and-pencil
format, and there was a question on the scale asking for students’ consent to attend the
semi-structured interview, which was planned to be held after the analysis of the scales.
By implementing the scales, the first and second research questions were intended to be
answered. In order to measure the level of their FLA and FLE accurately as well as the
relationship between these two emotions, the two instruments were selected and expert
opinions were received as to the grammatical structures and lexical items. Besides, the
translated version was checked by the scholars so that there wouldn’t be any

misunderstandings.

2. After the analysis of the quantitative data obtained from FLES and FLCAS, 12
students were chosen through purposeful sampling for the semi-structured interviews.
The students were selected on a voluntary basis based on their anxiety and enjoyment
level in order to provide deeper insights into the results of the scales. The interviews

were held in the participants’ native language to maximize data accuracy.

The interviews were scheduled at a time when the researcher and the participants were
available and they were carried out face-to-face in the office of the researcher. The
whole conversation was audio recorded and they were transcribed by the researcher for
further analysis (Appendix 13). The main aim of the semi-structured interviews was to
be able to better answer the third research question. It was thought that the interviews
conducted with the learners ensured the discovery of the primary sources of both
emotions since the questions were asked directly to the participants.

3. After the analysis of the qualitative data obtained from the students, semi-structured
interviews were held with the instructors of English in the same school. Before the
interviews were carried out, instructors had been sent an email asking for their written
consent to participate in the interviews. A total number of 8 instructors were chosen on

a voluntary basis and they took part in this phase of the study.

The interviews were conducted face-to-face in the instructors’ native language in order
that they would express themselves easily. The interviews were audio recorded and
transcribed for detailed analysis (Appendix 14). The main aim of the semi-structured

interviews with the teachers was to find out the answer to the second and the third
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research question, asking for the link between learners’ anxiety and enjoyment and the

main sources behind these two emotions.

The summary of the data collection procedure is shown briefly in Table 3.9 below.

Table 3.8

Summary of the Data Collection Procedure

Type of Tools Aim of the tool Collection of Data
Data
Quantitative FLCAS and FLES to measure the level of FLE and October 14th - 18"
Data FLA and the correlation between
them

Qualitative ~ Semi-structured to elaborate on the quantitative November 4th- 8th
Data interviews (with data and to find out sources of

learners) FLE and FLA November 11th - 15t

Semi-structured
interviews (with
instructors)

3.6 Data Analyses

Since this study was a mixed-methods study, both qualitative and quantitative data were
gathered. Quantitative data were obtained through Foreign Language Enjoyment and
Foreign Language Anxiety Scales and qualitative data were collected via the semi-
structured interviews. In order to analyze quantitative data, Descriptive and Inferential
Statistics along with a Spearman’'s Rho Correlation Test were utilized while qualitative
data were analyzed via content analysis using MAXQDA 2024. Descriptive analyses
made it possible to find out the mean scores and standard deviation, which helped to
find out the anxiety and enjoyment levels among the participants. Besides, in line with
the descriptive statistics, inferential statistics were also carried out in regard to the items
in the scales. In order to find out the relationship between FLA and FLE, a Spearman's
Rho Correlation Test was run since the scales did not follow a normal distribution. The
use of this correlation test provided the means to discover whether there was a
relationship between FLE and FLA. Regarding the qualitative data, content analysis
was utilized since the researcher built some codes in line with the quantitative data and
literature, and the MAXQDA software facilitated efficient qualitative data analysis in this

Sense.
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3.6.1 Analysis of the quantitative data

Quantitative data collection procedure lasted a week since the researcher and the
participants were in the regular class hour at school. After informing the students about
the purpose of the study, their written consents were obtained. There were also some
students who did not want to participate in the study. FLE and FLCA scales were
distributed to the ones who volunteered to be a part of the study. A total number of 184
students took part in this phase although approximately 200 students were present in the

classrooms.

Once the data were collected, descriptive statistics using SPSS were revealed. The
reason why SPSS was utilized is that it provides statistical analyses demonstrating
frequencies, mean scores, average and standard deviation to be able to answer the first

research question properly.

FLES score was measured for each student and they were divided into five groups
based on their scores in the scale. Measuring the level of anxiety and enjoyment were
realized using the mean scores. The scores 4 (agree) and 5 (strongly agree) indicated a
high level of enjoyment while the scores 1 (strongly disagree) and 2 (disagree) indicated
a low level of enjoyment. The score ‘3’ was labelled as ‘neither agree nor disagree’.
Although different criteria were determined to be able to categorize the participants
(Aydin, 1999; Ozer, 2020) and evaluate the descriptive statistics, the same criteria that
had been developed in the light of the literature and utilized in the study of Kili¢ (2024)
was employed in this study. Students were classified as having a very high level, high
level, moderate level, low level and very low level of enjoyment based on their scores
in the FLES as follows in Table 3.9.

Table 3.9

Classification of Mean Scores of FLES

Mean Score
Very low level of enjoyment 1.00-1.80
Low level of enjoyment 1.81-2.60
Moderate level of enjoyment 2.61-3.40
High level of enjoyment 3.41-4.20
Very high level of enjoyment 4.21-5.00
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The same procedure was employed while classifying students based on their scores in
FLCAS in order to allow for an easier comparison for enjoyment and anxiety levels.
Classification of mean scores of FLCAS is presented in Table 3.10 below.

Table 3.10

Classification of Mean Scores of FLCAS

Mean Score
Very low level of anxiety 1.00-1.80
Low level of anxiety 1.81-2.60
Moderate level of anxiety 2.61-3.40
High level of anxiety 3.41-4.20
Very high level of anxiety 4.21-5.00

In order to discover the relationship between these two emotions and answer the second
research question, a Spearman’s Rho Correlation test was run. Since the scales did not
follow a normal distribution (see Table 3.11), there existed a necessity to carry out a
non-parametric test, which was Spearman’s Rho Correlation test in this study.

Table 3.11

Results of Tests of Normality

Tests of Normality

Kolmogorov-Smirnov® Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
FLA ,048 184 ,200 ,990 184 ,253
FLE ,048 184 ,200" ,990 184 ,253

*. This is a lower bound of the true significance.

3.6.2 Analysis of the qualitative data

Once the quantitative data were collected and analyzed, the qualitative process
commenced. The qualitative data gathered through semi-structured interviews with the
learners and instructors were analyzed utilizing qualitative content analysis.
““‘Qualitative Content Analysis (QCA) is a method for systematically describing the
meaning of qualitative material. It is done by classifying material as instances of the
categories of a coding frame. “‘(Schreier, 2012, p.5). Krippendorf (2014, p.18) also
defines content analysis as a research method with an aim to produce replicable and

reliable inferences from the texts or some other ‘‘meaningful matters’’. In this study,
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semi-structured interviews refer to the other meaningful matter as suggested by
Krippendorf. During the data coding, MAXQDA 2024 software was employed to be

able to interpret the results clearly.

Since this study had an exploratory sequential design, the qualitative phase of the study
was shaped to a great extent after the quantitative data were handled with great caution.
In the qualitative phase of the study, thus, there were some alterations regarding the
interview questions in line with the quantitative results. Some of the questions were
added, changed or elaborated to get a better understanding with respect to the main

causes of the foreign language anxiety and enjoyment.

The reason why content analysis was employed during the qualitative analysis was that
it has certain advantages. Schreier (2012) asserts that content analysis is systematic,
could be adjustable and decreases the amount of the data. Besides, Krippendorf (2014)
explains that content analysis is likely to contribute to the researchers’ understanding of
a particular issue and provides actions that have a potential to be practical. As can be
seen below, content analysis follows certain procedures which include ‘‘unitizing,

sampling, recording / coding, reducing, inferring, and narrating’’ (Krippendorf, 2014,

p.86).

Figure 3.3

Components of Content Analysis

Theories about
and -

~
Experiences with Context N
|
i
i
Unitizir i Recording Statistical or other Analytical Tradiriq;ns of the
Scheme Plan Instructions Simplifying Fanctions Construct Disci]p[inc

Information about the Text's Resistance to Analysis

Source: Krippendorf, 2014, p.86.

Similarly, Schreier (2012) proposes eight steps in Qualitative Content Analysis. These
steps were followed in the analysis of the current study with an aim to attain a better

comprehension. The steps proposed by Schreier (2012) were as follows;
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1. Deciding on your research question: The main concern of discovering the main

sources of anxiety and enjoyment determined the third research question in the study.

2. Selecting your material: Once the quantitative stage was over, the qualitative
process included conducting semi-structured interviews with learners and teachers and
followed by the transcription of these recordings. For the sake of avoiding language
barriers, the interviews were held in the participants’ native language. These interviews
were then translated by the researcher and these translated versions were transcribed to

be analyzed later.

3. Building a coding frame: In this stage, some codes were formed in light of the
literature; however, some other codes were determined after the quantitative data were
gathered from the FLES and FLCAS. These codes opened a wider door to more

exploration.

4. Dividing your material into units of coding: The translated and transcribed

interviews were examined several times to be able to determine the units of coding.

5. Trying out your coding frame: After the translated and transcribed recordings were
analyzed through MAXQDA 2024, several codes were formed in line with the
determined units. Familiarization with the data provided a helping hand in building

these codes in this process.

In this phase, the coding framework was double tested and another rater was involved in
this process. After the formation of codes by the researcher herself, one professional in

the field was requested to code the data separately to ensure inter-coder reliability.

6. Evaluating and modifying your coding frame: In accordance with the consensus
among the two coders, evaluation of the recurrent themes or codes paved the way for
slight alterations of the coding frames. Having coded the data and received the codes

from the other expert, the researcher modified the codes slightly.

7. Main analysis: Since the last research question was concerned with the main sources
of FLA and FLE, main analysis included the classification of these sources and

categorizing them under two headings; Sources of Enjoyment and Sources of Anxiety.

8. Interpreting and presenting your findings: At the end of the qualitative phase, the

interpretations of the collected data were provided by reading through the lines as well
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as the main analysis. After all the processes were carried out in a sequential order, the

main findings and inferences were presented together with some implications.

Below is the short summary of data collection procedure and analysis in Table 3.12.

Table 3.12

Summary of the Data Collection Procedure and Analysis

Research Questions

Data Collection Tool

Data Analysis

R1. What are the levels of Foreign
Language Enjoyment and Foreign
Language Anxiety among Turkish
EFL learners at a state university
in Turkiye?

FLCAS and FLES

Descriptive and Inferential
Statistics

R2. What is the relationship
between Foreign Language
Enjoyment and Foreign Language
Anxiety among Turkish EFL
learners at a state university in
Turkiye?

FLCAS and FLES

Spearman's Rho Correlation Test
through SPSS 22

R3. What are the main causes of
Foreign Language Enjoyment and
Foreign Language Anxiety
according to students and
instructors of English at a state
university in Turkiye?

Semi-structured interviews with
the learners and instructors

Content Analysis through
MAXQDA 24
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CHAPTER 4 RESULTS

4.1 Introduction

This study was carried out with an aim to discover the level of Foreign Language
Enjoyment and Foreign Language Anxiety of tertiary level students at a state school
along with the relationship between these two prevalent emotions among the learners of
English. Over and above that, the main sources of these two emotions were tried to be
revealed. To reach this goal, Foreign Language Classroom Anxiety Scale and Foreign
Language Enjoyment Scale were implemented followed by semi-structured interviews
with learners and instructors in the same institution. In this chapter, results of the
quantitative data (4.2) and results of qualitative data (4.3) will be presented respectively

while providing answers to the research questions.

4.2. Results of the Quantitative Data

The present study set out to find out the levels of FLE and FLA among the learners of
English and in order to answer the first research question in relation to this, descriptive
and inferential analyses were administered to the data using SPSS. However, as the
scales did not conform to a normal distribution, the second question asking the
relationship between these emotions was responded using a non-parametric test. For

this purpose, the Spearman Rho Correlation Test was implemented.

4.2.1 Research question 1: What are the levels of Foreign Language Enjoyment
and Foreign Language Anxiety among Turkish EFL learners at a State University
in Turkiye?

The first research question was analyzed employing descriptive statistics via SPSS.
However, since this study followed an explanatory sequential design, inferential
analysis was also applied to the data collected. As can be seen from Table 4.1 below,
EFL learners were found to have a high level of enjoyment (M:3.71) while maintaining
a moderate level of foreign language anxiety with a mean score 2.82.

Table 4.1
Descriptive Statistics for FLA and FLE levels

N Min Max Mean Std.
Deviatio
Foreign Language 184 46, 146,0 3,7181 0,4873
Enjoyment
Foreign Language Anxiety 184 46, 146,0 2,8201 0,6584

89



The mean score of 3.71 suggests that students have a high level of enjoyment in this
context. The scores 4 and 5 were labelled as °’I agree.”’, and “’I disagree.”’
consecutively, while 3 was under the category of ‘’Neither Agree nor Disagree’” on
both scales. This means that most of the students (M:3.71) were in agreement that they
had a high degree of enjoyment. Table 4.2 shows that around 64 % of the students
reported to possess a high level of enjoyment, while approximately 18% of them
reported to have a moderate level of enjoyment. A very small number of the participants
(1.09 %) were found to possess a low. level of enjoyment, and only one participant,
who also volunteered to take part in the second phase of the study, had a very low level
of enjoyment.

Table 4.2

Frequency and Percentage of Mean Scores of FLE

Mean Score Frequency Percentage
Very low level of enjoyment 1.00-1.80 1 0.54%
Low level of enjoyment 1.81-2.60 2 1.09%
Moderate level of enjoyment 2.61-3.40 34 18.48%
High level of enjoyment 3.41-4.20 117 63.58%
Very high level of enjoyment 4.21-5.00 30 16.30%

The mean score of 2.82 means that a majority of the student participants were found
moderately anxious in terms of learning English. Regarding their anxiety level, it can be
stated that around 40 % of the participants exhibited a moderate level of FLA whereas
around one third of the participants were found to have a low level. 6.52 % of the
learners possessed a very low level of anxiety while only 1.63 % of them were highly
anxious. The rest of the participants (16.8 %) were revealed to be highly anxious, as
well. Below can be seen the frequency and percentage of mean scores of FLA in Table
4.3.

Table 4.3

Frequency and Percentage of Mean Scores of FLA

Mean Score Frequency Percentage
Very low level of anxiety 1.00-1.80 12 6.52%
Low level of anxiety 1.81 - 2.60 64 34.78%
Moderate level of anxiety 2.61-3.40 74 40.21%
High level of anxiety 3.41-4.20 31 16.84%
Very high level of anxiety 4.20 - 5.00 3 1.63%
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Each item in both scales was analyzed under more scrutiny by the researcher in order to
gain a more in-depth understanding of the factors leading to enjoyment or anxiety
among the learners. For this purpose, each item was ordered from the ones rated the
highest to the lowest. This helped to see the big picture in a more detailed way, which

allowed a better inspection of them in the second phase of the study.

Upon taking a closer look, it was noticed that even though students reported to enjoy
the foreign language classes (M:3.71), the item °’I enjoy it.”” reached the mean score of
2.82. This comes as a surprising finding and could be explained with the fact that
students might not have a clear understanding of enjoying language learning in general.
It was also noticed that most students (M: 3.76) were of the opinion that it is fascinating
or outstanding to learn a foreign language, which is English for them. This could be
related to the concept of speaking English with foreigners and the image one can get
when communicating in the language. Since being able to communicate in English is
considered demanding for some students in our context, when one can achieve this, that
person is held in high regard. Considering the second most highly rated item, “’It is a
positive environment.’, students had conflicting opinions. Positive environment refers
to their classroom in their context. Yet, while a number of students (M:3.52) reported
that they liked the environment, the lowest mean value (M:2.13) belonged to the item,
“’We form a tight group.”’. This could mean that for some participants in this study,
their classroom had a positive impact on their enjoyment, while this was not the case for
the others. Around half of the participants (3.02) also believed that a good atmosphere
existed for them, which contributed to their enjoyment; however, they do not report
laughing a lot in the classroom (M:2.89), which could be a sign of displeasure. In a
similar vein, not many students thought that they had a good relationship with their
peers (M:2.89). Regarding the effects of teachers on their positive emotion, they did not
agree with the ideas that their teacher was encouraging (M:2.88), friendly (M:2.79) or
supportive (M:2.41). This could mean that the social dimension of FLE had varying
influences on the participants. Due to the fact that every class is unique in terms of the
classmates and the teachers they had, they had differing mean values regarding the

effect of classroom, teacher and peers.

With respect to their learning, a good number of students indicated that they felt

creative (M:3.47) and proud of their successes (M:3.44). They also reported learning
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interesting things (M: 3.25) in their language journey. Nevertheless, while some
students stated that they don’t mind the embarrassing mistakes (M:2.96), some others
do not agree with the idea that making mistakes is a part of the process (M:2.19).
Making mistakes means different to each student since some students believe that one
should not dare to make mistakes until the correct utterance is heard or written, some
others might ignore the mistakes and consider it necessary steps towards their goal.
They might have a similar understanding of mistakes with the popular saying ‘You

cannot learn a language without murdering it first.’

Mean scores and the standard deviation of each item on FLES can be examined in detail
below in Table 4.4.

Table 4.4

Descriptive Statistics of Foreign Language Enjoyment Items

Std.
N Min Max Mean Deviation
1. It’s cool to know a FL 184 1,00 5,00 3,7609 ,97364
10. It is a positive environment. 184 1,00 5,00 3,5272 1,18244
1. I can be creative. 184 1,00 500 3,4728 1,00780
9. In class, | feel proud of my accomplishments. 184 1,00 5,00  3,4457 1,17686
8. I’ve learnt interesting things. 184 1,00 5,00 3,2554 1,16646
18. There is a good atmosphere. 184 1,00 5,00 3,0272 1,15674
2. | can laugh off embarrassing mistakes in FL. 184 1,00 500 2,9511 1,22488
14. The peers are nice. 184 1,00 500 2,8913 1,20070
15. The teacher is encouraging. 184 1,00 5,00 2,8859 1,22051
12. It’s fun. 184 1,00 500 2,8261 1,26844
4. 1 enjoy it. 184 1,00 500 2,8261 1,19295
16. The teacher is friendly. 184 1,00 500 2,7935 1,22397
6. | learnt to express myself better in the FL. 184 1,00 500 2,7935 1,20144
7. ’'m a worthy member of the FL class. 184 1,00 5,00 2,7663 1,23463

20. We have common “legends”, such as running 184 1,00 5,00 2,6576 1,22235
jokes.

17. The teacher is supportive. 184 1,00 500 2,4130 1,15614
21. We laugh a lot. 184 1,00 5,00  2,3967 1,17357
3.1 don’t get bored. 184 1,00 5,00 2,3750 1,11895
5. I feel as though I’m a different person during 184 1,00 5,00 2,3424 1,31288
the FL class.

13. Making errors is part of the learning process. 184 1,00 500  2,1957 1,13310
19. We form a tight group. 184 1,00 5,00 2,1304 1,00510
Total 184 46,00 146,00 3,7181 0,4873

Regarding the FLA, it was noticed that students felt the most worried about English
classes and they can relate to this with a mean score of 3.76. The reason behind this
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anxiety might vary. Studying in the School of Foreign Languages is a new experience
for them in their first year of university. Besides, some students might not have had
formal instruction of English in their high schools due to the pressure of university
entrance exams and having no qualified teachers. The second most-anxiety provoking
situation was failure (M:3.52) in English classes. Students also reported that they
worried about tests, which can be referred to as Test Anxiety, (M: 3.22) and about
making mistakes (M:2.95). However, for some students, taking English tests or exams
does not constitute anxiety with a mean score of 2.39. This could be related to
individual differences in their approaches to the mistakes and exams. While some
students see the tests as a way of self-assessment and getting constructive feedback, the

others consider them as stress-provoking and the only way to pass their class.

