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Abstract

Foreign language learning has known an increase in its research mainly at the level of leaning

abilities and difficulties and their impacts on learning achievement. This study deals with

anxiety as one of the psychological hindrances that learners face when they are asked to

perform their target language orally. It focuses on language anxiety as a psychological

influence which is expected to affect learners’oral production negatively and impede their

learning achievement i.e. anxiety is treated as an affective difficulty which threatens learners’

inner stability and creates hindrances that are widely interpreted in the form of low oral

performance. Moreover, the study has two main objectives; one is general and the other is

particular. The first objective is to add something worth to the field of Teaching English as a

Foreign Language (TEFL) and provide new insights into central issues of teaching speaking

skill. The second objective is to study its correlations with oral practice and to examine the

relationship between this variable and language achievement. In the light of such

examination, reactions of anxious learners are sought and classroom procedures devoted to

alleviate levels of this of emotional response are searched for. In short, the research tries to

motivate anxious learners and make them emotionally and physically comfortable when they

are asked to perform oral tasks. The achievement of these objectives drives the researcher to

use case study which is likely to give more reliable results which are depended on in order to

answer the research questions. The case study takes place in the Algerian context where the

researcher observes First year English students’ oral performances when they come in touch

with anxiety. These observations are taken in different learning setting (lockstep grouping and

evaluative setting) since the practical part of the study aspires to identify attributes of anxiety

and its impacts on oral skill. The analysis of the collected data arrives to the results that EFL

oral performers do not behave in the same way and that their levels of anxiety differ from one

to another and even from one setting to another. These behaviours are ranged between

psychological and corporal ones which are frequently interrelated in a complicated manner.

The research displays that cooperative tasks enhance students’ output amount in addition to

accuracy and fluency that are involved through peers’ correction. Additionally, it also

displays that the way teacher interacts with his learners has great impacts on them i.e. if the

teacher adopts positive attitudes in his interaction with them, this will decrease his learners’

anxiety and affect their oral performance constructively. However, if he takes on unattractive

attitudes, the result will be negative with the increase of anxiety levels and decrease of oral

output in terms of quantity and quality.



List of Acronyms...............................................................................................................

IV

List of Acronyms and Abbreviations

-AATE: Algerian Association of Teachers of English

-BAC: Baccalaureate Certificate

-CA: Communication Approach

- CBA: Competency Based Language

- CBLT: Competency Based Language Teaching

-CLT: Communication Language Teaching

-CNP: Communicative Needs Processor

-DLU: Djilali Liabes University

- EFL: English as a Foreign Language

-ELT: English Language Teaching

-ESL: English as Second Language.

- ESP: English for Specific Purposes

-FL: Foreign Language

- FL1: First Foreign Language

-FL 2: Second Foreign Language

- FLA: Foreign Language Anxiety

- FLCA: Foreign Language Classroom Anxiety

FLCAS: Foreign Language Classroom Anxiety Scale

-FLL: Foreign Language Learning

- IPM: Information Processing Model

-L1: First Language

-LAD: Language Acquisition Device.



List of Acronyms...............................................................................................................

V

-LCA: Learner-Centered Approach.

-LMD: Licence, Master, Doctorat

-SL: Second Language.

-SLL: Second Language Learning

-SLT: Second Language Teaching

-TEFL: Teaching English as a Foreign Language.

-TL: Target Language.

-UFC : University of Continuous Training

-ULD: University Language Department.



List of Tables ...............................................................................................................

VI

List of Tables

Chapter One

Table 1.1: English in the Algerian Curriculum 13

Table 1.2: Balance of English Skills Practice (First year; At the Crossroads) 16

Table 1.3: Balance of English Skills Practice (Second year; Getting Through) 16

Chapter Two

Table 2.1: Differences between Extraverted and Introverted Learners 77

Chapter Three

Table 3.1: Students’ Preferable Classroom Performance Mode 90

Table 3.2: Students’ Interest in Oral Practice 90

Table 3.3: Students’ Preferable Classroom Session Mode 91

Table 3.4: Students’ Levels of Anxiety during Oral Performance 92

Table 3.5: Types of Anxiety 93

Table 3.6: Students’ Interactional Levels 94

Table 3.7: Reasons of Oral Performance Anxiety 96

Table 3.8: Students’ Oral Performance Anxiety Reactions 97

Table 3.9: Students’ Preferable Types of Corrections 98

Table 3.10: Students’ Preferable Instructional Materials 100

Table 3.11: Students ‘Interest in Oral Practice Topics 101

Table 3.12: Objectives of Oral Expression Teaching 108

Table 3.13: EFL Context and Oral Practice Anxiety Relationship 109

Table 3.14: Importance of Accuracy and Fluency in Teaching EFL Oral Expression 110

Table 3.15: Difficulties Encountering Oral Expression Teacher 111

Table 3.16: Learners’ Anxiety Reasons 113

Table 3.17: Procedures for EFL Oral Language Anxiety Alleviation 114

Table 3.18: Students’ Reactions during Oral Test 129

Chapter Four

Table 4.1: Number of Students per Class or Group (Bouhass, 2008) 141

Table 4.2: Think, Pair, Share Strategy (Lyman, 1981) 162



List of Diagrams ...............................................................................................................

VII

List of Diagrams

1- Figures

Chapter One

Figure 1.1 : Measures for Mobility and Personal Training in Linguistics 18

Figure 1.2: The Higher Education System in Algeria 20

Chapter Two

Figure 2.1: The Affective Filter 43

Figure 2.2: Factors for EFL Learning Failure 46

Figure 2.3: Correlates of Language Anxiety 56

Figure 2.4: Foreign Language Anxiety Components 64

Figure 2.5: Teacher’s Roles 85

Chapter Four

Figure 4.1: Strategies for Anxiety Alleviation in Academic Oral Practice 152

Figure 4.2: Components of Motivational Teaching Practice in the L2 Classroom 155

2- Pie-charts

Chapter Three

Pie-chart 3.1: Students’ Preferable Classroom Performance Mode. 90

Pie-chart 3.2: Students’ Interest in Classroom Oral Participation 91

Pie-chart 3.3: Students’ Preferable Classroom Session Mode 92

Pie-chart 3.4: Students’ Level of Anxiety during Oral Performance 93

Pie-chart 3.5: Types of Anxiety 93

Pie -chart 3.6: Students’ Interactional Levels 94



List of Diagrams ...............................................................................................................

VIII

Pie-chart 3.7: Students’ Preferable Types of Corrections 98

Pie-chart 3.8: Students ‘Interest in Oral Topics 101

Pie-chart 3.9: EFL Context and Oral Practice Anxiety Relationship 109

Pie-chart 3.10: Importance of Accuracy and Fluency in Teaching EFL Oral Expression 110

3-Bar-graphs

Chapter Three

Bar- graph 3.1: Reasons of Oral Performance Anxiety 96

Bar- graph 3.2: Students’ Oral Performance Anxiety Reactions 97

Bar- graph 3.3: Students’ Preferable Instructional Materials 100

Bar-graph 3.4: Objectives of EFL Oral Expression Teaching 108

Bar-graph 3.5: Difficulties Encountering Oral Expression Teachers 112

Bar-graph 3.6: EFL Learners’ Oral Language Anxiety Reasons 113

Bar-graph 3.7: Procedures for Oral Language Anxiety Alleviation 114

Bar-graph 3.8: Students’ Reactions during Oral Test 130



Table of Contents ...............................................................................................................

IX

Table of Contents

Dedications……………….……………………………….…………………….….….. I

Acknowledgments…………………………………………………………………….. II

Abstract………………………………………………………….................................... III

List Acronyms and Abbreviations.…………………………………………………………IV

List of Tables. ….………………………………………………………………...…… VI

List of Diagrams ….……………………………………………………………...…… VIII

Table of Contents…………………………………………………..………………….. X

General Introduction...…………..…………………………..……………………….. 1

Chapter One: Learning Situation and Investigation Plan

1.1 Introduction........................................................................................................................9

1.2. English Status in the World.............................................................................................9