Upon further analysis, it was revealed that learners felt quite anxious when they were
required to speak English (M:3.47), or speak without any preparation beforehand
(M:3.44), and the rules they were expected to learn in order to speak the language
(M:3.47). Around half of the students also indicated being nervous and confused when
they spoke English (M:2.89), and when they were around native speakers (M:2.89).
This might result from the fact that speaking is one of the skills that students acquire
later during their language journey. Although they did not report anxiety over reading,
writing or even listening, when it comes to speaking, they stated that they had a great

deal of anxiety at times.

In terms of the fear of negative evaluation by their peers, they were not found to possess
it (M:2.10) as the item had one of the lowest scores. Another lowest-rated item was
about their teachers correcting their mistakes (M:2.13) since they did not report anxiety
over correction by their teacher. This could mean that some participants of this study
could have a good rapport with their teachers and classmates and did not feel worried
about their reactions towards their mistakes or failures although they did not find their
teachers supportive and friendly.

One other important finding about learners FLA relates to preparation. As can be
noticed in Table 4.5, learners indicated that they felt pressure to prepare well for their
English classes (M:3.32) and when they were supposed to answer questions with no
preparation in advance (M:3.08). This might be owing to the fact that the syllabus that
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the teachers were expected to cover was overloaded for this level, and thus the learners
were supposed to prepare before coming to class.

Table 4.5

Descriptive Statistics of Foreign Language Anxiety Items

Std.
N Min  Max Mean Deviation
11. | can understand why some people get so upset over English classes. 184 100 5,00 3,7609 97364
10. I worry about the consequences of failing English class. 184 1,00 5,00 3,5272 1,18244

29. | feel overwhelmed by the number of rules you have to learn to speak 184 100 5,00 3,4783 1,20544
English.
1. I never feel quite sure of myself when | am speaking in English classes. 184 100 5,00 34728 1,00780

9. | start to panic when | have to speak without preparation in English 184 100 5,00 3,4457 1,17686
classes.

22. | feel pressure to prepare very well for English classes. 184 1,00 5,00 3,3207 1,28905
8. | usually feel anxious during tests in English classes. 184 1,00 5,00 3,2554 1,16646

32. 1 get nervous when the English teacher asks questions which I haven't 184 1,00 5,00 3,0870 1,22052
prepared in advance.

18. | don't feel confident when I speak in English classes. 184 100 5,00 3,0272 1,15674
26. | get nervous and confused when | am speaking in English classes. 184 1,00 5,00 2,9565 1,16800
2. | am afraid of making mistakes in English classes. 184 1,00 5,00 2,9511 1,22488
14. | feel so nervous speaking English with native speakers 184 1,00 5,00 2,8913 1,20070
15. 1 get upset when | don't understand what the teacher is correcting. 184 1,00 5,00 2,8859 1,22051
4. It frightens me when | don't understand what the teacher is saying in 184 100 5,00 2,8261 1,19295
English

12. In English classes, | get so nervous | forget things | know. 184 1,00 5,00 2,8261 1,26844
24, | feel very self-conscious about speaking English in front of other 184 1,00 5,00 2,8098 1,17892
students.

28. | get nervous when I don't understand every word my English teacher 184 100 5,00 2,7935 1,22397
says.

6. During English classes, | find myself thinking about things that have 184 1,00 5,00 2,7935 1,20144
nothing to do with the course.

16. Even if | am well prepared for English classes, I feel anxious about 184 1,00 5,00 2,7935 1,22397
them

7. | keep thinking that the other students are better at English than | am 184 1,00 5,00 2,7663 1,23463
23. | always feel that the other students speak English better than | do. 184 100 5,00 2,7011 1,28582
31. | feel anxious around native speakers of English. 184 1,00 5,00 2,6685 1,22981
20. | can feel my heart pounding when | am going to be called on in 184 1,00 5,00 2,6576 1,22235
English classes.

25. English classes move so quickly | worry about getting left behind. 184 100 5,00 2,5435 1,20030
17. | often feel like not going to English classes. 184 1,00 5,00 2,4130 1,15614
21. The more | study for English tests, the more confused | get. 184 1,00 5,00 2,3967 1,17357
3. I tremble when I know that I am going to be called on in English 184 1,00 5,00 2,3750 1,11895
classes.

5. It wouldn't bother me at all to take more English classes. 184 1,00 5,00 2,3424 1,31288
13. It embarrasses me to volunteer answers in English classes 184 100 5,00 2,1957 1,13310

19. | am afraid that my English teacher is ready to correct every mistake | 184 1,00 5,00 2,1304 1,00510
make

30. I am afraid that the other students will laugh at me when I speak 184 1,00 5,00 2,1033 1,08401
English.
27. When | am on my way to English classes, | feel very tense and 184 1,00 5,00 2,0489 1,04165
Nervous.
Total 184 46,00 146, 2,8201 0,6584
00

Taken together, it was discovered that students of English had high enjoyment levels
(M:3.71) and moderate anxiety levels (M: 2.82) in this context. Some causes of their

enjoyment were related to their conception of the idea that learning a foreign language
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Is impressive (M:3.76). The effects of teachers and their peers were found to be
different although most of them agreed with the idea that there existed a positive
environment in their classes (M:3.52) . Being creative (M:3.47) and proud of their
successes (M:3.44) along with learning interesting things (3.22) were also among the
factors which led to the most enjoyment. With respect to FLA, even though students
were found to have a moderate level of anxiety, some sources of their anxiety stood out.
They were found the most anxious about failure in their English classes (M:3.52) and
speaking English (3.47). The number of rules to be able to speak English (M:3.47),
speaking with no preparation (M:3.44) and the pressure to prepare well for the classes

were among the most anxiety-provoking situations.

4.2.2 Research question 2: What is the relationship between Foreign Language
Enjoyment and Foreign Language Anxiety among Turkish EFL learners at a State
University in Turkiye?

In order to answer the second research question, Foreign Language Anxiety and Foreign
Language Enjoyment were determined using Descriptive Statistics as the first step.
Then the Spearman’s Rho Correlation Test was conducted with the purpose of finding
the relationship between these two emotions. The Spearman's Rho Correlation Test
showed that there was a negative but a weak-to-moderate relationship between FLA and
FLE (r:- 0,327). Since the correlation is significant at the 0.01 level, this score indicates
a statistical significance. The weak-to-moderate negative relationship means that the
more students enjoyed their English classes, the less they experienced anxiety or the
more they experienced anxiety, the less they had fun in English classes. The negative
relationship confirms the common belief that the more anxiety students experience, the
less enjoyment they have although they were correlated with a weak-to-moderate
significance. In order to assess instructors' beliefs on this issue, the possible relationship
was also addressed to them by asking directly to the lecturers in the second phase of the

study.

The weak-to-moderate negative correlation between FLE and FLA is presented below
in Table 4.6.
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Table 4.6
Correlation Between FLE and FLA

FLA_TOTA
FLE TOTAL L
Spearman's Rho ~ FLE TOTAL Correlation Coefficient 1,000 -0,327"
Sig. (2-tailed) . 0,000
N 184 184
FLA Correlation Coefficient -0,327" 1,000
TOTAL Sig. (2-tailed) 0,000 .
N 184 184

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

4.3 Results of the Qualitative Data

After the collection of the quantitative data through the scales, semi-structured
interviews were conducted with 12 participants using purposeful sampling. Then, the
process advanced with the semi-structured interviews with the instructors who were
chosen on a voluntary basis. Results of the qualitative data were presented using content
analysis through MAXQDA 24. As an initial step, some codes had been determined by
the researcher in light of the literature and the quantitative data, and then some codes
were modified or added after the qualitative data collection process. In order to discover
the main sources of anxiety and enjoyment, one professional was requested kindly to
examine the data and provide her comments on the data set. The two researchers agreed
on most of the codes that were built upon analyzing the qualitative data, and some
codes were added when the consensus were achieved regarding the main sources. The
inter-rater reliability between the two coders was calculated to be 90%. Regarding the
second research question, inquiring the relationship between FLE and FLA, instructors

were asked for their opinions.

4.3.1 Research question 2: What is the relationship between Foreign Language
Enjoyment and Foreign Language Anxiety among Turkish EFL learners at a State
University in Turkiye?

Quantitative data in the first phase of the study showed that there was a negative weak-
to-moderate relationship between these two emotions. In order to learn the views of the
teachers on this issue, they were asked directly if they thought there was a correlation.
Three codes were built before the analysis, which were; positive relationship, negative
relationship and no relationship. However, after the further analysis, one other code, no
idea, was also added as one instructor stated that he had no idea regarding the

correlation between them The figure below illustrates the instructors’ opinions:
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Figure 4.1

The Relationship between FLE and FLA in view of the Instructors

Frequency

No idea

No relationship

Positive relationship

Negative relationship

As can be easily noticed, out of 8 teachers, 7 of them were of the opinion that there was
a negative relationship between FLA and FLE. The following comments clearly address

this issue:

Their anxiety level is very high, unfortunately, their anxiety can prevent them

from enjoying it. (Instructor 2)

Students who enjoy the lessons more, participate more, and because they

participate more, they learn better and become more confident. (Instructor 6)

As anxiety increases, enjoyment decreases. Logically, it seems so, but sometimes
moderate anxiety seems to keep them lively. They try to continue. They try not to
disconnect too much from the system. | can't always see anxiety as a very negative
thing. When it's very little and manageable, | even think it brings some success. Yes,
with zero anxiety, they drift in another direction. A slightly hesitant student seems to

progress more in the long run. (Instructor 8)
If there's exam anxiety, enjoyment decreases. (Instructor 7)

When the only source of motivation is to pass, the enjoyment may decrease.

(Instructor 7)
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4.3.2 Research question 3: What are the main sources of Foreign Language
Enjoyment and Foreign Language Anxiety according to students and instructors
at a State University in Turkiye?

Since one of the main concerns of the study was to find out the main sources of foreign
language enjoyment and anxiety, both instructors and students were actively engaged in
the second stage. On completion of the analysis, the primary sources of these two
emotions were tried to be uncovered according to the teachers and the students.

4.3.2.1 Main sources of foreign language enjoyment
In order to discover the main sources of enjoyment, students were first asked whether

they enjoyed English classes along with the reasons. Then, they were requested to give
specific examples or situations where they experienced enjoyment. They were also
provided with some inductive prompts which were developed in line with the
quantitative analysis.

Once the interviews were over, the process progressed with the instructors. In a similar
way, they were first asked whether their students enjoyed English classes along with the
reasons. Then, they were requested to give specific examples or situations where the
students experienced enjoyment. They were also asked whether they thought there was
a link between FLA and FLE.

In line with the results obtained by the two raters, main sources of their enjoyment in
the views of the students were found to be related to teachers’ attitudes and personality,
realization of progress, positive classroom atmosphere, enjoyable activities carried out
in the classroom, career prospects through English, supportive peers, being able to
speak English fluently, learning grammar and learning English itself. Below in Table
4.7 are seen the main sources of FLE in view of the learners participating in the study.

Table 4.7

Main Sources of FLE in view of the Learners

Frequency Percentage

Teachers’ attitudes and personality 10 83,33 %
Realization of progress 5 41,67 %
Positive classroom atmosphere 4 33.33%
Enjoyable activities in the lesson 4 33.33%
Career prospects through English 4 33.33%
Supportive peers 3 25 %

Being able to speak English 3 25 %
Learning grammar 2 16.67 %
Learning English itself 1 8.33 %
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Figure 4.2

Main Sources of FLE in View of the Learners

Teachers’ attitudes
and personality

Realisation of
progress

Positive classroom
atmosphere

Enjoyable activities
in the lesson

Career prospects
through English

Supportive peers

Being able to speak
English

Learning grammar

Learning English
itself

When asked whether they enjoyed English lessons, 9 students expressed their enjoyment
(75%) while 25 % of the participants mentioned having no fun while learning English.
Regarding the causes of their enjoyment, several factors were found to have an impact on it.
83,33 % of the students reported that teachers’ attitudes and personality had a great
influence on their enjoyment level. The following comments demonstrate the importance of

teachers:

Because when | feel that my teacher listens to me and supports me, | feel that I
enjoy it more. (Student 11)

I think the biggest factor is the teacher and the students, because if my classmates
want to have fun with me, and if my classmates and my teacher allow it, and if they support
it, I think it's a lot of fun. (Student 6)

As student 6 explained, supportive peers were thought to have an influence on the learners’
enjoyment level, as well (n:3). Another participant stated the positive influence of his

classmates below:
Hmm. Friends have an extremely positive influence. (Student 2)

In addition to the effects of supportive and encouraging teachers and peers, the classroom
atmosphere was found to contribute to learners’ enjoyment to a certain extent. Several

students (33.33 %) pointed out the importance of the classroom atmosphere by saying:
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Because the teachers are much better than I expected. | mean, it's not like the
English I've seen before. | mean, it's definitely my friends that make me enjoy it because our
classroom environment is very friendly, so it's good. You've seen it too. In the beginning,
they said that everyone would drop out after a while, after midterm or something, but no
one did it. In our class, everyone somehow goes and finds themselves at school. | mean, it's
good, too, so I like it. (Student 12)

Of course, my teachers and the classroom environment are also supportive in a

friendly environment. (Student 5)

As can be easily noticed, the social dimension of foreign languages enjoyment including
teachers, classroom atmosphere and peers, exerted great influence on learners’ positive
attitudes. In addition to these, Table 4.7 shows that realization of progress (41,67 %) was a
key factor determining students’ positive emotions. The following statements of the

students illustrate this phenomenon rather well:

Seeing that | could do it. Hmmm, | start to enjoy it when | see something happening

and I say, “’Yes, it's happening, I have to keep going.”’. (Student 9)

My knowledge of the language is increasing, that's why I love it so much. (Student
3)

Another source of enjoyment mentioned by the learners was classroom activities. There is
no doubt that unusual or novel activities where they experience a great deal of fun impact
learners positively and are likely to increase their enjoyment The following excerpt below

demonstrates this quite well:

It may sound a bit childish, but I enjoy fun activities, despite our age group, I like
fun activities, in particular, games. (Student 6)

As can be noticed, learner-external factors tend to play a great role in learners' enjoyment.
Another common source of enjoyment stated by the 33.33 % of the participants was future
plans or in other words career prospects through English. In the Turkish context, learning
English is a requirement for many rewarding jobs, which makes it a source of satisfaction
or pleasure. The following statements illustrate the relationship between English and

learners’ future goals.

Because learning English is both fun and English is a language that will be

necessary for my career in the future, | find it fun to learn. (Student 8)
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When | have a goal about living abroad, | have a lot of fun learning in line with that
goal. Because I'm going to use English in the future and I have a dream of going abroad, |
enjoy it. (Student 1)

| want to study abroad for a master's degree, so it was actually a great chance for
me to study at an English preparatory school. Besides, it will be more comfortable for me
when | study for a master's degree. (Student 3)

The comments above show the necessity of learning English and learners’ high enjoyment
in line with their future plans. However, one student mentioned having fun not because it
was necessary for her to learn English, but because she liked the language itself. She
expressed her positive feelings towards English by saying:

I mean, | love it, | feel inclined to English and I like it more when | feel skilled. The
more I love, the harder I study, and so on.....................  mean, because I want to do it, [
love it, and I actually need to do it for my future career, and I'm worried that I will fail in
that, not in the classroom, but rather in general life. (Student 9)

Closer inspection of the statements of the learners proved that being able to speak the
language was also an important source of enjoyment and motivation for the 25 % of the
participants. When learners felt that they were able to use the language when needed, they
experienced a great deal of joy, which is similar to the feeling when they felt that they
actually made progress. Some participants expressed the importance of being capable of

speaking the language below:
I enjoy it when | speak fluently. (Student 12)
I enjoy it when I feel like I can talk. (Student 11)

I love speaking English, even if | make a mistake, | never hesitate. | am always open
to making mistakes. | mean, | love to speak English. | always talk about it, and I love to
watch it. It gives me a lot of pleasure to watch something in English, and to talk to

someone. (Student 3)

Furthermore, for a small number of students (16.67%), learning grammar stood out as a
driving force in their enjoyment. Even though it could seem surprising, for two participants,
it was something they rather enjoyed while learning English. The following extracts from

their interviews clearly demonstrate the impact of grammar:
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| enjoy learning grammar more because it is easier to learn grammar, especially

long words. It sounds like a formula (Student 5)

| feel like my horizons are broadening when | learn grammar. | feel like I'm getting

less of what | don't know. (Student 8)

It was mentioned in the previous chapter that the semi-structured interviews were not only

carried out with the instructors but also with students who are the other stakeholder of the

learning process. When analyzed, it was found out that even though instructors were in

agreement with the learners on a few of the main sources of their enjoyment, there were

some other sources which were found to be influential. Main sources of FLE in view of the

instructors are presented below in Table 4.8.

Table 4.8

Main Sources of FLE in View of the Instructors

Frequency  Percentage

Enjoyable activities 7 %87,5'
Novel / Unusual activities 4 %50'
Realization of progress 4 %50
Positive classroom atmosphere with jokes and humour 3 %37,5
Conducting group / pair work in the classroom 2 %20
Teachers’ personality and attitudes 1 %12,5
Technology integration into the lesson 1 %12,5

A promising future 1 %12,5

Figure 4.3

Main Sources of FLE in View of the instructors

B Frequency [l Percentage

Enjoyable activities
Novel / Unusual activities

Realization of progress
Positive classroom atmosphere
with jokes and humour

Conducting group / pair work in
the classroom

Teachers' personality and
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lesson

A promising future
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When asked about the main sources regarding the FLE among the students, it was found
out that enjoyable activities stood out as the factor leading to most enjoyment (f:7) by %
87.5 of the instructors. Some of them pointed out the importance of enjoyable activities
which are mostly referred to as games below.

They enjoy video lessons. Besides that, they definitely enjoy it when we do
activities in the classroom. They call them games, but they are not actually games

(Instructor 7)

They enjoy playing games. They enjoy it a lot when online tools are involved

and when a competitive environment is provided. (Instructor 2)

| think they especially enjoy it when we do something like speaking activities or

games. (Instructor 6)

As can be inferred from the statements above, students mostly had fun in the classroom
when they were engaged in enjoyable activities such as games, or speaking activities.
Their enjoyment level was likely to increase when technology was also integrated into
the lesson. In other words, unusual and enjoyable activities promoted a high level of
enjoyment, especially when technology-enhanced activities were integrated into the

lesson. One participant expressed this by saying;

Actually, they do enjoy it, but they enjoy it when you do fun things. Maybe when

we add small videos in between.... (Instructor 7)

As presented in Table 4.8, 50% of the participants stated that students enjoyed English
lessons more when they were provided with novel activities which were different from
the classroom routine. This finding does not come as a surprise since people in general
like to break the routine and would rather do something different from time to time.
When it is applied into not only real life, but also into the classroom activities once in a
while, it makes learners enjoy the process more. This can be noticed from the following

excerpt below:

If we put aside the balance of enjoyment and learning, maybe when they play
games or do something different from the usual routine, and when they engage in more
interactive activities among themselves, yes, it becomes more enjoyable. ...... The
importance of these kinds of activities is open to discussion, but in such situations, they

enjoy the lessons more. (Instructor 8)
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In addition to the activity-based sources of enjoyment, realization of progress was
revealed to be an important factor (f:4) in contributing to the students’ enjoyment in the
opinion of the teachers by half of the participants (50 %). When the students felt the
progress, or could actually see the improvement that they were experiencing, they

tended to enjoy the language itself, and the language classes

I guess, if a student experiences something like "I am learning", then he feels

good. (Instructor 4)

A highly motivated student enjoys it once he / she sees he / she is making

progress, (Instructor 8)

As shown in Table 4.8, a positive classroom atmosphere can also be a course of
enjoyment for the learners according to 37.5 % of the lecturer participants. It was not
unexpected that despite being an anxiety-causing factor, a positive classroom
atmosphere had also potential to enhance enjoyment among the learners. One instructor
explained it in the following excerpt:

If there is a joke or, if everyone in the class participates, or simply if there is
something that makes 10 people laugh, those moments are also good. The source of that
joke may be related to the lesson. It could be something else, too.. They like it when

there is something humorous to laugh at. (Instructor 4)

As can be seen in the comment above, humour or jokes were also likely to bring
about enjoyment among the EFL learners. Another instructor participant highlighted the

importance of humour by saying;

When you make jokes,..... They laugh a lot when someone in the class says
something funny. Sometimes they laugh at their own mistakes. They might say, "You
said this," and laugh a lot. They also laugh when playing games, especially more active

ones. (Instructor 5)

As Table 4.8 indicated, during the analysis of the interviews, it was also noticed that in
the opinion of the 20 % of the instructors, group or pair works were also a motivating
factor on students’ journey to enjoyment. Some instructors highlighted the effects of

them in the following excerpts:

When they work in groups or do different activities, | think they enjoy it.

(Instructor 6)
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If it's not something very individual, they enjoy group work a lot. (Instructor 2)

In addition to the sources pointed out by the participants, one instructor mentioned the

importance of teachers on the enjoyment of the students.

If the teacher has a positive attitude, makes jokes, gives them plenty of
opportunities to talk to each other, and incorporates humor into the lesson, it draws the

students in and makes the class enjoyable. (Instructor 5)

Despite not being commonly mentioned, another source of enjoyment which was
thought to affect the learners enjoyment in a positive way was revealed to be the dream
of a promising future. Since learning English has become a necessity in each and every
part of business or the life itself, students find enjoyment while acquiring the language
or they find enjoyment once they are able to use it fluently. One instructor participant

expressed the importance of future plans by stating the following:

My students enjoy it because from the very beginning, | keep telling them that
learning this language is necessary not just for the sake of the language itself, but for

gaining a good profession, a good career. (Instructor 2)

In summary, when both stakeholders were given a voice to express the sources of
foreign language learning enjoyment, it was found out that enjoyable or / and novel
activities, realization of progress, teachers’ attitudes towards the students and their
personality, positive classroom atmosphere, and career prospects through English were
the most influential in shaping learners’ positive feelings towards learning English.
Primary sources of FLE and FLA in view of both learners and instructors are given
below in Table 4.9.
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Table 4.9

Comparison of Main Sources of FLE in view of the Learners and Instructors

Main Sources of FLE in View of the Main Sources of FLE in View of the Learners
Instructors Main Sources of Frequency Percentage
Main Sources Frequency Percent FLE
of age Teachers’ attitudes 10 83,33 %
FLE and personality
Enjoyable Realization of 5 41,67 %
activities 7  875% progress
Novel / Unusual Positive classroom 4 33.33 %
activities 4 5006 —amosphere
— Enjoyable 4 33.33%
Realization of activities in the
progress 4 50 % lesson
Positive classroom Career prospects 4 33.33%
atmosphere with through English
jokes and humour 3 315% Supportive peers 3 25 %
Conducting group Learning grammar 2 25 %
/ pair work in the
classroom 2 20%  Learning English 1 16.67 %
Teachers’ itself
personality and
attitudes 1 12,5%
Technology
integration into
the lesson 1 12,5 %
A promising
future 1 12,5%

When the learners and instructors’ views were analysed, it could be noticed that
learners and instructors were in agreement on some of the primary sources of foreign
language enjoyment such as novel and enjoyable activities, positive learning
environment and realisation of progress. However, while the learners were of the
opinion that teachers had the biggest impact on their enjoyment, the teachers did not
show much of an agreement. Some other sources such as integrating technology and a
promising future through English were stated to be effective on positive emotions by
the teachers. Supportive peers, learning the language itself and grammar were

considered to play a significant role on learners’ positive emotions by the learners.

4.3.2.2 Main sources of foreign language anxiety
During the semi-structured interviews, students were inquired about their anxiety and
the reasons behind this emotion. First, they were asked whether they felt anxious or

worried while learning English, and almost all students (n:11) agreed on the idea that
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learning English was anxiety-provoking for them. Only one student stated that he did

not worry about learning English, making an exception of the exam periods. Upon

further analysis, it was discovered that students were mostly anxious about speaking

English (n:9), their (mis)pronunciation (n:5), lack of grammar (n:4), fear of failure

(n:4), tests or exams (n:4), failure to progress (n:4), not being able to understand what is

said in English (n:4), lack of vocabulary (n:2) and pressure due to the necessity to be

able to use the language in their departments (n:1) along with some other personal

reasons. Table 4.10 presents main sources of FLA in view of the learners.

Table 4.10

Main Sources of FLA in View of the Learners

Frequenc  Percentage
y
Speaking English 9 75 %
Mispronunciation 5 41.67 %
Lack of grammar 4 33.33%
Fear of failure 4 33.33%
Test anxiety 4 33.33%
Failure to progress 4 33.33%
Not being able to understand utterances 4 33.33%
in English
Lack of vocabulary 2 16.67 %
Pressure caused by their departments 1 8.33%

Figure 4.4

Main Sources of FLA in View of the Learners

Speaking English
Mispronunciation
Lack of grammar
Fear of failure
Test anxiety

Failure to progress

Not being able to understand
utterances in English
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When the student participants were asked to elaborate the specific times they
experienced anxiety or the main sources of their anxiety, it was noticed that a big
number of students (75 %, n:9) expressed their concerns about speaking English. This
finding was not fully unexpected since it was also found to be an anxiety causing
situation on the FLCAS. The following comments show their concerns about speaking
English:

We need to say it directly without waiting, without interrupting the flow. So yes,

it makes me very nervous. (Student 11)

I think it's a source of stress because we think in Turkish. We're trying a lot
harder when we speak English. Naturally, the words do not fall out of nowhere.
(Student 6)

I have to make sentences that develop suddenly. | have to improvise. It's harder
to think in Turkish and then translate it into English. (Student 12)

When learners commented on anxiety-provoking situations, almost half of them (n:5)
reported that pronunciation was a major source of anxiety as well as speaking English.
This could be related to their fear of communicating in English in a conversation, or to
the different sounds in English. Since Turkish and English show clear differences in the
way they are pronounced, it leads to pronunciation anxiety among Turkish EFL
learners. The following extracts from the semi-structured interviews show their anxiety

over mispronunciation:

If I pronounce it wrong, I'm very embarrassed. I'm so embarrassed that a word

will come out of my mouth wrong or someone will laugh. (Student 11)

Because | had a hard time pronouncing when | was in high school. I'm a little

worried now when pronouncing. (Student 5)

It bothers me that my pronunciation is wrong or that my sentences are

incomplete. (Student 12)

In addition to the oral production of the language, grammar was also reported to be a
primary source of anxiety by 33.33 % of the student participants (n:4). This finding was
somewhat surprising since for some students it was a source of enjoyment, as well. Due
to the fact that grammar plays a big role in their oral and also written production of the

language, students might feel the burden of grammar when learning English. The
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grammar topics form a big part of the curriculum, making it a necessary step in
achieving success in the exams. Students expressed their anxiety over lack of grammar

below:

I always wonder if I don't understand grammar well enough or if I need to work
on it more. | really struggle with grammar. No matter how good my vocabulary is in

both speaking and writing, | can't do anything about grammar. (Student 3)

I may have a very good idea, but because I can't form sentences word by word,

.... and thus, not being able to speak sometimes worries me. (Student 7)

Upon further analysis, it was also noticed that fear of failure and test anxiety connected
with it are likely to cause a great amount of anxiety among the learners. This finding
was anticipated since students were supposed to sit plenty of exams during the semester
and the exam results have a vital impact on their failure or success. If they can’t obtain
the score required to pass the course, they will have to retake the whole course next
year. For these reasons, it was expected they had anxiety over exams and failure in

English. The statements below clearly demonstrate the worries that students experience:

You know, failing in the classes makes me even more worried because of the

grades | got this year. | am studying seriously and hard. (Student 7)

Well, there is nothing to stress about, but even though I know this, I still get

stressed in every exam. (Student 1)

I'm not afraid to speak English, I'm not afraid of grammar. Because I think | can

learn. But failing and exams increase my concern. (Student 4)

Another concern stressed by 33.33 % of the student participants was found to be failure
to progress while learning English. Since realization of progress was discovered to
constitute an important source of their enjoyment, the lack of progress was likely to
trouble them. Some of the statements below illustrate the effect of failure to progress on

learners’ anxiety:

When | can't do something or when I do something incomplete, it makes me
think that I am also incomplete, that | am wrong. This makes me think that | have a lot
of shortcomings. It makes me see myself as inferior to others. This is most likely a cause

for concern. (Student 5)
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Failure is not being rewarded for the effort. (Student 10)

When | study for the exam and don't get the result |1 want, | get anxious about

learning English. (Student 1)

When the data was analyzed under more scrutiny, it was noticed that if learners were
provided with instructions in English or involved in a conversation with other people,
they tended to feel anxious due to the fact that they couldn’t grasp what had just been

said. Some participants described the feeling quite well in the following statements:

You use English sentences, and sometimes | feel anxious when | can't

understand them. I feel a little incomplete when I can't understand them. (Student 5)

I also do tourism business myself. You know, in summers, a tourist comes and he
asks me something. Frankly, it makes me anxious not to understand him. Why?
Because, you know, Turks don't speak English, so we barely explain anything, so they
don't understand. That's why learning English is important for me and for my job. You
know, when someone asks for directions, for example a British tourist, and if I can't

give him directions, | get even more worried. (Student 7)

Furthermore, having asked the reasons for their anxiety regarding learning English,
16.67 % of the learners also expressed the effect of lexical knowledge on their negative
feelings. The scarcity of lexical knowledge raised more concern over learning English,
which can be seen in the following extract:

When | see words | don't know, and when they are more than once in a lesson, |
naturally get a little lost. Especially when | see new words in class, or rather when |
can't remember old words, they cause me to be a little confused and a little bored.
(Student 5)

One participant also mentioned the pressure caused by the need to learn English in their
departments. Some students stated that they had fun learning English mainly because of
their future plans or career prospects; however, there were also some others who were
prone to language anxiety due to the necessity to learn the language to be able study in

their departments.

The situation | feel worried about is that all the lessons will be conducted
entirely in English after | go to our department. So, | need to learn something. There's a
little bit of that pressure. (Student 2)
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After the semi-structured interviews were carried out with the learners, the instructors
were kindly requested to provide their responses in line with the semi-structured
interview questions. Commenting on the anxiety-provoking sources of learners’
anxiety, they reported that students suffered from language learning anxiety due to
speaking English, tests or exams, fear of failure, fear of making mistakes,
mispronunciation, fear of negative evaluation, low proficiency level, failure to progress
and some other individual reasons. Table 4.11 demonstrates the main sources of FLA
according to the instructors.

Table 4.11

Main Sources of FLA in View of the Instructors

Frequency Percentage

Speaking English 6 75 %
Test Anxiety 5 62.5 %
Fear of failure 4 50 %
Fear of making mistakes 3 375 %
Fear of negative evaluation by peers 1 125 %
Low proficiency level 1 12.5%
Failure to progress 1 125%
Individual reasons 3 375 %
Mispronunciation 1 125%
Figure 4.5
Main Sources of FLA in View of the Instructors

Speaking English

Test Anxiety

Fear of failure
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As the graph indicated above, a majority of instructors (75 %) were of the opinion that
speaking English was the most anxiety-provoking situation for the learners. Both
instructors and learners agreed on the fact that speaking English caused great anxiety
among Turkish EFL learners in this context. The anxiety caused by speaking the

language can be noticed in the following excerpts:

Especially when we do speaking exercises, their anxiety levels rise a lot.

(Instructor 2)

When they give presentations or in mini talks, there are students whose hands
and feet shake. That, of course, is something new for them actually. It's something
beyond speaking; you can understand that too. Here, both things mix up, creating a

stress source, but yes, they experience a lot of anxiety in speaking. (Instructor 7)

It is not surprising that speaking the language itself is a primary source of anxiety, let
alone in the target language. Learners also expressed their concerns over speaking
English along with the fear of making mistakes, in particular, in the oral exams. Exams
were found to be a significant source of anxiety in the opinion of the 62.5 % instructors.
In a similar vein, instructors reported that their students are prone to feeling anxious due
to the exams they need to take during the term and the proficiency exam that they have
to pass at the end of the term. Some instructors highlighted the effects of mistakes and

exams below:

Students have a fear of making mistakes. They have a fear of saying something
wrong, so we need to believe that they won't be very good at speaking, especially at the

beginning of the term. (Instructor 2)
Students get more stressed in oral exams. (Instructor 5)

Besides that, they also have exam anxiety, worrying about whether they will get

the score or not. (Instructor 7)

Their biggest concern during the term is not being able to pass the proficiency
exam. Unfortunately, that is a huge problem for them. (Instructor 3)

Despite not being a common cause of concern, fear of negative evaluation and
mispronunciation were found to be sources of anxiety in the opinion of one instructor
who stated that fear of mistakes, pronunciation or fear of losing face all play a role in

students’ anxiety.
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Since we don't know exactly, we can't say for sure if they are anxious, but some
students just read the answer part without reading the full sentence, maybe because
they fear making a mistake or mispronouncing something. I'm not insistent on it. It

might be due to pronunciation or fear of being judged by their peers. (Instructor 5)

Owing to the fact that participants in this study had an elementary level of English at
the beginning of the term, one instructor also mentioned the effect of low proficiency on

learners’ anxiety by stating the following:

When learning a language they are not very proficient in, it adds to the anxiety.

(Instructor 1)

When examined more thoroughly, semi-structured interviews provided some key
sources of anxiety. In this regard, one participant highlighted the significance of lack of

progress on learners’ negative feelings. The following excerpt clearly demonstrates it:

Especially this year, | noticed that they don't see progress in themselves,
although they are progressing. But since it's a very slow process, they don't realize it.
They probably say it's the seventh week, and we still can't speak; it's not that easy. It's
not a process where they can make rapid and noticeable progress. For example, they
still say they forget tenses. | say it's very normal. So, they experience anxiety because of
that. (Instructor 7)

A more detailed analysis also showed that around 38 % of the instructor participants
reported that students could possibly feel anxious due to some personal reasons. Since
the education in this level lasts at least two terms, which equals an academic year,
students feel the burden of passing the class in one year. If they can’t achieve it, they
will be supposed to take the whole course again. This preparatory education is a
necessary step towards their education at their departments. Therefore, it brings about
anxiety. Some learners carry this concern regarding failing and also the concern over

their family. The following statements illustrate it quite well:

They will start their own departments next year. What will happen if they fail?
They will come back again. Maybe it comes to their minds. | mean, there are also those

who have such concerns about their family if they fail. (Instructor 4)

They do, because there are students who come with very low levels, but they

need to learn very quickly and generally want to pass within a year. They definitely
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don’t want to extend it. That might be due to economic concerns or time loss. Maybe
it’s something like not wanting to fail. So, they are in a hurry and find it hard because
it’s intense. So, I think they feel anxiety mostly. ....... And they hesitate to tell their
parents if they fail, I think. Because they don’t know how they will react or they think
they will react negatively. I even saw those who didn’t tell, extending and saying they

passed. (Instructor 8)

Taken together, it was revealed upon further analysis that even though learners and
instructors were in agreement on some of the main sources of anxiety, there were
different sources stated by both parts. Speaking English, test / exam anxiety, fear of
failure, failure to progress, lack of grammar, fear of mispronunciation and not being
able to understand utterances in English were specified as the primary sources of
anxiety according to the learners and the instructors. Table 4.12 presents the primary
sources in view of the learners and the instructors below.

Table 4.12

Comparison of Main Sources of FLA in View of the Learners and Instructors

Main Sources of FLA in View of Main Sources of FLA in
the Learners View of the Instructors
Frequency Percentage Frequency Percentage

Speaking English 9 75 % Speaking 6 75 %
English

Mispronunciation 5 41.67 % Test Anxiety 5 62.5 %

Lack of grammar 4 33.33% Fear of failure 4 50 %

Fear of failure 4 33.33% Fear of making 3 37.5%
mistakes

Test anxiety 4 33.33% Fear of 1 125 %
negative
evaluation by
peers

Failure to progress 4 33.33% Low 1 125%
proficiency
level

No being able to 4 33.33% Failure to 1 125%

understand progress

Lack of vocabulary 2 16.67 % Individual 3 37.5%
reasons

Pressure caused by 1 8.33 % Mispronunciati 1 12.5%

their departments on
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When the primary sources of foreign language anxiety in views of the learners and
instructors were analyzed, it was realized that both stakeholders were in agreement on
some of the primary sources of FLA such as speaking English, fear of failure, test
anxiety, mispronunciation and failure to progress. While learners reported that lack of
grammar, lack of vocabulary and pressure caused by their department had a negative
impact, some teacher participants stated the importance of fear of making mistakes, low
proficiency level and some other personal worries.
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CHAPTER 5 CONCLUSION, DISCUSSION AND SUGGESTIONS

Emotions are among the primary factors that affect the use of English as a foreign
language, sparking the attention of the researchers (Elahi Shirvan and Talebzadeh,
2022). They are fuzzy, and hard to be put into different dimensions, and also given little
attention owing to the cognitivist approaches (Richards, 2022). Thus, the main aim of
the study was to reveal the most common positive and negative emotions that are
experienced by EFL students at a state university in Turkiye. To attain these objectives,
an explanatory mixed-methods study was designed and data were collected through
scales and semi-structured interviews. This chapter briefly explains the main
conclusions of the study (5.1), discussions of the research questions (5.2), and

pedagogical implications (5.3).
5.1 Conclusions

This present study sought to find out the levels of foreign language enjoyment and
foreign language anxiety of the Turkish learners of English studying at a state university
in Turkiye. In addition, the relationship between these two concepts was tried to be
identified. The main causes of FLE and FLA were discovered in view of the learners

and the instructors. The research questions of the study were as follows;

1. What are the levels of Foreign Language Enjoyment and Foreign Language Anxiety
among Turkish EFL learners at a State University in Turkiye?

2. What is the relationship between Foreign Language Enjoyment and Foreign

Language Anxiety among Turkish EFL learners at a State University in Turkiye?

3. What are the main sources of Foreign Language Enjoyment and Foreign Language
Anxiety according to students and instructors of English at a State University in

Turkiye?

To be able to address these questions, Foreign Language Classroom Anxiety Scale and
Foreign Language Enjoyment Scale were administered as the first step. After the
administration of the scales, semi-structured interviews were conducted with the

learners and the teachers of English in the same school.

The quantitative data gathered through FLCAS and FLES demonstrated that
participants in this study had a high enjoyment level with a mean score of 3.71, and a
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moderate level of anxiety with a mean score of 2.82. The findings of the quantitative
data indicated that students mostly had fun in relation with the idea that learning a
foreign language is fascinating. The analysis revealed that teachers and peers had both a
negative and positive impact on learners’ enjoyment. However, the results of the two
scales justified the positive impact of a positive classroom atmosphere. Being creative
(M:3.47) and proud of their successes (M:3.44) as well as learning interesting things
(3.22) were found to be influential in this regard. With respect to their anxiety, the study
showed that students were the most anxious about failure in their English classes
(M:3.52) and speaking English (3.47). Besides, the number of rules to be able to speak
English (M:3.47), speaking with no preparation (M:3.44) and the pressure to prepare

well for the classes were identified as some of the anxiety-provoking situations.

Regarding the relationship between these two emotions, the study demonstrated that
there was a weak-to-moderate negative relationship. This suggests that the higher
anxiety learners had, the fewer joyful experiences they had, or the more they had fun in
English classes, the less anxiety they had. Furthermore, when instructors were asked if
there could be a possible relationship between these two prevalent emotions among the
students, 87.5 % of them argued that there was a negative relationship, suggesting that

anxiety possibly caused less enjoyment among the learners.

The second step of the research consisted of carrying out semi-structured interviews
with the learners and the instructors respectively in order to pinpoint the main sources
of FLE and FLA. The outcomes of the qualitative data highlighted the positive
influences of novel or enjoyable activities, realization of progress, positive classroom
atmosphere where they feel free to make jokes or to be made jokes, and a promising
career through English on the EFL learners’ enjoyment levels. With regard to the
learners’ anxiety, the qualitative data confirmed the quantitative data in that speaking
English, test anxiety, and fear of failure had an impact on learners’ anxiety.
Furthermore, lack of grammar, fear of mispronunciation and not being able to

understand utterances in English were found to have a negative effect, as well.
5.2 Discussions of the Research Questions
5.2.1 Discussion on the FLE and FLA levels of Turkish EFL tertiary-level students

Finding out the levels of foreign language anxiety and foreign language enjoyment was

one of the main concerns of the current study. In order to reach this goal, FLCAS and
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FLES were applied and the quantitative results demonstrated that learners possessed a
high level of FLE with a mean score of 3.71, and a moderate level of anxiety with a
mean score of 2.82. This result coincides with some of the previous studies (Ozer 2020;
Yesil¢inar and Erdemir, 2023; Kaplan, 2022; Kili¢, 2024) conducted in Turkiye. Ozer
(2020) carried out a study with a purpose to investigate the levels of FLE and FLA
levels of Turkish learners. The study yielded similar findings in that learners had a high
level of enjoyment and a moderate level of anxiety in her study even though the learners
were studying in secondary schools. The participants in the study of Kili¢ (2024) were
also found to be moderately anxious and had a high level of enjoyment, which
confirmed the results of Yesilginar and Erdemir’s study (2023). In a similar vein,
Kaplan (2022) also discovered that students who had been studying English at a
university in Turkiye had a high level of enjoyment with a mean score above 3.77. The
study of Aydin and Denkg¢i-Akkas (2023) also demonstrated that learners studying in
different high schools, preparatory schools and universities all reported to enjoy their
English classes to a great extent. However, Cinkilig-Ozkili¢ (2024) pointed out that

participants in her study held a moderate level of FLE.

Higher enjoyment levels was also an important finding in Dewaele and MacIntyre’s
(2014) groundbreaking study. They found out that international participants in their
study had significantly higher degrees of enjoyment compared to their anxiety levels
although the reasons showed variety. Lodej and Osmola (2024) also found out that
Polish learners in their study had higher enjoyment than anxiety. In the same manner,
Jiang and Dewaele (2019) reported that learners were found to have significantly higher
levels of enjoyment than anxiety in their English Listening and Speaking classes. In
another context, Chen et al. (2023) investigated these two emotions with the learners
studying German, and they stated that Chinese learners had significantly higher

enjoyment levels compared to their anxiety.

In relation to their level of anxiety, it was revealed through FLCAS that participants
showed a moderate level of anxiety. Similar findings have been noticed in previous
studies (Price, 1991; Cagatay, 2015; Al-Khasawneh, 2016; Karabryik and Ozkan, 2017;
Simsek and Ceylan Capar, 2024) both in Turkiye and in various contexts throughout the
world. Price (1991) carried out a study with highly anxious learners and the study

revealed that most anxious learners are moderately anxious. Al-Khasawneh (2016) also
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stated that Saudi learners in the study possessed a medium level of anxiety. In the study
of Karabiyik and Ozkan (2017) most students were found to be moderately anxious
although education in preparatory school was not found to be influential on their
anxiety. Simsek and Ceylan Capar (2024) also asserted that students had a medium
level of FLA regardless of the mode of education. That means, students having online
classes or face-to-face classes did not differ in the level of anxiety.

High levels of enjoyment and a moderate level of anxiety reported in the current study
did not provide support for some studies undertaken in different countries (Su, 2022;
Dewaele et al., 2024). For instance, Su (2022) discovered that Chinese learners with
intermediate and low English proficiency in the study possessed a moderate level of
FLE and FLA, suggesting that the proficiency level did not have a determining effect on
both emotions. Besides, Dewaele et al. (2024) concluded that Arab and Kurdish learners
in their study had a high level of enjoyment and a low level of anxiety regardless of the
mode of teaching. That means, both learners in in-class classrooms and online

classrooms had significantly higher levels of enjoyment.

As can be noticed, the current study supported the findings of a number of studies
carried out worldwide. The participants in the study were found to experience joy while
they were learning English in their classes in the School of Foreign Languages. One
possible reason for this high enjoyment could be related to the fact that these
participants were highly motivated and willing to learn the language at the beginning of
the term. Some of the learners had not had any formal training on English in high
school owing to the pressure of university entrance exams. They were exposed to
English quite a lot during their lessons, which could possibly turn into a motivation for
their future goals. Learning English indicated a step further towards their goals, which
included having education abroad or getting a job abroad via English. In today’s world,
learning English is a must and these participants were aware of this need if they were to
study or live abroad, or continue their education in another country. Therefore, the
happier they felt about their achievements, the more fun they had in the classes.
Realizing that they could understand the instructions in English and reply to the
questions might have a huge effect on their enjoyment. In addition, these learners were
provided with plenty of digital tools and technology-based exercises. These novel

activities had an element of surprise as they did now show resemblance to the usual
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activities they would do in high schools. These learners belong to Generation Z, who
are able to use technology as a part of their lives. In the educational cycle, the
Generation Z makes use of a great number of digital technologies (Persada et al., 2019).
When they were provided with digital tools, and technology-integrated exercises in the
classes, they were most likely to enjoy the lessons to a greater extent. Furthermore, the
idea of learning a language was also another source of enjoyment since they mostly
believed learning a foreign language was outstanding and something to be appreciated.
Accordingly, the ones who are capable of speaking the language were held in high
esteem; thus, learning English could be a source of self-esteem for these learners, as
well. As Kalanzdah et al. (2013) stated, there could be a strong positive correlation
between learners’ self-esteem and their performance where they are required to engage

in an oral language task.

The study revealed that these EFL learners had high enjoyment in the classes; however,
they were found moderately anxious at the same time. One reason for their anxiety
could be linked to a demanding learning and assessment process in the school.
Although they showed willingness to learn at the beginning of the term, the frequency
of assessment tools could be anxiety-provoking for the learners. The constant
evaluation possibly means learners possess a fear of negative evaluation, and it could be
the primary cause of uneasiness for EFL students in classes (Alrabai, 2015). At the
onset of the term, these learners had orientation sessions, and they were informed about
the variety of the quizzes, mini talks, speaking exams, presentations, and pop quizzes
which the students would take without any notification beforehand. Besides, these
learners came to university for the first time, and they left a stressful university entrance
exam behind. Most of them were skilled in Maths, biology, science or other subjects but
English. Alternatively, most of them care more about the language areas measured on
the test which are grammar, vocabulary, and reading and tend to neglect listening,
speaking, writing since they are not measured (Karabulut, 2007). When they first
experienced lessons conducted in only English, they might have felt anxiety even
though it could bring about enjoyment concurrently. The frequency and variety of
assessment tools and the way lessons were conducted possibly had an impact on their

anxiety.
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In summary, the participants of the present study possessed a high level of enjoyment
and a medium level of anxiety stemming from different reasons. High enjoyment could
be attributed to the learner-internal factors whereas moderate anxiety could be related to

school-based learner-external factors.

5.2.2 Discussion on the relationship between FLE and FLA levels of Turkish EFL
tertiary-level students

One of the objectives of this research involved determining the possible relationship
between FLE and FLA through the Spearman’s Rho Correlation Test. The quantitative
data demonstrated that there was a negative but a weak-to-moderate relationship
between these two widespread emotions. Besides, when asked about whether there
could be a possible correlation between these two emotions, a majority of the instructor
participants responded with a probable existence of a negative relationship claiming that

when one moves up, the other one moves down.

The result of quantitative data possibly indicated that these two emotions could have a
possible relationship, but since the statistical difference was not high, these two
emotions could be regarded as separate dimensions, which was a similar result obtained
in the study of Dewaele and Maclintyre (2014), who argued that FLE and FLA were
indeed separate dimensions, and were not the direct opposites.

The finding of a weak-to-moderate negative relationship partly supported some of the
previous studies (Uzun, 2017; Dewaele and Proietti Ergiin, 2020; Ozer, 2020;
Aldabeeb, 2021; Kilig, 2024) conducted in Turkiye. In the study of Ozer (2020), a
strong negative relationship between FLE and FLA was reported, which meant that
higher anxiety levels could be related to decreased enjoyment. The negative link
between FLA and FLE was also discovered in the study of Dewaele and Proietti Ergiin
(2020), who argued that negative emotions do not support positively-driven emotions.
Furthermore, in Kilig’s (2024) recent study, a weak negative relationship was
discovered, and it was argued that the correlation between enjoyment and anxiety could
be by chance since it was not a statistically significant relationship. In a similar way,
Yesil¢mar and Erdemir (2023) found no significant relationship between FLE and FLA.
Besides, Aldabeeb (2021) carried out a study with undergraduate students in Turkiye
and the study found out that there was a moderate negative relationship between foreign

language enjoyment and foreign language classroom anxiety. Similarly, Uzun (2017)
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stated that in line with the Spearman Correlation Analysis results, a moderate negative
relationship was detected between enjoyment and anxiety.

The relationship between FLA and FLE has been verified as inconclusive in some of
the previous studies (Dewaele and Dewaele, 2017; Boudreau et al, 2018; Dewaele et al.,
2018; Jiang and Dewaele, 2019; Dewaele et al., 2019; Dewaele and Maclintyre, 2022;
Liu and Wang, 2023; Chen et al., 2023) undertaken in different countries. For instance,
in the study of Liu and Wang (2023), it was discovered that there was a negative link
between FLE and FLA at a low-moderate level. Similarly, in another study of Dewaele
et al. (2019), these two emotions were correlated at a moderate level. Furthermore,
Dewaele et al. (2018) indicated a weak negative link between higher levels of
enjoyment and lower levels of anxiety. However, the study conducted by Jiang and
Dewaele (2019) confirmed the results of the present study in that there existed a
significant negative relationship between FLA and FLE. In an earlier study carried out
by Dewaele and Dewaele (2017), a negative relationship was discovered between these
two emotions. Nevertheless, it was a nonsignificant negative correlation in the two
groups out of three with whom they conducted the study. In a different vein, Boudreau
et al. (2018) revealed in their study that although enjoyment and anxiety were
negatively correlated, these two emotions did not always work in different directions,
meaning that it was possible to observe positive relationship, negative relationship or

zero relationship between them.

Some previous studies undertaken worldwide (De Smet et al., 2018; Elahi Shirvan and
Talebzadeh, 2021; Bielak, 2022) have uncovered different anxiety and enjoyment levels
based on various variables, which do not always corroborate with the findings of this
present study. For instance, taking a different approach, Bielak (2022) uncovered the
fact that the link between FLA and FLE varied depending on the task. FLA levels of
Polish students were much lower than FLE levels both in group-decision making and
monologues. Besides, FLE levels were much higher when they were engaged in group
work, which pointed out the power of collaborative work. De Smet et al. (2018)
conducted a study with French-speaking learners to examine the effects of content and
language integrated learning classrooms as well as two different target languages. They
found out that enjoyment was much higher compared to anxiety in content and language

integrated learning classrooms, and in particular when learners were engaged in English
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rather than Dutch, which showed the impact of CLIL classrooms and the target
language on two emotions. Quite differently, Elahi Shirvan and Talebzadeh (2021)
explored the dynamics of FLA and FLE over time and it was discovered that the
relationship was in a weak negative pattern at the onset of the term, yet this correlation
turned out to be quite high at the end of the term. They also argued that students could
have both low levels and high levels of FLA and FLE at the same time

To summarize, the present study indicated a weak-moderate negative relationship
between FLE and FLA among the learners. This finding was supported by some
previous studies (Uzun, 2017; Dewaele and Priotti Ergiin, 2020; Aldabbeb, 2021; Kilig,
2024) though it was not always verified. One possible reason could be the nature of
these two emotions. Enjoyment is an integral part of positive emotions while anxiety is
considered as a negative emotion. That is to say, when people experience joy, the
anxiety they possess tends to go down. Learning a language is not an exception in this
sense. The more learners felt the joy, the less anxiety they experienced. The more they
felt capable of using the language, the less worried they became. Or, when they lacked
this capability, they started to feel more nervous and it resulted in reduced enjoyment
levels. However, the relationship between FLA and FLE was not a strong one.
Although they were correlated, the link was not found to be strong. This could be due to
the fact that these emotions are not the direct ends, but rather different dynamic
emotions. They could be related to some extent, yet that does not signify that the
absence of one means the abundance of the other. They might work in different
directions, and when one goes up, the other might go up as well. Alternatively, when
one goes up, the other tends to go down (Dewaele et al, 2018). Hence, some further
studies can be conducted to examine the dynamic nature of enjoyment and anxiety in

order to further our understanding in different contexts.

5.2.3 Discussion on the main sources of FLE and FLA levels of Turkish EFL

tertiary-level students

The present study was conducted with a primary purpose of identifying the main
sources of foreign language enjoyment and foreign language anxiety. Quantitative
analysis through FLES showed that the most enjoyment-inducing situations were to
happen due to the belief that learning a foreign language is impressive. In the Turkish

context, learning and speaking another language is associated with a distinguished
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image. Thus, when one can achieve proficiency in the target language, that person is
considered to have a reputable standing in his or her community. This result echoed the
findings of the study conducted by Aydin and Denkgi-Akkas (2023) since the
respondents reported to be engaged and had quality time learning new things on their

language journey.

In the current study, a positive classroom atmosphere was also found to be in close
relationship with a higher level of enjoyment, which was confirmed in some earlier
studies (Uzun, 2017; Li et al., 2021; Wu, 2024). This finding did not appear to be
surprising since people could never be considered with their environmental effects set
apart. The social environment, or the community people live in, directly or indirectly
affects the way people feel or behave. Classrooms where languages are learnt are no
exceptions in this sense. Semi-structured interviews also demonstrated that positive
classroom atmospheres where students felt comfortable to make jokes or the teachers
use a sense of humor were indeed influential in higher levels of enjoyment. In a similar
vein, Uzun (2017) identified teachers’ jokes and appraisal along with the positive
atmosphere as the sources resulting in enjoyment. Li et al. (2021) examined the effects
of classroom atmosphere on learners’ anxiety and enjoyment, and it was noticed that it

had a higher impact on enjoyment than anxiety.

Qualitative data demonstrated that a big number of students were of the opinion that
teachers’ positive personality and their friendly attitudes exert a great influence in
shaping learners’ enjoyment. This finding was somewhat unexpected since the learners
disagreed mostly with the idea that their teachers were encouraging (M:2.88), and
friendly (M:2.79) in the quantitative phase. However, qualitative analysis showed that
learners regarded the teachers as knowledge transmitters rather than facilitators, which
exhibited the roles that the teachers were associated with, or the impact they had on
their learning. When learners felt the teachers’ support or their positive attitudes
towards their learners, they were engaged in the lesson more, which resulted in higher
enjoyment of language learning. The positive influence of teachers on learners’
enjoyment was observed in some of the previous studies (Dewaele and Maclintyre,
2014; Li et al, 2018; Jiang and Dewaele, 2019; Dewaele et al., 2019; Ahmadi-Azad et
al., 2020; Dewaele at al., 2022; Li, 2022; Kaplan, 2022; Zare et al., 2022; Su, 2022; Liu

and Wang, 2023) worldwide. To illustrate, it was reported in the study by Dewaele and
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Maclintyre (2014) that teachers who had a positive nature and a sense of humour, and
showed respect for the learners were the ones that were able to increase the level of
enjoyment among the learners. Similarly, Ahmadi-Azad et al. (2020) concluded that
teachers’ being open and extrovert as well as being agreeable could affect Iranian
learners” EFL to a great extent. In the study of Kaplan (2022) conducted in Turkiye,
teachers’ encouraging attitudes and enthusiasm for teaching as well as their good
rapport with the students were specified as the most vital sources of learners’
enjoyment. In a comparable way, Li (2022) argued that teachers’ friendliness plays a
positive role on learners’ enjoyment, which was a similar finding in the study of
Dewaele et al. (2019). Liu and Wang (2023) also asserted in their study that they carried
out with Chinese high schoolers that teachers' friendliness and enthusiasm as well as

frequency of jokes play a vital role in the increased level of joyful experiences.

In the quantitative part of the study, peers were not found to have a much positive
impact on ecach other’s enjoyment level. However, semi-structured interviews
pinpointed the significant impact of supportive peers. The positive impact of peers was
also an important finding in the study of Dewaele and Macintyre (2014). They claimed
that smaller groups were more effective in building positive relationships in this sense.
Similarly, Uzun (2017) found out that group collaboration was especially useful in
joyful experiences in language learning. Bielak (2023) carried out a study with Polish
EFL learners and the study revealed the significance of collaborative group work,
indicating that FLE levels were higher than FLA levels when they were working in
groups rather than individual work. Aydin and Denkg¢i-Akkas (2023) also argued that
when learners were in a supportive learning environment, their enjoyment went up.
Similarly, Yesil¢inar and Erdemir (2023) argued that collaborative peers and the
interaction among the peers helped them to enjoy the lesson. In another recent study
conducted by Lodej and Osmola (2024), learners expressed the importance of peer
interaction especially in the form of peer feedback, group discussions and teamwork.

In the current study, novel activities, or enjoyable exercises provided by the teacher
were especially found enjoyable and helped students enjoy the lesson. This finding is
corroborated with some of the earlier studies (Li et al, 2018; Elahi Shirvan and
Talebzadeh, 2018; Jiang and Dewaele, 2019; Ozer 2020; Kaplan 2022; Su, 2022;
Yesil¢inar and Erdemir, 2023; Wu, 2024) For instance, Ozer (2020) mentioned in her
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study that specific activities in the classroom such as drama activities and games turned
out to be quite effective in increasing learners’ enjoyment. Li et al. (2018) were also in
favour of the novelty in the exercises, adding that novelty could demonstrate itself in
the teaching techniques, topic or content. Unusual classroom activities such as
recitation, story-telling, role-plays, or group representations that went beyond
traditional textbooks were reported to be quite beneficial by the students in this sense.
Su (2022) also ascertained the significance of engaging and controllable classroom
activities such as role play and group discussion on higher levels of FLE among
Chinese EFL students. Increased enjoyment levels thanks to novel activities were in
alignment with the study of Elahi Shirvan and Talbezadeh (2018), who examined the
effects of the imagined community of a TV program about English-speaking literature
criticism on the levels of enjoyment and anxiety. They concluded that imagined
community not also led to higher enjoyment levels but also increased facilitative
anxiety. By the same token, students in the study of Jiang and Dewaele (2019)
acknowledged the importance of specific classroom activities such as role plays, and
watching a TED talk on their enjoyment. The study conducted by Wu (2024) yielded
similar findings in that learners valued novelty and had a lot of fun in such activities as
dubbing, storytelling or role plays.

In the present study, realization of progress was proved to be effective in the way
enjoyment was felt. Both instructors and learners reported that once students could feel
the progress themselves, they became eager to learn English, which resulted in more
enjoyment. This result was supported in some of the previous studies (Li et al, 2018;
Jiang and Dewaele, 2019; Kaplan, 2022; Li, 2022; Aydin and Denkgi-Akkas, 2023; Wu,
2024). For example, Kaplan (2022) stated that when learners felt that they were indeed
successful and capable of using the language with correct pronunciation and accent,
their levels of enjoyment were to increase. By the same token, Li, (2022) discovered
that self-perceived success in English was related to increased enjoyment. In another
study, Li et al. (2018) revealed that learners’ progress in their foreign language
particularly after hard work and their contentment in expanding their limits were quite
effective in their enjoyment. In the study of Wu (2024), Chinese learners reported to

have fun when they made remarkable progress or performed well in language classes.
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Another valuable finding of the present research was that better career prospects or a
promising future was a key factor in higher enjoyment levels. When learners think
about the necessity of English in their career, they tend to take it seriously and have a
purpose to learn the language. This often results in them enjoying the lessons, and the
language itself in the end. Consistent with this result, Aydin and Denkg¢i-Akkas (2023)
also discovered that when learners felt that they were moving towards their goals using

English, they felt happier.

The participants of the current study agreed with the idea that they were creative and in
fact learnt interesting things. Since the curriculum in the institution covered global
topics and interesting information related to different cultures, this finding did not seem
unexpected. This was also supported in Uzun’s study (2017) since the learners

expressed their enjoyment thanks to learning new things in the classroom.

Some participants of the present study were in agreement with the item that indicated
being proud of their own achievements (M:3.44) had an impact on their enjoyment.
When learning a foreign language, learners felt the need to see the proof of their own
achievements. This could be in the grades they get in the exams, or when they can
actually observe the progress in their performance either orally or in writing. Thanks to
the regular exams and tasks in which they need to be assessed, students can keep track
of their achievements, which could contribute to their enjoyment.

With respect to students’ anxiety, it was noticed that participants mostly worried about
failing exams (M:3.52), which was confirmed in some of the previous studies (Horwitz
et al., 1986; Aydin, 2008; Al-Shboul, 2013; Salehi and Marefat, 2014; Kavacik, 2015;
Aydin et al., 2020; Jiang and Dewaele, 2019; Chen et al., 2023) carried out in different
parts of the world. In fact, test anxiety showed itself during tests quite a lot. Due to a big
number of speaking and writing exams as well as midterm and end of term exams,
students admitted having anxiety especially over the exam weeks. Since the score they
received at the end of the term determined whether they passed the course or not, these
exams hold great significance. If learners cannot achieve the required score, they will
need to study in the same school for one more year. In their leading research, Horwitz et
al. (1986) came up with the term test anxiety after analyzing learners’ anxiety and its
components. Salehi and Marefat (2014) explored the correlation between test anxiety

and FLA and their impacts on test performance. They found out that they are positively
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correlated, meaning that test anxiety led to anxiety of foreign languages as well, both of
which had a debilitating effect on performance. Jiang and Dewaele (2019) also asserted
the negative impacts of exams and quizzes on the anxiety levels of learners together
with the poor language performance. By the same token, Chen et al. (2023) discovered
that tests and exams were the leading anxiety-provoking items among many others such
as peer pressure or specific challenging tasks.

Quantitative analysis through FLCAS revealed that one of the most anxiety-provoking
situations was speaking English. They reported that they never felt sure when they
spoke the language (M:3.47) and they were anxious about the rules that they were
supposed to learn in order to speak fluently (M:3.47). Speaking anxiety appeared as one
of the most common anxieties in the previous studies (Horwitz et al., 1986; Maclintyre
and Gardner, 1989; Young, 1990; Dalkili¢, 2001; Cubukcu, 2008; Aydin, 2008; Subast,
2010; Suleimenova, 2013; Oztiirk and Giirbiiz, 2014; Tercan and Dikilitas, 2015;
Yesil¢inar and Erdemir, 2023; Lodej and Osmola, 2024; Wu, 2024) which was in
accordance with the results of quantitative and qualitative data in the current study.
Since speaking anxiety gained scholarly attention worldwide, many researchers carried
out studies with similar findings. To illustrate, MaclIntyre and Gardner (1989) examined
two different forms of anxiety, which are General anxiety and Communicative Anxiety.
They concluded that the latter anxiety had a negative impact on their learning. Cubukc¢u
(2008) found out in her study that participants felt nervous and anxious while speaking
English in the classroom although they reported not feeling anxious when they talked to
a native speaker, which means that teachers’ presence brought about anxiety among the
learners. The study of Al-Khasawahneh (2016) yielded similar findings in that fear of
communication was the most-anxiety provoking situation for Saudi learners in the study
followed by some other sources. Yesil¢inar and Erdemir (2023) explored the variables
that could possibly have an effect on learners’ anxiety and enjoyment; fear of public
speaking was revealed to have the most effect on anxiety in qualitative data. Quite
recently, Lodej and Osmola (2024) reported that communication apprehension, in

particular public speaking, was the biggest source of Polish EFL learners’ anxiety.

Qualitative data was consistent in that speaking English, exam anxiety, and fear of
failure had a negative impact on learners’ positive emotions. In addition to speaking

English and test anxiety, fear of failure stood out as one of the main sources of anxiety
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among EFL learners in the school. Since students were under the pressure of fear of
failure, they were inclined to skip some activities and even the lessons, which led to a
higher level of anxiety and even more failure. Fear of failure has been a source of
anxiety in some previous studies (Aida, 1994; Aydin, 2008; Sadighi and Dastpak, 2017)
as well. Aida (1994) conducted a study with Japanese learners to investigate the concept
of FLA, and it was revealed that fear of failure was one of the four main factors leading
to anxiety. Aydin (2008) explored sources and levels of FLA and they found that
worries about failure and fear of failing classes were determinant factors on anxiety. In
a similar vein, Sadighi and Dastpak (2017) inquired the sources related to speaking
anxiety, and it was revealed that fear of making mistakes was the main cause of

speaking anxiety among Iranian learners.

One of the valuable findings was related to the significance of accurate pronunciation
that students attributed to. Students consider mispronunciation as a hindrance in
producing correct utterances. They reported that fear of mispronunciations often
stopped them articulating sentences altogether. This can be explained with their nature
of being perfectionist in speaking. This result corroborates the study of Ozkan (2019)
that found out that fear of mispronunciation while speaking stood out as the primary
factor leading to anxiety as well as a lack of vocabulary and teachers’ manners.
Similarly, Oztiirk and Giirbiiz (2014) examined the primary sources, the levels and
learners’ perceptions regarding the foreign language speaking anxiety, and they found
out that mispronouncing the lexical items brought about speaking anxiety, which was

also related to fear of making mistakes during oral production.

One other significant finding of the study was about the impact of grammar on their
anxiety. Scarcity of the grammatical knowledge seems to provoke anxiety owing to the
pressure it exerted on the learners’ shoulders not only in speaking but also in writing as
well. This finding was in line with the study of Tien (2018), who conducted a study
with Taiwanese EFL learners and found out that making mistakes related to linguistic

knowledge caused a great deal of anxiety among the learners.

One of the contributions of this study was highlighting the significance of realization of
progress and its impact both on enjoyment and anxiety. Just as realization of progress
was effective in the increased enjoyment levels, the absence of it resulted in anxiety.

That’s to say, when learners experienced failure to progress in their language learning,
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they were inclined to feel anxious, which was a result in line with earlier studies (Botes
et al., 2020; Chen et al., 2023; Liu and Wang, 2023). According to Liu and Wang
(2023), self-perceived success was positively correlated with higher levels of FLE and

lower levels of FLA.

Qualitative data in the study shed light on a valuable finding that not being able to
understand utterances in English could bring about debilitating anxiety over the
learners. This result is hardly surprising since students might need to control their

learning through the oral or written knowledge provided to themselves.

Taken together, when analyzed in detail, learner-external factors, mainly teacher-related
variables, have a more significant impact on positive emotions than the negative ones.
Negative emotions were more related to learner-internal factors such as failure to
progress, speaking English, fear of failure or test anxiety among the participants of the
present study. This finding was verified in some of the earlier studies (Dewaele et al.,
2019; Jiang and Dewaele, 2019; Li et al., 2021; Dewaele and Dewaele, 2020; Dewaele
et al, 2022; Su, 2022; Chen et al., 2023; Dewaele et al, 2023; Lodej and Osmola, 2024 )
For instance, Dewaele et al. (2022) conducted a study with EFL learners with four
different native languages to examine the effects of three teacher behaviors (frequency
of using FL, predictability and frequency of joking) on anxiety and enjoyment, and they
concluded that although these three teacher behaviors had a positive impact on
enjoyment, no significant relationship was discovered with respect to anxiety. In a
similar vein, Dewaele et al. (2019) examined the effects of teachers’ characteristics on
both emotions, and their study revealed that teacher characteristics predicted enjoyment
with a variance of 20%, but it had an impact on anxiety with a very small effect size,
8%. In another recent study conducted by Lodej and Osmola (2024) with Polish
students, it was uncovered that language enjoyment is in close relationship with peer-
peer, and teacher-peer interaction as well as positive classroom environment while
anxiety was related to more learner-internal variables such as test anxiety and

communication apprehension.

In summary, learners of this current study had a variety of reasons lying behind their
enjoyment and anxiety. They were found to possess a high level of anxiety thanks to
such enjoyment-inducing sources as having a positive learning atmosphere, learning

engaging things and feeling successful in the classroom. Experiencing novel and
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unusual activities, feeling their accomplishments, and having supportive teachers were
also revealed to be important factors contributing to their enjoyment. Friendly
classroom environments where they use jokes and a sense of humour with their teachers
or peers and being able to utilize English for their future goals were also found to be
quite effective in their higher enjoyment levels in line with the qualitative data.
Concerning their anxiety-provoking sources, these learners reported that speaking
English, rules to be able to speak English fluently, fear of mispronunciation, fear of
failing the classes due to exams and lack of preparation had a negative impact on
debilitating anxiety. Furthermore, qualitative data collected from the instructors and the
learners also uncovered the fact that these learners had anxiety due to such reasons as
lack of linguistic knowledge, fear of failure, not being able to comprehend utterances in
English and fear of not realizing progress. Considering all the primary sources leading
to anxiety and enjoyment, it could be stated that not only learner-internal sources such
as fear of failure, realization of progress and fear of mispronunciation, but also learner-
external sources such as positive teachers and peers, exams, and scarcity of linguistic

knowledge had an impact on learners’ emotions.
5.3 Pedagogical Implications and Suggestions for Further Research

The present study was carried out with a purpose to determine how much foreign
language enjoyment and foreign language anxiety learners of English had at the School
of Foreign Languages in Eskisehir Osmangazi University. This research study also had
a purpose of identifying the main sources of these common emotions in the Turkish
context. Examining the levels and the sources of FLE and FLA could have various
pedagogical implications for teachers, EFL learners, curriculum designers, language

assessors, and English Language Teaching departments of universities.

This research study revealed the coexistence of positive and negative emotions in
language learning (Dewaele and Macintyre, 2014). Although most research had a
primary focus on negative emotions, mainly anxiety, (Young, 1990, Woodrow, 2006,
Horwitz, 2010; Gregersen, 2020), this study clearly showed that learners also
experienced positive emotions while learning English. In this study, EFL tertiary-level
students were found to experience a high level of enjoyment and a moderate level of
anxiety. High level of enjoyment could be attributed to the onset of a new university life

for most of the students. Learning English in a formal setting with qualified teachers in
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Foreign Languages School is a new experience for most of the learners in A2 level
classrooms. Most of them did not have instructions in English, or lacked English classes
in high school due to the pressure of university entrance exams. Thus, when they started
learning English at this school, they had motivation to learn English, which turned into
enjoyment for most of them at the beginning of the term. The books and the
supplementary materials along with the technology-based activities such as games and
videos had a great impact on their enjoyment. However, the same participants in this
study reported to be anxious at a moderate degree in language classes owing to different
reasons. Learners at this level were supposed to take quite a lot of exams and tasks
throughout the term and they were assessed almost each week during the 16-week-long
term. They had an assessment nearly every week such as a writing task, a writing quiz,
a presentation task, a pop quiz, a mini talk which required them to talk about a subject
in a limited time in addition to 1 midterm, and 1 end of term exam. When learners had
this burden of assessment, they were likely to possess a certain degree of anxiety.
Learners at this level need an average score of 70 in order to move up to the next level
and since they were elementary level students, this score seemed quite intimidating and
hard to get. Besides, having lessons and instructions only in the English language was
something unexpected and new for these learners, which triggered their language
anxiety. As can be easily understood, learners of English at this level experienced both
emotions despite being at different levels. In order for learners to maintain their high
level of enjoyment, they can be provided with different technological tools that can be
integrated into the lesson as novelty clearly had a contributing effect on their
enjoyment. The school administration can organize group discussions, or small
meetings where learners will be given a voice to express their emotions in language
classes. There have been such meetings where learners give feedback about the
assessment, curriculum and methodology in the institution twice a year, yet the number
of them could increase. They can be assured that having both emotions is anticipated
and while it is normal to feel down and anxious at times, enjoying the language process

in general is what makes learning English fun and worthwhile.

This current study contributed to our understanding by revealing the link between
enjoyment and anxiety among the tertiary-level learners. These widespread emotions
were negatively correlated though the relationship was not strong. That’s to say, high

enjoyment was likely to be related to lower anxiety levels although it was not the case
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for all the learners. With this in mind, learners can be encouraged to reflect on their
feelings by their peers and their teachers. When they are aware of the negative link
between their enjoyment and anxiety, they will be likely to deal with their emotions

sensibly.

The participants of this study highlighted the importance of a positive classroom
atmosphere both in the quantitative and the qualitative phase of the study. Friendly
atmosphere had a positive impact on learners’ enjoyment to a great extent (Uzun, 2017,
Li et al., 2021; Wu, 2024). Thus, teachers bear a responsibility of creating a friendly
atmosphere which boosts learners’ positive emotions. Creating a stress-free
environment where learners are not afraid of negative evaluation of their friends or their
teachers is vital in this sense. Since the learners did not regard their teachers as very
friendly and encouraging in the quantitative stage, teachers should bear in their minds
that learners’ emotions matter and their positive emotions indeed could predict how
much fun they can have in language classes. Teachers can be encouraged to reflect on
their feelings, too, as their emotions could also shape the way they teach and it could

have an impact on learners’ feelings.

The study yielded important findings in that learners were found to feel creative and
proud of their own successes. The more they felt capable of their achievements, the
higher levels of enjoyment they had. For this reason, learners can be provided with
activities which require them to come up with new ideas, or use their imagination and
creativity so that they can feel the success of their own. Teachers can provide activities
which are not too challenging for them and give some constructive feedback regarding
their performance by highlighting their successes or focusing on their strengths rather
than weaknesses. Realization of progress had an obvious effect not only on their
enjoyment but also on anxiety. When learners recognize the progress they have made,
they might have a stronger drive to keep going regardless of the obstacles they have
experienced. However, lack of progress had a debilitating effect on learners’ anxiety.
Thus, it is significant for teachers to offer activities which are adequate for their level
and which can give them a sense of realization of progress. These activities could be
individual-based ones or group works which can also strengthen the bond among the
learners and help them work collaboratively.
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The current study revealed the significance of teachers’ attitudes and their personality
on learners' enjoyment and confirmed the results of some earlier studies (Jiang and
Dewaele, 2019; Dewaele et al., 2019; Ahmadi-Azad et al., 2020; Dewaele at al., 2022;
Li, 2022; Kaplan, 2022). Teachers’ friendly behaviour has an important impact on
uncovering ‘’the emotional sweet spot of their learners’’ (Dewaele et al., 2019, p. 423).
When learners feel that they are shown respect and they are not harshly criticized, they
have a motivation to attend the lessons more, which results in a higher enjoyment level.
If learners feel the support and appreciation of their teachers, they tend to enjoy the
language learning process no matter how demanding it is. Teachers’ praises (lijima et
al., 2020) and jokes (Uzun, 2017, Dewaele et al., 2022; Liu and Wang, 2023) or using a
sense of humour (Bieg et al, 2017; Yesil¢inar and Erdemir, 2023) could shape their
learners’ joyful experiences. Bearing this in mind, teachers should try to create a good
rapport with their learners by fostering a friendly classroom atmosphere, and make use
of jokes to make lessons more enjoyable. However, teachers’ praises should not be too
frequent and these praises should be aimed at learners’ language performances. Besides,
jokes of the teachers’ need to be course-related, and they should not include aggressive

humour.

This research study pointed out not only the effect of teachers’ personality, but also the
methodology they administered on learners’ positive feelings. That is to say, when
learners are provided with novel or nontraditional activities, they have a tendency to
enjoy the lessons more. For this reason, it is advisable for teachers, or curriculum
developers to break the routine and integrate unusual activities, some of which also
require learners to make use of the digital world. Going beyond textbooks and the
regular pacing might have considerable positive outcomes. Besides, unusual or
enjoyable activities such as games, reciting, storytelling could be integrated into the
curriculum so that learners can enjoy them while they learn. Several researchers (Li et
al, 2018; Elahi Shirvan and Talebzadeh, 2018; Jiang and Dewaele, 2019) pinpointed the
positive effect of novelty in the classrooms, and offered various activities such as
picture description, dubbing, using imagined communities, watching TED talks or
playing language-based games. Teachers can employ the ones that they find appropriate
for the content of the lessons, or the students’ needs and interests. They might ask
learners for their preferences and provide or change the materials from time to time in

order to alleviate their anxiety and go for a change. Learners at this level will be
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majoring in different departments such as English Language Teaching, Aeronautic
Engineering, International Relations next year; thus, it is possible to state that learners
have different needs and interests with respect to their preferences for novel activities.
Therefore, it is advisable for teachers to keep this in mind, and create their lesson plans

in relation to learners’ individual needs and their levels.

EFL learners at this school are provided with various activities that are different from
conventional approaches such as video lessons, games in digital platforms, different
mini talk activities, presentation tasks in which they present a familiar topic or give a
presentation about something covered in the lesson, different speaking tasks like role
plays and picture description, and speaking clubs with native teachers as an
extracurricular activity throughout the term. These novel activities are among the
sources that help them enjoy the language learning process. With this in mind, teachers
should have something on hand in case learners start to lose their attention and
motivation during the lesson. Alternatively, they can make use of some unusual
activities or teaching methods to draw the learners into the lesson such as interactive
storytelling tasks (Chen, 2023) where learners work in small groups and need to use
their creativity to create a story together by using the pictures given as prompts and
then tell the story to other groups, using imagined communities to create different
identities to practice speaking in a different context (Elahi Shirvan and Talebzadeh,
2018), or benefit from Al-driven technologies. There is no doubt that Al technology is a
helping hand for language learners as it makes it possible to play with the language,
produce something in the target language and receive feedback, or simply practice
speaking. Zhang et al. (2024) indicated the importance of using Al technology while
practicing speaking the target language since Al creates an environment where learners

feel comfortable to express their opinions while receiving feedback in the end.

Having novelty or maintaining it has some pedagogical implications for textbook
writers, and curriculum developers. Most of the learners at this school are generation Z
students and are capable of using technology continuously. They have reported learning
interesting things in the lessons; thus, it is significant for textbooks to be updated and
provide learners with current issues. Furthermore, coursebooks could offer
extracurricular activities which are carried out via technology outside the class. Even

though they have online homework and tasks, the coursebooks could also add some
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digital games or tasks with Al support in order to keep learners on track. In a similar
sense, curriculum developers integrate unusual or enjoyable activities into the
curriculum so that learners will feel the notion of joyful experiences and have a stronger

motivation to turn up for school.

This research study indicated the role of career prospects via English on learners’
positive feelings. Being able to use English fluently is likely to create new opportunities
while they look for a job after graduation. Since English is the business language of the
world and learners are willing to study or work abroad in the future, being able to use
the language has become a must for them. However, this was not considered as anxiety-
provoking, but rather as motivating for learners. Being aware of the need to learn it for
their future needs and feeling their achievements gave rise to higher enjoyment among
the learners. Thus, school administration could organize meetings to which they can
invite experienced students or businesspeople at the beginning of the term. These
people could be the ones who got a qualification via English, or got a job abroad or in

Turkiye with the help of English, and they can share their experiences with the learners.

This study had clearly some valuable findings with respect to learners’ FLA. Learners
in this study reported to be the most anxious when they needed to speak English, which
resulted from communication apprehension mostly. Learners who have difficulty in
speaking in groups tend to have more difficulty when they are required to speak in
another language in a lesson since they have almost no control of the situation (Horwitz
et al., 1986). Speaking English requires different skills, among which are overcoming
shyness, using the grammar and vocabulary accurately, avoiding mispronunciation,
expressing the intended meaning, and replying. Hence, it seems intimidating to be able
to communicate in English for most of the learners. Even though these participants are
not highly anxious, still there could be some ways to alleviate their anxiety. In the
institution, there have been speaking clubs for each level and these clubs are carried out
by native or foreign teachers. The reason for these clubs was to help students to see
their progress regarding their oral performance and get over their shyness during a
conversation with a foreigner. Students have given really positive feedback about these
clubs, and asked for some different events where they can achieve different tasks such
as asking for a coffee, inviting someone for a dance, trying out a recipe via using

English. School administration could possibly organize such events in which learners
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can use daily English outside regular class hours so that they can improve their
speaking skills and have the fun experience of communicating with other people in a
setting different from a classroom. These events are likely to bring about more
enjoyment, as well. Furthermore, our school has been organizing European Union
Projects during the school term in Turkiye or abroad and students are allowed to
participate in projects at different times of the term. In these youth projects, learners are
expected to perform certain tasks with other participants from other European countries
and the language of these events is always English. Taking part in such projects has a
great positive impact on learners’ enjoyment and gives them a sense of realization of
progress. Encouraging learners to attend these projects and increasing the number of
learners who can participate could be a good way to help learners overcome their

communication anxiety to a great extent.

With regard to FLA, learners stated the debilitating effect of mispronunciation on their
negative feelings. Pronouncing words accurately is a common problem among these
learners due to the impact of their native language, which is Turkish for a great number
of learners. Whilst they speak English, they tend to worry about the mispronunciation
and this causes them to avoid some of the speaking tasks. Good pronunciation is likely
to bring about self-esteem in a situation where they speak in front of people (Prashant,
2018). However, when they lack this skill, they are likely to get more anxious and
afraid to lose face in the classroom. For this reason, teachers can use flexible hours in
the curriculum for teaching pronunciation in an entertaining way using tongue twisters
etc., or provide some pronunciation tasks where they are required to pronounce words
correctly within groups or dyads. These activities have the potential to help learners
work collaboratively, help them overcome their fear of negative evaluation by their
peers, and improve their pronunciation skills. In the same sense, curriculum developers
can spare some teaching hours for pronunciation tips or skills in the weekly pacings so
that learners will be encouraged to speak the language more with a correct
pronunciation, which in turn will possibly have a positive impact on their willingness to

communicate.

Failing classes and test anxiety were among the most anxiety-provoking situations
stated by the participants in this study. Since test anxiety predicts language achievement

rather well for EFL language learners (Aydin et al., 2020), it brings about a certain
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degree of anxiety. These learners are assessed almost each week during the 16-week-
long term, and they are somewhat overwhelmed with these assessments. Although these
assessments are not highly demanding, they are still likely to cause nervousness among
the learners. These learners need an average score of 70 from these exams, tests or tasks
and thus, these assessment tools pose a great difficulty for them. The purpose of these
tests was to make learners alert and motivated to learn; however, they had an obvious
negative impact on their anxiety and caused the fear of failure of English classes.
Therefore, the number of assessment tools should be reduced, and learners should sit
the exams every two weeks rather than every week. Language assessors, or the
assessment unit, can organize meetings in order to discuss the purpose of these tasks
and could combine some of the tasks or remove the ones that seem inappropriate.
Frequency of exams had a negative impact on learners, yet the anxiety students have
during the exams could be related to the situation only. That’s to say, not the number of
the exams, but the situation itself might cause anxiety for these learners. In a similar
sense, learners were found to be anxious due to the fear of failure not only in exams, but
also in the lessons in general. Therefore, learners can be provided with some
mindfulness techniques to get rid of the exam anxiety and fear of failure as mindfulness
is a useful technique in reducing test anxiety (Quirk, 2020). In order for teachers to
carry out mindfulness interventions, they need to be informed and trained on basic

practices by the school administration.

Being unprepared or having no preparation time before a task was found to be stress-
provoking for learners of this study. Lack of preparation caused a degree of anxiety
when they spoke English. For this reason, when learners are provided with speaking
tasks, teachers should spare some time for preparation. Since these tasks show variety,
if possible, learners should be given some extra time to prepare within pairs or groups
in addition to individual preparation time. There are some spontaneous question and
answer sessions in the classes, for these types of activities, teachers can start the activity
with the volunteer students in order to help the highly anxious learners ease their

anxiety.

Another factor that was reported to lead to anxiety was lack of grammar knowledge.
Scarcity of understanding English grammar is an anxiety-provoking factor (Anandari et

al., 2024) for EFL learners. It can be argued that English grammar has been taught
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intensively since the beginning of the term and has been supported with supplementary
materials provided by the institution. When learners felt that they fell behind, it possibly

had a negative impact on their anxiety. Learners are expected to use the grammar that

was covered in the classes in their writing tasks or speaking tasks. When they lacked the
necessary grammatical skills, they were likely to get anxious. Therefore, it is advisable
for curriculum developers to discuss the purpose of such heavy grammar teaching, and
spare some of the grammatical knowledge for self-study. Alternatively, mistakes in
grammar can be ignored or at least tolerated to some extent in order not to put pressure
on learners’ shoulders. Another option would be to set some time aside for grammatical
knowledge that learners feel they lack and supply learners with some authentic

materials on which they can study and practice the grammar.

Fear of making mistakes was found to be closely related to FLA among the learners.
Fear of mistakes might result from the fear of negative evaluation of the peers or the
teachers (Sadighi and Dastpak, 2017). Hence, fostering a friendly classroom atmosphere
by the teacher is a vital step. Even though students did not state having fear of negative
evaluation by their peers, it could possibly have a role on some learners’ anxiety. When
learners feel that committing mistakes is indeed an important part of the learning
process, they will be able to feel more comfortable about making mistakes. In order to
help learners ease their anxiety over mistakes, teachers can share their own experiences
of making mistakes and assure their students that one should make mistakes if the

purpose is to attain fluency.

Inability to comprehend utterances in English was discovered to be associated with
FLA in this study. In fact, inability to comprehend utterances and language anxiety
could have a reciprocal relationship. That means, when learners do not understand what
has been said, they tend to feel anxious. Or, when they have anxiety, they could
possibly have difficulty in understanding utterances in English. Thus, teachers have a
responsibility of giving clear and simple instructions during the lesson. There could be
some students who do not have the courage to ask for clear instructions or further
information, so it is essential for the teacher to simplify the language when necessary.
However, the fear of incomprehension could emerge outside the classroom, as well. For
these situations, learners can be encouraged to ask for restatement or paraphrasing the

utterances by using simple questions.
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In summary, the present study has some pedagogical implications for mainly teachers,
learners, curriculum developers, textbook writers, language assessors and ELT
departments of universities. In line with the results of the study, teachers are
recommended to create a friendly learning atmosphere which is free of any type of fear
of negative evaluation by peers and themselves, to supply learners with nontraditional
enjoyable activities that have an element of surprise for the learners, to have positive
relationship with the learners, and help learners alleviate their anxiety utilizing some
techniques like mindfulness practices. Besides, it is advisable for teachers to be more
tolerant with the mistakes learners make, simplify the language when necessary, give
them a sense of accomplishment by praising them at times, and help them realize their
future career prospects through English. In addition, learners can benefit from this study
since they can be aware of the fact that it is expected to experience both negative and
positive emotion as language learning is a long process during which there are pleasant
experiences as well as hindrances. However, the aim is to enjoy the process as a whole
and move forward the primary goal. Regarding the curriculum developers, it is
suggested to integrate more technology-driven activities into the curriculum, to spare
some time for pronunciation tips or grammatical knowledge when necessary, and to
provide more flexible hours in the pacing so that teachers can use them for the needs of
their classes. As for textbook writers, it is recommended to maintain novelty and update
the textbooks in accordance with the needs and the interests of the target learners. With
respect to test anxiety, the assessment unit of the school can gather to discuss the
significance and the frequency of assessment tools utilized throughout the whole term.
The number of the exams and quizzes could be reduced or some tasks could be edited in
line with the feedback of learners and instructors. Last but not least, ELT departments
of the universities could have a focus on learners’ positive emotions rather than
negative ones and encourage future teachers to build their lesson plans considering the
emotions of the learners. Pre-service teachers could be informed about the novelty of
the exercises and the methodology and its impact on learners’ enjoyment. For all the
benefits mentioned above, the present study is sure to offer some pedagogical
implications and suggestions for all the stakeholders of the language teaching and
learning process. However, since this study was carried out with learners with a low
proficiency level, the results could not be generalized to all EFL learners. Thus, further

studies need to be conducted in order to find out the enjoyment and anxiety of language
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learners with higher proficiency levels. Besides, this present study was carried out with
tertiary-level students only, so it is recommended to carry out similar studies with
secondary school learners or high schoolers in other schools in Turkiye to discover the
degree of these emotions. Primary sources of FLE and FLA were revealed within this
context based on individual responses; thus, it reflects the feelings and the perceptions
of these individuals who participated in this research study. Different sources could be

found out if further studies were to be carried out.

Data collection procedure was followed by administering FLES and FLCAS and semi-
structured interviews in this study. Different data collection tools such as reflective
journals, group interviews, diaries, class observations are suggested to be utilized in
further studies to gain a deeper understanding. Besides, this study only measured the
learners’ level of enjoyment and anxiety at the beginning of the term. Therefore, further
studies can measure them both at the beginning and at the end of the term. Since
emotions are dynamic and a changing nature, it is advisable to compare these emotions

at both times of the term.
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EK-1

ESKISEHIR OSMANGAZI UNIVERSITESI VERI TOPLAMA VE SAHA ARASTIRMALARS
IS BIRLIGI PROTOKOLU

Madde 1. Taraflar:

) ~
{5 bu protokol Eskisehir Osmangazi Universitesi Rektorligt . .lt(.<.. i ’An adolv.. UnlJe-sides tarasinda
el J}:

diizenlenmistir.

Protokoliin devaminda Eskisehir Osmangazi Universitesi, Universite olarak anilacaktir.

Madde 2. Konusu:
Bu protokol; Universite birimlerinde; diger Universitelerin, kamu kurum ve kuruluslarmn, sivil toplum
kuruluglarmin ve aragtirmacilarin yapacaklart ulusal ve uluslararasi saha aragtirmasi ve veri toplama

[aaliyetlerinin izin taleplerini kurala baglamak amaciyla diizenlenmistir.

Madde 3. Veri Toplama ve Saha Arastirmalarinin Yiiriitiilmesi:

a) Is bu protokol imzalandiktan sonra Veri Toplama ve Saha Arastirmasi yapmak isteyen kisilerin bagl
bulunduklar Universite/Kurum amiri tarafindan imzalanarak Universitemize gonderilecektir.

b) Calismanin uygulama asamasinda izin alinan arastirma kapsami diginda higbir veri toplanmayacaktir.

¢) Veri toplama sirasinda Saglhk Bakanligi personelinden de vararlanilacaksa ayrica il Saghk Mudurliginden izin
alinacaktir.

¢) Calisma stresi arastirmaci tarafindan teklif edilecek, Universite tarafindan uygun gorulmesi halinde
onaylanacaktir. Arastirmaci tarafindan ¢alisma stiresinde degisiklik yapilmasi istenmesi halinde resmi yazisma ile
talep edilecektir.

d) Universitenin ¢alisma icin onay verdigi kisiler tarafindan calismanin gergeklestirilmesi esas olup, farkl kisiler
tarafindan saha arastirmasi ya da veri toplama calismasi yapilacaksa ya da calismaya yeni kisiler dahil edilecekse
resmi yazi ile Universiteye bildirilecektir.

e) Sartlarda olusabilecek degisikliklere bagl olarak Universite protokoll siire g6z dniinde bulundurulmaksizin
daha 6nce de sonlandirabilecektir.

f) Arastirma ve veri toplama araclarinin (anket, gorlsme-gdzlem formlari) igeriginin Tiirkiye Cumhuriyeti
Anayasasi, taraf olunan uluslararasi anlasmalar ve sozlesmeler basta olmak iizere, 6698 sayili Kisisel Verilerin
Korunmasi Hakkindaki Kanun ile yirirlikte olan tiim yasal diizenlemelere uygun olacak sekilde hazirlanmasi,
planlanmasi ve uygulanmasi saglanacaktir. Calismalarda kullanilan anket, gériisme/gézlem formu igeriginin ve
veri toplama aracinda yer alan sorularin/ ifadelerin etik agidan uygun olmasi ve galismaya katilanlarin kisilik
haklarini ihlal eder nitelikte olmamasi gerckmektedir.

g) Arastirma uygulama izin basvurularinda ticari amag glddlmemesine, kisi, kurum, kurulus, firma, marka
reklamini veya tanitimini 6n plana gikaran ifade ve 6geler bulunmamasina dikkat edilecektir.

g) Aragtirma uygulama izin basvurularinda vyabanci dilde hazirlanan dokiimanlar bagvuruyu yapan
kisi/kurum/kurulus tarafindan Tirkce terciimesi ile birlikte Universitemize gonderilecektir. Herhangi bir ihtilaf
durumunda tercime metni esas alinacaktir.
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h} Katiimetlar, arastirmaya katimadan once arsgurmaenin kapsadigr riskler hakkinda bilgilendirileceklerdir.
Arastirmacilar toplanan kisizel verilerin Latilimalann izni olmadan kamuya duyurulmayacagini taahhiit
edeceklerdir. Aragtirma kapsaiinda toplanan veriler, sadece bilimsel amaclar dogrultusunds kullaniacak,
aragtirmanin amaci diginda ya da bir basks arastnmada kullaniimayacak ve gerefunesi halinde, Universiteden izin
alinmadan baskalaryla paylagilmsyacakur.

1) Arastirmacilar kendileriyle irtibat kurulabilmesi icin yazisma adreslerini, e-posta adreslerini ve telefon
numaralarini bagvuru evrakinda ve bu protokolde belirtmek zorundadir.

i) Etik izni veren kurum tarafindan aragurma materyalinin (anket/gorisme, gozlem formu, vb.) tlim sayfalar
onayli olacak sekilde yazinin ekinde bulunmas: gerekmekte olup, ayni zamanda izin veren birim tarafindan
mihtirlenen ve imzalanan veri toplama araclart kullanilacaktir. Aksi yonde hareket edenler kurumlarina
bildirilecek ve ortaya cikabilecek her tiirlii sonuctan arastirmaci sorumlu olacaktir. Arastirma uygulama izni,
0

basvurudaki veri toplama araclari ile sinirhdir. Arastirmaya yonelik olarak resri istatistik programlari kapsaminda
bir veri talebi varsa izin belgesi ile birlikte ayrica bagvuru yapilacaktir.

j) Veri toplama sirasinda arastirmalarinda ses veya goriintii kaydi alacak arastirmacilarin arastirma énerilerinde
bunu  belirterek izin almalari, Universite siurlari dahilinde yapacaklari kayitlar icin ilgili kisilerden
(84renci/personel/hasta/hacta yalani) ayrice yazllt izin almalart gerekmektedir. Arastirma uygulama izni icin
bagvuranlar, baske kisi ya da kurumlann selstirdikior wor wplarna araglanni kulianocaklarsa veri toplania
araglarmi kullanmak igin gerekliizin Lolzeletin basvuruya ekleyecekierdir.

k) Arastirma uygulama izin basvurularinin uygulama tariliinden ¢n 2z 30 giin 6nce yapiimasina ve efitim 6zretime
engel olunmamasina dikkat edilecektir.

) Uygulama icin izin verilen calismalar sonuglandiktan/yayinlandiktan/onaylandiktan sonra sonugiari ile ilgili
olarak Universitemize bilgi verilmesi sartiyla izin verilmektedir. Arastirma uygulama izni alan kamu kurum ve
kuraluslar, uluslararast kuruluglar, Gniversiteler, sivil toplum kuruluslari ve arastirmacilar tamamladiklari bilimsel
arastirma e ilgili sonug raporlarini, calisma  bitiminden itibaren 30 glin igerisinde  Universitemize
sondoerecckier

I,

m) Arastirmacilar Univarsiter.e yapacaklari arastirmalar sirasinda meydana gelebilecek her tiinlu fizikse! zaran
kargilayacaktir.

itj Degerlendirme yapan birimlerce tespit edilen eksiklikler tamamlanmadikga uygulama izni verilmeyecektir.

0) Aragtirmade, izin verilmis olan uysulama yantami ve kapsami disinda farkl bir uygulama yapilmayacaktir.
Arastirmea uygulfamalaninin denetimi ilgili birin yaiieticisi ve Koruma ve Glivenlik

Amirligi tarafindan yapilacolhii.

Madde 4. Protokoliin Siiresi

Bu  protokol taraflarm  imzaladigy  tarihten  itibaren gecerli  olup, gegerlilik  siiresi

Baslangi¢ I,:'.rlh:,,.‘.{Q.-‘,{O‘,.,Z@Q\L,. ........................... Bitis tarihi: 4o, 0. 2025
Madde 5. Ihtilaflarin ¢ézimii:

Protokoliin uypulanmasi ile ifgili ¢ikabilecek anfagmazhiklar dneelikle taraflarn vetkili temsilcilerin
tatalindan gorligtilcrek ¢oziilecckur, Mimkin olmamast halinde hakem sifatiyls Idari Mahkemelere

bayvarulacakur.



Geldn Evrak Tarilt ve Sayidi: 15:10.2024-709984:
Madde 6. Yiiriirlik

Is bu protokol 6 (altt) madde ve 3 (iig) sayfadan ibaret olup,

uygulanmak {izere 2(iki) niisha olarak tanzim ve imza edilmis olup,

yiirtirliige girer.

hiikiimleri taraflarca okunmusg ve

taraflarca imza edildigi tarihte



APPENDIX-3: Consent Form for the FLCAS and FLES

Merha
Bu cal

ba,
isma, Tiirkiye'de bir Devlet Universitesinde Ingilizce'yi Yabanci Dil Olarak

Ogrenen Ogrencilerin Yabana Dil Haz ve Kaygilarimin Arastirllmas: baslikli bir yiiksek
lisans tez ¢alismasidir. Calisma, Gamze DEMIRTAS CELEBI tarafindan yiiriitiilmektedir.
Calisma kapsaminda Yabanci Diller Yiiksekokulu o6grencilerinin Ingilizce 6grenirken
yasadiklar1 haz ve kaygi durumlan incelenecek ve bu iki duygu arkasinda yatan temel
sebepler saptanmaya ¢alisilacaktir. Calismadan elde edilen veriler ile Ingilizce 6greniminden
kaygi duyma ve keyif alma konusuna dair degerli bulgular elde edilmesi saptanmasi
amaglanmistir. Ayrica bu galisma, Ingilizce dgrenenlerin kaygilarinin temel nedenlerini
anlamalarina, bunlarin farkina varmalarina ve Ingilizce 6grenme siirecinin olumlu noktalarina
yonelmelerine yardimcei olmak hedefi tagimaktadir.

Bu calismaya katiliminiz goniilliiliik esasina dayanmaktadir.

Calismanin amaci dogrultusunda, Yabanci Dil Hazzi ve Yabancit Dil Kaygi 6lceklerini
doldurmaniz beklenip, ilgili dokiimanda beliritlen bireysel gorligmeye katilmak istiyorum
kutucugunu isaretleyip e-mail adresinizi eklemeniz halinde yar1 yapilandirilmig bireysel
goriismelere davet edileceksiniz.

Arastirmada katilimeilarin isimleri gizli tutulacaktir.

Arastirma kapsaminda toplanan veriler, sadece bilimsel amaglar dogrultusunda kullanilacak,
arastirmanin amaci diginda ya da bir bagka arastirmada kullanilmayacak ve gerekmesi halinde,
sizin (yazili) izniniz olmadan baskalariyla paylasilmayacaktir.

Istemeniz halinde sizden toplanan verileri inceleme hakkiniz bulunmaktadir.

Veri toplama siirecinde/siireclerinde size rahatsizlik verebilecek herhangi bir soru/talep
olmayacaktir. Yine de katilimimiz sirasinda herhangi bir sebepten rahatsizlik hissederseniz
caligmadan istediginiz zamanda ayrilabileceksiniz. Calismadan ayrilmaniz durumunda sizden
toplanan veriler ¢aligmadan ¢ikarilacak ve imha edilecektir.

Goniilli katilim formunu okumak ve degerlendirmek iizere ayirdiginiz zaman igin tesekkiir ederim.
Caligma hakkindaki sorulariniz1 arastirmaciya yoneltebilirsiniz.

Arastirmaci Adi: Gamze DEMIRTAS CELEBI

(Liitfen asagidaki bilgileri doldurup, size uygun olan segenegi belirterek, bu formu arastirmacrya geri

gonderiniz)

Bu calismaya tamamen kendi rizamla, istedigim takdirde ¢caliymadan ayrilabilece@imi bilerek
verdigim bilgilerin bilimsel amagclarla kullamlmasini kabul ediyorum.

EVET -

HAYIR
Katilimer Ad-Soyad: ve imza:

Tarih:



APPENDIX 4. Consent Form of the Students for the Semi-Structured Interviews
Merhaba,
Bu calisma, Tiirkiye'de bir Devlet Universitesinde Ingilizce'yi Yabanc1 Dil Olarak
Ogrenen Ogrencilerin Yabanc Dil Haz ve Kaygilarimin Arastirllmas: baslikli bir yiiksek
lisans tez ¢alismasidir. Calisma, Gamze DEMIRTAS CELEBI tarafindan yiiriitiilmektedir.
Calisma kapsaminda Yabanci Diller Yiiksekokulu o6grencilerinin Ingilizce 6grenirken
yasadiklar1 haz ve kaygi durumlar incelenecek ve bu iki duygu arkasinda yatan temel
sebepler saptanmaya ¢alisilacaktir. Calismadan elde edilen veriler ile Ingilizce 6greniminden
kaygi duyma ve keyif alma konusuna dair degerli bulgular elde edilmesi saptanmasi
amaglanmistir. Ayrica bu galisma, Ingilizce dgrenenlerin kaygilarinin temel nedenlerini
anlamalarina, bunlarin farkina varmalarina ve Ingilizce 6grenme siirecinin olumlu noktalarina
yonelmelerine yardimci olmak hedefi tasimaktadir.

e Bu calismaya katilimimiz goniilliiliik esasina dayanmaktadir.

e (alismanin amaci dogrultusunda, Yabanci Dil Hazz1 ve Yabanci Dil Kaygisi dlgeklerinde
bireysel goriisme igin gonilli oldugunuzu yazili olarak belirtmis bulunmaktasiniz. Bu
nedenle, eklediginiz e-posta araciligi ile sizinle iletisime gegilip bu goriismenin gergeklesmesi
iizerine tekrar goniilliiliigiliniiz s6zlii olarak alinmustir.

e Bu belge sizin su an itibari ile hala goniilli katilimc1 oldugunuzu belgelendirmek adina
hazirlanmigtir. Goniillillik durumunuzu goriisme baglamadan ya da goriisme sirasinda
sahsinizca sonlandirabilirsiniz.

Arastirmada katilimcilarin isimleri gizli tutulacaktir.
Yari-yapilanidirlmis biireysel goriismelerdeki veri toplama siireci ses kaydi ile kayit altina
alinacaktir.

e Arastirma kapsaminda toplanan veriler, sadece bilimsel amaclar dogrultusunda kullanilacak,
arastirmanin amaci disinda ya da bir bagka arastirmada kullanilmayacak ve gerekmesi halinde,
sizin (yazil) izniniz olmadan bagkalariyla paylasilmayacaktir.

Istemeniz halinde sizden toplanan verileri inceleme hakkimz bulunmaktadir.
Veri toplama siirecinde/stireglerinde size rahatsizlik verebilecek herhangi bir soru/talep
olmayacaktir. Yine de katilimimiz sirasinda herhangi bir sebepten rahatsizlik hissederseniz
caligmadan istediginiz zamanda ayrilabileceksiniz. Calismadan ayrilmaniz durumunda sizden
toplanan veriler ¢aligmadan ¢ikarilacak ve imha edilecektir.
Goniillii katilim formunu okumak ve degerlendirmek iizere ayirdigiiz zaman igin tesekkiir ederim.
Caligma hakkindaki sorularinizi arastirmaciya yoneltebilirsiniz.

Arastirmaci Adi : Gamze DEMIRTAS CELEBI

(Liitfen asagidaki bilgileri doldurup, size uygun olan secenegi belirterek, bu formu arastirmaciya

geri  gonderiniz)
Yari-yapilandirilmis bireysel goriismeler veri toplama kismina tamamen kendi rizamla,
istedigim takdirde calisjmadan ayrilabileceg@imi bilerek verdigim bilgilerin bilimsel amaclarla
kullamlmasim kabul ediyorum.
EVET - HAYIR

Katilimer Ad-Soyad: ve imza:

Tarih:



APPENDIX- 5: Consent Form of the Instructors for the Semi-Structured Interviews
Merhaba,

Bu calisma, Tiirkiye'de bir Devlet Universitesinde Ingilizce'yi Yabanc1 Dil Olarak
Ogrenen Ogrencilerin Yabanci Dil Hazlarinin ve Kaygilarimin Arastirilmasi baslikl bir
yiiksek lisans tez c¢alismasidir. Calisma, Gamze DEMIRTAS CELEBI tarafindan
yiiriitilmektedir. Caligma kapsaminda Yabanci Diller Yiiksekokulu &grencilerinin Ingilizce
ogrenirken yasadiklar1 haz ve kaygi durumlar incelenecek ve bu iki duygu arkasinda yatan
temel sebepler saptanmaya calisilacaktir. Calismadan elde edilen veriler ile Ingilizce
ogreniminden kaygi duyma ve keyif alma konusuna dair degerli bulgular elde edilmesi
saptanmasi amagclanmistir. Ayrica bu calisma, Ingilizce &grenenlerin kaygilarmin temel
nedenlerini anlamalarina, bunlarin farkina varmalarina ve Ingilizce 6grenme siirecinin olumlu
noktalarina yonelmelerine yardimci olmak hedefi tagimaktadir. .

Bu calismaya katiliminiz goniilliiliik esasina dayanmaktadir.

Caligmanin amaci dogrultusunda, tarafiniza iletilmis olan goniillii katilimimiz1 talep eden e-
postaya olumlu yanit vererek bu ¢alismada katilime1 olmaya goniillii oldugunuzu yazili olarak
belirtmis bulunmaktasiniz.

e Bu belge sizin su an itibari ile hala goniilli katilimc1 oldugunuzu belgelendirmek adina
hazirlanmigtir. Goniillillik durumunuzu goriisme baglamadan ya da goriisme sirasinda
sahsinizca sonlandirabilirsiniz.

Arastirmada katilimcilarin isimleri gizli tutulacaktir.

Bireysel goriismelerdeki veri toplama siireci ses kayd ile kayit altina alinacaktir.

Arastirma kapsaminda toplanan veriler, sadece bilimsel amaglar dogrultusunda kullanilacak,
arastirmanin amaci disinda ya da bir baska arastirmada kullanilmayacak ve gerekmesi halinde,
sizin (yazili) izniniz olmadan baskalariyla paylasilmayacaktir.

Istemeniz halinde sizden toplanan verileri inceleme hakkiniz bulunmaktadir.

Veri toplama siirecinde/siireglerinde size rahatsizlik verebilecek herhangi bir soru/talep
olmayacaktir. Yine de katiliminiz sirasinda herhangi bir sebepten rahatsizlik hissederseniz
caligmadan istediginiz zamanda ayrilabileceksiniz. Calismadan ayrilmaniz durumunda sizden
toplanan veriler ¢aligmadan ¢ikarilacak ve imha edilecektir.

Goniillii katilim formunu okumak ve degerlendirmek iizere ayirdigiiz zaman igin tesekkiir ederim.
Caligma hakkindaki sorularinizi arastirmaciya yoneltebilirsiniz.

Arastirmaci Adi : Gamze DEMIRTAS CELEBI

(Liitfen asagidaki bilgileri doldurup, size uygun olan segenegi belirterek, bu formu arastirmactrya
geri gonderiniz)

Yari-yapilandirilmis bireysel goriismeler veri toplama kismina tamamen kendi rizamla,
istedigim takdirde calisjmadan ayrilabilece@imi bilerek verdigim bilgilerin bilimsel amaclarla
kullamlmasim kabul ediyorum.

EVET - HAYIR

Katilimer Ad-Soyad: ve imza:
Tarih:



APPENDIX 6- Email of Consent Regarding the Implementation of the Scales
Hocalarim merhaba,

Yiiksek lisans ¢alismam kapsaminda " Tiirkiye'de bir Devlet Universitesinde Ingilizce'yi
Yabanci Dil Olarak Ogrenen Ogrencilerin Yabana Dil Haz ve Yabana Dil

n

Kaygilarinin Arastirllmasi " isimli tez calismam icin, 2024-2025 Egitim Ogretimi giiz
doneminde, smiflarimizda Yabana Dil Haz ve Yabana Dil Kaygi Olgeklerini
uygulayabilmek i¢in izninizi rica ediyorum. Ayrica 6grencilerden tek tek goniilliilik formu
alinacaktir.

Calisma hakkinda daha fazla bilgi almak veya sorularinizin yanitlanmasini dilerseniz bu

mail adresinden ulasabilirsiniz.

Tez Danismani: Do¢ Dr.Gonca Subasi



APPENDIX 7- Foreign Language Classroom Anxiety Scale
Foreign Language Classroom Anxiety Scale English Version (Horwitz, Horwitz and

Cope, 1986)

Dear participant,

This scale is designed to collect information about your level of foreign language anxiety and the main causes of
it. The scale consists of three parts. The first part aims to gather some personal information. The second part is
the request to participate in the interview. The third part is the Foreign Language Classroom Anxiety Scale
developed by Horwitz, Horwitz and Cope (1986). Please read the following statements and choose an option that
you find the most appropriate.

It is important that we can collect accurate data. The answers will only be used for research purposes and be kept
anonymous. Thanks in advance for your valuable contribution.

Name Surname:

Age:

Gender: Female O Male o

Tel:

Would you like to take part in a semi,-structured interview about Foreign Language Anxiety?
Yes o No o

Foreign Language Classroom Anxiety Scale English Version (Horwitz, Horwitz and Cope, 1986)

Neither
Statements St.rongly Disagree agree Agree Strongly
Disagree nor Agree
disagree
1. I never feel quite sure of myself when | am
speaking in English classes.
2. | am afraid of making mistakes in English
classes.
3. I tremble when | know that | am going to be
called on in English classes.
4, It frightens me when I don't understand what
the teacher is saying in English
5. It wouldn't bother me at all to take more

English classes.

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

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

8. I usually feel anxious during tests in English
classes.

9. | start to panic when | have to speak without
preparation in English classes.

10. | I worry about the consequences of failing
English class

11. | I can understand why some people get so

upset over English classes.

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

13. | It embarrasses me to volunteer answers in
English classes

14. | | feel so nervous speaking English with
native speakers
15. | | get upset when | don't understand what the

teacher is correcting.

16. | Even if | am well prepared for English




classes, | feel anxious about them

17. | I often feel like not going to English classes.

18. | I don't feel confident when | speak in English
classes.

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

20. | I can feel my heart pounding when | am
going to be called on in English classes.

21. | The more | study for English tests, the more
confused I get.

22. | | feel pressure to prepare very well for
English classes.

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

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

25. | English classes move so quickly I worry
about getting left behind.

26. | I get nervous and confused when I am
speaking in English classes.

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

28. | I get nervous when | don't understand every
word my English teacher says.

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

30. | I am afraid that the other students will laugh
at me when | speak English.

31. | | feel anxious around native speakers of
English.

32. | | get nervous when the English teacher asks

questions which | haven't prepared in
advance.




APPENDIX-8: Foreign Language Enjoyment Scale
Foreign Language Enjoyment Scale English Version (Dewaele and Maclntyre, 2014)

Dear participant,

This scale is designed to find out the level of your foreign language enjoyment and the main reasons behind it.
The scale consists of three parts. The first part aims to gather general information. The second part is the request
to participate in the interview. The third part is the Foreign Language Enjoyment Scale developed by Dewaele
and Maclntyre (2014). Please read the following statements and choose an option that you find the most
appropriate.

It is important that we can collect accurate data. The answers will only be used for research purposes and be kept
anonymous. Thanks in advance for your valuable contribution.

Name Surname:

Age:

Gender: Female O Male o

Tel:

Would you like to take part in a semi-structured interview about Foreign Language Enjoyment?
Yes o No o

Foreign Language Enjoyment Scale English Version (Dewaele and Maclntyre, 2014)

Neither
Statements St_rongly Disagree agree Agree Strongly
Disagree nor Agree
disagree
1 I can be creative.
2. I can laugh off embarrassing mistakes in FL.
3. I don’t get bored.
4 | enjoy it.
5 I feel as though I’'m a different person during
the FL class.
6 I learnt to express myself better in the FL.
7 I’m a worthy member of the FL class.
8. I’ve learnt interesting things.
9 In class, | feel proud of my accomplishments.
10. It is a positive environment.
11. It’s cool to know a FL.
12. It’s fun.
13. Making errors is part of the learning process.
14, The peers are nice.
15. The teacher is encouraging.
16. The teacher is friendly.
17. The teacher is supportive.
18. There is a good atmosphere.
19. We form a tight group.
20. We have common “legends”, such as running
jokes.
21, We laugh a lot.




APPENDIX -9 : Semi-Structured Interview Questions of Instructors (English and
Turkish Versions)

1.
2.

Do you think students enjoy English classes? Why, why not?

If yes, when do you think you and your friends enjoy the most? Can you give some
details?

Do you think students feel anxious during English classes? Why, why not?

If yes, when do you think they feel the most anxious? Can you give some details?

Do you think speaking English is anxiety-provoking for your students? Why or Why
not?

Do you think there is a relationship between students’ enjoyment and their anxiety?

Why, why not?

Ogrencilerin Ingilizce derslerinden keyif aldiklarini diisiiniiyor musunuz? Neden?
Eger evet ise, 6grencilerin en ¢ok ne zaman keyif aldigini diisiiniiyorsunuz? Bazi
detaylar verebilir misiniz?

Ogrencilerin Ingilizce derslerinde kayg1 hissettiklerini diisiiniiyor musunuz? Neden?
Eger evet ise, 6grencilerin en ¢ok ne zaman kayg1 hissettiklerini diisiinliyorsunuz?
Bazi detaylar verebilir misiniz?

Sizce 6grencileriniz igin Ingilizce konusmak stres kaynagi midir? Neden?
Ogrencilerin keyif almasi ile kayg1 hissetmeleri arasinda bir iliski oldugunu diisiiniiyor

musunuz? Neden, neden degil?"



APPENDIX-10: Semi-Structured Interview Questions of Students (English and Turkish
Versions)

1. Do you think you enjoy your English class? Why or why not?
2. When do you think students enjoy the most? Can you give some details?
3. Considering your feelings, what would make you enjoy your English class? Could you give
me more details?
Prompt: Yourself (interest, motivation), Teacher. Classmates, Material, Methodology
4. Do you think you feel anxiety in your English class? Why or why not?
5. When do you think you feel anxious the most? Can you give some details?
6. Considering your feelings, what would make you feel anxious in your English class? Could
you give me more details?
Prompt: Failing classes, exams, number of rules to be able to speak English, speaking
English,
7. Do you think speaking English is anxiety-provoking? Why or Why not?

1. Ingilizce dersinizden keyif aldiginiz1 diisiiniiyor musunuz? Neden?
2. Ingilizce 6grenirken en ¢ok ne zaman keyif alirsimz? Detay verebilir misiniz?
3. Ingilizce dersinden keyif aldiginiz zamanlardaki hislerinizi géz 6niinde
bulundurdugunuzda, bu derslerden keyif almaniz1 saglayan saglayan seyler nelerdir? Daha
fazla detay verebilir misiniz?
Oneri: Kendiniz (ilgi, motivasyon), Ogretmen, Simif arkadaslar1, Materyal, Ogretim
yontemi
4. Ingilizce derslerinizde kayg1 hissediyor musunuz? Neden veya neden degil?
5. Ingilizce 6grenirken en ok ne zaman kaygi duyarsimiz? Detay verebilir misiniz?
6. Hislerinizi diisiinerek, Ingilizce dersinde endise hissetmenize neden olabilecek seyler
nelerdir? Daha fazla detay verebilir misiniz?
Oneri: Basarisiz olmak, sinavlar, ingilizce konusabilmek icin gerekli kurallar,
Ingilizce konugmak

7. Ingilizce konusmak sizin igin bir stres kaynagi midir? Neden veya neden degil?



APPENDIX- 11: Yabanc Dil Haz Ol¢egi (Dewaele ve MacIntyre, 2014)

Sayin katilimei,

Bu o6lgek, yabanct dil haz diizeyinin ve bunun arkasindaki temel nedenleri ortaya ¢ikarmak amaciyla
tasarlanmistir. Olgek {i¢ boliimden olusmaktadir. Birinci boliim genel bilgi toplamay1r amaglamaktadir. ikinci
boliim ise goriismeye katilim talebidir. Ugiincii boliim Dewaele ve Maclntyre (2014) tarafindan gelistirilen

Yabanci Dil Haz Olgegidir. Liitfen asagidaki ifadeleri okuyunuz ve size en uygun olan secenegi isaretleyiniz.

Dogru verileri toplayabilmemiz calisma icin 6nem arz etmektedir. Cevaplar yalnizca arastirma amaciyla
kullanilacak ve isimsiz tutulacaktir. Degerli katkilariniz icin simdiden tesekkiir ederiz.

Isim Soy isim:

Yas:
Cinsiyet: Kadin o Erkek o
Tel:
Yabanci Dil Hazz iizerine yapilacak olan yari-yapilandirilmis goriismeye katilmak ister misiniz?
Evet O Hayir o
Yabanai Dil Haz Olcegi (Dewaele ve MacIntyre, 2014)
Kesinlikle Kesinlikle
ifadeler lr(natllmlyoru gztrl:]mly Kararsizim ﬁatlllyoru lr;atlllyoru
1. Ingilizce derslerinde yaratic
olabilirim.
2. Ingilizce’deki utang verici hatalara
giiliip gecebilirim.
3. Ingilizce derslerinden sikilmam.
4, Ingilizce derslerinden keyif alirmm.
5. Ingilizce dersi esnasinda kendimi
farkl1 biriymis gibi hissederim.
6. Ingilizce’de kendimi daha iyi ifade
etmeyi 0grendim.
7. Ingilizce dersinin degerli bir
tyesiyim.
8. Ingilizce dersinde ilging seyler
Ogrendim.
9. Derste basarilarimla gurur duyarim.
10. Pozitif bir 6grenme ortam1 mevcuttur.
11. Yabanc1 dil bilmek harika bir seydir.
12. Ingilizce 6grenmek eglencelidir.
13. Hata yapmak 6grenme siirecinin
pargasidir.
14. Sinif arkadaslarim iyidir.
15. Ogretmenim cesaret vericidir.
16. Ogretmenim arkadas canlisidir.
17. Ogretmenim destekleyicidir.
18. Giizel bir atmosfer var.
19. Samimi bir grubumuz var.
20. Sinif arkadaglarimla ortak
sohbetlerimiz var. Ornegin, siirekli
glildiigiimiiz espriler.
21, Ingilizce dgrenirken cok giileriz.




APPENDIX- 12: Yabana Dil Kaygi Olcegi

.Yabana Dil Kayg1 Olcegi (Horwitz, Horwitz and Cope, 1986)

Sayin katilimei,

Bu dlgek, yabanci dil kaygi diizeyiniz ve bunun temel nedenleri hakkinda bilgi toplamak amaciyla tasarlanmistir.
Olgek ii¢ bolimden olusmaktadir. Birinci boliim kisisel bilgi toplamayr amaclamaktadir. Ikinci boliim ise
goriismeye katilim talebidir. Ugiincii béliim ise Horwitz, Horwitz ve Cope (1986) tarafindan gelistirilen Yabanci
Dil Kayg1 Olgegi'dir. Liitfen asagidaki ifadeleri okuyunuz ve asagidaki seceneklerden size en uygun olani

igaretleyiniz.

Dogru verilerin elde edilmesi 6nemlidir. Cevaplar yalnizca arastirma amaciyla kullanilacak ve gizli tutulacaktir.
Degerli katkilariniz i¢in simdiden tesekkiir ederim.

Isim Soy isim:

Yas:

Cinsiyet: Kadin o Erkek o

Tel:

Yabanci Dil Kaygisi iizerine yapilacak yari-yapilandirilmis goriismeye katilmak ister misiniz?Evet o

Hayir o

Yabana Dil Kaygi Olcegi (Horwitz, Horwitz ve Cope, 1986)

ifadeler

Kesinlikle
katilmiyoru
m.

Katilm

yorum.

Karar
s1zim.

Katihiyorum

Kesinlikle
katiliyoru
m.

Ingilizce derslerinde konusurken higbir
zaman kendimden tam olarak emin
olamiyorum.

Ingilizce derslerinde hata yapmaktan
korkuyorum.

Ingilizce derslerinde siranin bana geldigini
6grendigimde titriyorum..

Ingilizce derslerinde gretmenin ne
sOyledigini anlamamak beni korkutuyor.

Ingilizce haftalik ders saatinin daha fazla
olmasi beni hig rahatsiz etmezdi.

Ingilizce derslerinde kendimi dersle hig de
ilgisi olmayan seyleri diigiiniirken
buluyorum.

Siirekli olarak diger 6grencilerin Ingilizce’de
benden daha iyi oldugunu diisiiniiyorum.

Ingilizce derslerindeki siavlarda genellikle
kendimi endiseli hissediyorum.

Ingilizce derslerinde hazirliksiz konusmak
zorunda kaldigimda paniklemeye
bagliyorum.

10.

Ingilizce dersinde basarisiz olmak beni
endigelendiriyor.

11.

Bazi kisilerin Ingilizce derslerinde neden
endise duyduklarini anlayabiliyorum.

12.

Ingilizce derslerinde bazen o kadar
endiseleniyorum ki, bildigim seyleri bile
unutuyorum.

13.

Ingilizce derslerinde sorulan sorulara
goniillii olarak cevap vermek beni
utandirtyor.

14.

Ana dili Ingilizce olan insanlarla ingilizce
konugurken ¢ok endiseli hissediyorum.

15.

Ogretmenin neyi diizelttigini anlamadigim
zaman iiziiliiyorum.




16.

Ingilizce derslerine iyi hazirlanmis olsam
bile, bu derslerle ilgili endiseli
hissediyorum.

17.

Cogu zaman Ingilizce derslerine gitmek
istemiyorum.

18.

Ingilizce derslerinde konusurken kendime
giivenmiyorum.

19.

Ingilizce 6gretmenimin yaptigim her hatay1
hemen diizelteceginden korkuyorum.

20.

Ingilizce derslerinde sira bana geldigi zaman
kalbimin hizli hizli attigini
hissedebiliyorum.

21,

Ingilizce sinavlarma ne kadar ¢ok calisirsam
kafam o kadar ¢ok karigiyor.

22,

Ingilizce derslerine ¢ok iyi hazirlanmam
gerektigi konusunda baski hissediyorum.

23.

Her zaman diger 6grencilerin benden daha
iyi Ingilizce konustugunu diisiiniiyorum.

24,

Diger 6grencilerin dniinde Ingilizce
konugurken kendimi ¢ok tedirgin
hissediyorum.

25.

Ingilizce dersleri o kadar hizli ilerliyor ki
sinifa ayak uyduramamaktan korkuyorum.

26.

Ingilizce derslerinde konusurken
endiseleniyorum ve kafam karigiyor.

27.

Ingilizce dersine girerken kendimi gok
gergin ve endiseli hissediyorum.

28.

Ingilizce 6gretmenimin sdyledigi her
kelimeyi anlamadigim zaman
endigeleniyorum.

29.

Ingilizce konusabilmek i¢in 6grenmek
zorunda oldugum kurallarin sayisinin ¢ok
fazla olmasi1 beni kaygilandiriyor.

30.

Ingilizce konustugum zaman diger
Ogrencilerin bana giileceginden endise
duyuyorum.

31.

Ana dili Ingilizce olan kisilerin yaninda
kendimi endiseli hissediyorum.

32.

Ingilizce 6gretmenim, cevabini énceden
hazirlamadigim sorular sordugunda kendimi
endiseli hissediyorum.




APPENDIX- 13: Transcript of Semi-Structured Interview with a Student
Interviewer: Simdi baslayalim ingilizce dersinden keyif aldigini diisiiniiyor musun?

Participant 5: Kendimi gelistirdigim igin evet.

Interviewer: Neden diye soracaktim cevabin1 verdin aslinda. Peki nasil kendini
gelistiriyorsun sence?

Participant 5: Bir dili 6grenmek benim igin zaten bir hedefti. Birka¢ tane de fazladan
kendimi gelistirmek icin 6grenmeyi de planliyorum zaten. Ingilizce'de hedeflerimin biriydi.
Bu yiizden bunu 6grenmek benim i¢in ¢ok dnemli.

Interviewer: Katiliyorum. Peki ingilizce 6grenirken en ¢ok ne zaman keyif alirsin? Spesifik
bir 6rnek geliyor mu aklina?

Participant 5: Gramer 6grenirken daha ¢ok zevk aliyorum ¢iinkii gramer 6grenmek daha
kolay geliyor kelimeleri 6zellikle mesela uzun kelimeler ex ile basla mesela exactly falan
onlar1 demekte falan zorlandigim i¢in gramer 6grenmesi daha hos, daha kolay geliyor bana.

Interviewer: Boyle formiil gibi mi geliyor?
Participant 5: Evet.
Interviewer: Peki telaffuzda m1 zorlaniyorsun?

Participant 5: Evet. Lisedeyken de 6gretmenim epey iistiime gidiyordu bu konuda telaffuzda
zorlandigim icin. Grameri O0grenmek biraz daha sey gibi geliyor bana dediginiz gibi
matematikte hani toplama ¢ikarma olur ya onun gibi geliyor. Kelimeleri yan yana koyup bir
climle olusturmasi daha ¢ok isime geliyor

Interviewer: Anladim. Peki ingilizce dersinde keyif aldigin zamandaki hislerini g6z 6niine
aldiginda bu derslerden keyif almani saglayan seyler neler? Birka¢ 6rnek vereyim, kendin mi,
yani ilgi motivasyonun mu, 6gretmenin mi, sinif arkadaslarin mi, islenilen materyal mi ya da
ogretim yontemi nedir?

Participant 5: Motivasyon kaynagim su, boliime gegecegimde ingilizce 6grenecegim. Biraz
bu motive ediyor. Bir de kendime bir seyler katmis olmam. Yani kendimi gelistirmis olmam
beni daha ¢ok motive ediyor. Daha ¢ok ¢alismama sebep oluyor. Tabii 6gretmenlerim de sinif
ortami da arkadas ortami da yine destek oluyor.

Interviewer: Yani motivasyon ve ilgin ve de sinif arkadaslarin. Aslinda sinif ortam1 genel
olarak degil mi?

Participant 5: Cok siikiir iyi bir sinifa denk geldim. Yani muhabbeti okul i¢inde okul diginda
olsun giizel.

Interviewer: Bir de sinif mevcudunuz da ¢ok az sizin, en az hatta.

Participant 5: Sinif mevcudu da biraz 6zel ders dershane gibi bir ortam olusturmasina sebep
oldu. Motive ediyor. Yani ¢alismama olanak sagliyor daha da.



Interviewer: Peki simdi biraz kaygidan bahsedelim, ingilizce derslerinde kaygi hissediyor
musun? Endise ediyor musun ya da?

Participant 5: Bilmedigim kelimeler gérdiigiimde bir de bunlar bir derste birden fazla oldugu
zaman biraz kayboluyorum dogal olarak. Ozellikle ne bileyim derste yeni kelimeler
gordiiglimde, daha dogrusu eski kelimeleri de hatirlayamayinca iistiine, bunlar biraz kafamin
karigmasina biraz canimin sikilmasina sebep oluyor. Bir de bazi kelimeleri sdylemekte
zorlandigim i¢in dedigim gibi pronciation diyemedim. Yine telaffuz konusunda zorlandigim
icin. Telaffuz ederken biraz endiseleniyorum

Interviewer: Anladim. Temel olarak aslinda telaffuz ve konusma seni birazcik daha endiseye
siiriikliiyor diyelim. Peki Ingilizce 6grenirken en ¢ok ne zaman kaygi duyarsin? Kelime
bilmedigim zaman dedin birden fazla kelime iist iiste geldiginde eskileri hatirlayamadigim da
dedin bunun haricinde var midir ?

Participant 5: Mesela siz ingilizce ciimleler kullaniyorsunuz arada onlari anlayamagimda
bazen kaygi duyuyorum. Onlar1 anlayamadigimda kendimi biraz eksik hissediyorum. Biraz
daha 6grenmem, daha c¢ok calismam gerektigini diisiinmeme sebep oluyor. Genel olarak
bunlar kaygi duymama sebep oluyor.

Interviewer: Evet, aslinda genel olarak bence sen bir sey anlayamadiginda sanki kaygi
hissediyorsun. Bu ingilizce belki baska bir sey de olabilir. Yarin bir giin ise basladiginda
ornek veriyorum, yeni bir seyle tanistiginda bu da bir kaygi hissetmene sebep olabilir.

Participant 5: Bir seyi yapamadigimda ya da bir seyi eksik yaptigimda kendimin de eksik
oldugunu, kendimin hatali oldugumu diisiinmeme sebep oluyor. Bu da kendi eksiklerimin ¢ok
oldugunu diistindiirtiyor. Kendimi digerlerinden asagida gérmeme sebep oluyor. Bu kaygiya
sebep oluyor biiyiik olasilikla.

Interviewer: Evet. Peki ingilizce dersinde endise hissetmene neden olabilecek baska
ekleyebilecegin seyler var m1? Ornek vereyim; basarisiz olmak, smavlar, Ingilizce
konusabilmek icin gerekli kurallar, ingilizce konusmak. Bahsettin aslinda ama 06zellikle
smavlar ya da Ingilizce konusmak mi senin igin kaygiya sebep oluyor?

Participant 5: Sinav pek kaygi duymama sebep olmuyor. Hatta mesela midterme geldigimde
hi¢ kaygim yoktu. Biraz da ge¢ kaldim ama yine de sakin bir sekilde geldim. Ciinkii sinava
biraz da sey olarak bakiyorum. Yanlislarimi gorebilecegim en dogru, yanliglarimi gérmemi
saglayacak en iyl materyal olarak goriiyorum. Onun disinda aklima pek bir sey gelmiyor.
Kayg1 hep olacak.

Interviewer: Son olarak 6l¢ekte ¢ogu kisi ingilizce konugmanin ¢ok biiylik bir stres kaynagi
oldugunu sdylemis. Senin i¢in de dyle mi?

Participant 5: Ya ingilizce konusmak degil de Ingilizce’yi 6grenmek benim igin biraz zor,
biraz stres kaynagi ama ingilizce konusmak, kendimi gelistirmek tabii ki benim i¢in ¢ok giizel
bir sey. Yani sifirdan bir dil 6greniyorsun. Bence harika bir sey bu.

Interviewer: Katiliyorum.



APPENDIX- 14: Transcript of Semi-Structured Interview with an Instructor

Interviewer : Evet baslayabiliriz..Simdi hocam birinci soruyla baslayalim. Ogrencilerinizin
ingilizce dersinden keyif aldigini diisliniiyor musunuz?

Instructor 5: I genel olarak evet. Tabii bunu yiizlerinden anlayabiliyoruz.
Interviewer: Evet neden keyif aliyorlar diyecegim.

Instructor 5: Bence biraz da hocayla alakali. Hocanin tutumuyla alakali iste dersi keyifli
isliyorsa iste arada espriler yapiyorsa ne bileyim iste bol bol onlara birbirleriyle konugma
firsat1 veriyorsa, yani mizah biraz da bdyle bir yani isin i¢ine mizah da katiliyorsa. 6grenciyi
cekiyor ve keyifli hale geliyor. Bence Ozellikle ben onu bu sene ¢ok yasadim. Bu sene
girdigim siniflarda onceki senelere gore 6grenciler hem daha istekliydi. Onlar istekli olunca o
bize de yansiyor. Yani daha onlar1 derse katmak i¢in ¢ok fazla zorlanmadik. Onun haricinde
hani daha fazla nasil anlatayim. Espri yapabildik, giildiik eglendik o sekilde gecti.

Interviewer : Sinif ortami aslinda genel olarak degil mi? Peki bir diger sorum da suydu,
ogrenciler sizce en ¢ok ne zaman keyif aliyorlar? Boyle spesifik drnekler geliyor mu akliniza?

Instructor 5: Espri yaptiginizda. Espri, ondan sonra yine dgrencilerden birisi komik bir sey
soylediginde ¢ok giiliiyorlar. Ondan sonra, bazen kendi hatalarina gorebiliyorlar. Soylilyorlar
iste, sen soyle dedin falan beni ¢ok ne zaman gidiyorlar. Baska yani oyun oynatirken
giiliiyorlar. Boyle daha ¢ok hareketli oyunlarda olabiliyor o sekilde.

Interviewer : Tamam, peki dgrenciler sizce ingilizce 6grenirken kaygi hissediyorlar mi?
Endise ediyorlar m1?

Instructor 5: Muhtemelen ediyorlardir. Bazis1 hani kendi karakterinden dolay1 mizacindan
dolay1 konusmasina falan yansitiyor. Kimisi pek yansitmiyor ama cok fazla istekli olmuyor
konusma konusunda vesaire cevabi bilse bile sdylemek isteyebiliyor. Ondan sonra. yani hata
yapmaktan korkan obiliyorlar. Iste grup éniinde konusma zaten o ayri bir kaygi.. Ama bu
sadece dil 6grenmeyle alakali degil, o ayr1 bir kaygi dedigim gibi tabii isin i¢ine dil de girince
ogrendikleri bir dil yani ¢ok fazla hakim olmadiklar1 bir dil.

Interviewer : En ¢ok ne zaman kaybi hissederler? Yok cevap vermis oldugunuz giizel oldu.
Yani toparlarsak konusurken,bazilarinda belki kisisel kaygilar1 olabilir, iste kalacagim
gecicem mi degil mi?

Instructor 5: Iste tam olarak bilmedigimiz i¢in tam kaygi yasiyorsunuz diye mesela bazisi
tam olarak sebebi. Bunu bilmiyorum ama sadece cevap kismini okuyor mesela tam cilimleyi
okumuyor acaba tam climle yoksa hata yaparim ya da iste bir seyi yanlis telaffuz ederim diye
mi tam ciimle yok mu. Onu da tam bilmiyor. Israr da etmiyorum. Tabi belki telaffuz icin
olabilir ya da arkadaglarindan ¢ekiniyor olabilir.

Interviewer : Evet, giilerler mi bana dalga gecerler mi? Ozellikle erkek dgrenciler de o ¢ok
var sanirim.

Instructor 5: Evet.



Interviewer : Peki bazi1 dgrenciler igin bu olgekte ingilizce konusmak stres kaynagi olarak
cikt1. Peki sizce de dyle mi? Kismen yanitladiginiz ama.

Instructor 5: Tabii. Yani sonucgta en zor gelisen beceri konusma ve konusurken isin igine
bircok faktor giriyor sadece yani o dili bilmek yetmiyor insanlar normal hayatta bile
konusurken strese girebiliyor. Ozellikle sinavlarda dgrenciler daha ¢ok smavlarda, sozel
sinavlarda, sozli sinavlarda strese giriyor. Iste climleyi kurabilecek miyim? Ondan sonra
bazen sey oluyor, illa kafalarindaki ciimleyi sOylemeye c¢alisiyorlar ama yapamayinca
zorlaniyorlar iste farkli arayislara girmiyorlar. Illa o ciimle olacak. Ondan sonra iste genel
olarak da yine konusma kaygi yarattigi icin o Ogrencide bir bariyer yapiyor, iste aklina
gelmiyor soOylemek istedikleri yani konusurken. Ama smif icerisindeki konusma
etkinliklerinde boyle cok fazla kaygi yasadiklarini diisiiniiyorum. Ozellikle bdyle group work
pair work tarzi aktivitelerden muhtemelen yasamiyorlardir. Ciinkii kendi partnerleriyle bunun
cok ama tabii yine tam olarak bilemeyiz. Onda yasiyorlar m1 diye. Evet, ¢ilinkii sonucta isin
icinde iletisim var. Ne kadar bir kisi arkadasi bile olsa iste eksik kaldigi yonii gostermek
istemeyebilir 6grenci.

Interviewer : Dogru haklisiniz. Peki 6grencilerin ingilizceden keyif almasi ve kaygi duymasi
arasinda bir iligski var midir sizce? Yani mesela kaygist yiiksek olan 6grenci aslinda ingilizce
ogrenirken cok da keyif almiyordur ya da tam tersi ya da yok. Bunlar arasinda bir baglanti
yoktur diyebilecegimiz bir iligki var midir?

Instructor 5: Ya simdi kaygi sadece dil 6grenmeyi degil, herhangi bir seyi 6grenmeyi de
etkiler. Sonugta insan kaygiliysa, matematik dersinde de onun 6grenmesini etkiler iste fizikte
de, tarihte de vesaire dil 6grenmek sonucta 6grencinin aktif bir sekilde o silirece katilmasi
gerektigi i¢in o kaygi etkisi daha fazla hissedilir. Ciinkii 6grenci sadece pasif bir sekilde
dinleyici degildir. Yani o siirecin i¢ine girmesi gerekiyor. Bence evet kesinlikle etkiler.
Sonunda ingilizce 6grenirken keyif almay: evet etkiler. Clinkii o kaygiyr yitkmadan keyif
boyutuna da tam olarak ge¢meyebilir. Yani o keyif almaya basladiginda bile o kaygiy1 az cok
hissedebilir billa ki. Bilmiyorum, 6yle mi ¢ikt1? Sonugcta iste degisik diislinceler var. Dedigim
gibi bu sadece dil 6grenmeyle alakali degil. Yani her seyde kaygi varsa o kisi keyif almaya
basladiginda bile o kaygi kism1 devam edebilir. Tamamen kaygidan arinarak keyif yasayabilir
herhalde. Ya da belki devam m1 eder, tam bilemedim simdi yani aslinda kendi agimizdan da
diisinmemiz lazim. Bir seyden keyif alirken o konuyla alakali kaygi yasiyorsak o kaygiy1 her
zaman hissederiz. Herhalde keyif aliyor olsak bile yle anladim.

Interviewer : Tesekkiir ederim bu kadardx.
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