1.3. Algerian EFL Context………………..……………………………….……….… 10

1.3.1. English Perceptions in Algerian Context…………………………………………..11

1.2.3. English Language Competency in Algerian Context…………………………….…11

1.3.2. English Language Curriculum…………………………………….................... 12

1.4. English in Secondary School Education……………………………………………….14

1.4.1. General Objectives of TEFL in Secondary School Education…………………….14

1.4.1.1. Linguistic Objectives………………………………………………… 14

1.4.1.2. Methodological Objectives…………………………………….................15

1.4.1.3. Cultural Objectives……………………………………………………….15

1.4.1.4. Socio-professional Objectives......................................................................15

1.4.2. EFL Practice between Oracy and Literacy………………………………………..15

1.5. Algerian ELT Setting …………………………………………………………………..17

1.5.1. ELT Approach in Use……………………………………………..……………17

1.5.2. Algerian ELT Professional Design………………………………….………………18

1.6. English in Tertiary Education………………………………………..………….…..…19

1.6.1. Introduction of LMD System in Algerian Universities………..………………….19

1.6.2. Djilali Liabes University Language Department………………………………….20

1.6.3. Djilali Liabes English Language Department………………..……………………21

1.6.4. English Curriculum……………………………………………..…………………22

1.6.5. English Language Department Oral Class…………………..……………………22

1.6.5.1. Students’ Talk vs. Teachers’ Talk………………..………………………22



Table of Contents ...............................................................................................................

X

1.6.5.2. Oral Expression Class Activities………………..………………………..23

1.6.6. EFL Oral Practice Challenges……………………………………………………23

1.6.6.1. Lack of Preparedness……………………………………………………23

1.6.6.2. Frustration and Fear……………………………………………………..23

1.6.6.3. Linguistic Disabilities……………………………………………………24

1.6.6.4. Shyness and Embarrassment…………………………………………….24

1.6.6.5. Target Language Proficiency Differences…………………………..…...24

1.6.6.6. Target Language vs. Mother tongue ……………………………..……25

1.7. Methodology………………………………………………………..…………….…..…25

1.7.1. Context and Significance of Study…………………………..…………………....25

1.7.2. Aims of Study……………………………………………..……………………….26

1.7.3. Type of Study……………………………………………..……………………….27

1.7.4. Stages of Research……………………………………………………..…………..27

1.7.5. Target participants…………………………………………..……………………..28

1.7.6. Research Tools………………………………………………………….………….28

1.7.6.1. Questionnaire…………………………………………………..…………..29

1.7.6.2. Classroom Observation……………………………………………………30

1.7.6.3. Oral Test…………………………………………..…………….…………30

1.7.7. Limitations………………………………………………..……………….……….31

1.8. Conclusion……………………………………………………..……………………..…31

Chapter II: Review of Literature
2.1. Introduction............................................................................................................... 35

2.2. Individual Variations in Language Learning......................................................... 35

2.2.1. Cognition vs. Emotion in Language Learning....................................................36

2.2.2. Function of Emotions in Language Learning.......................................................36

2.3. Psychological Influences in Language Learning……………………..…………. 38

2.3.1. Psychological Dynamics in Language Learning...................................................38

2.3.2. Psychological Barriers in Language Learning…………………………...…. 41

2.3.3. Psychological Factors Influenced EFL Learning (Algerian Context).............. 43

2.3.3.1. Psychological Factors………………………………………………..……43

2.3.3.2. Socio-psychological Factors…………………………………………. 44

2.3.4. Autonomy and Psychological Influences Association……………………… 47

2.3.4.1. Significance of Autonomy in FLL Context........................................... 47



Table of Contents ...............................................................................................................

XI

2.3.4.2. Autonomy as a Constructive Psychological Associate..............................47

2.3.4.3. Autonomy in EFL Local Context........................................................... 48

2.4. Anxiety in Language Learning……………………………………………..…… 49

2.4.1. Language Anxiety Nature…………………………………………………… 49

2.4.2. The Dichotomy of Facilitating Anxiety and Debilitating Anxiety………….. 50

2.4.3. Language Anxiety Correlations…………………………………………….. 51

2.4.3.1. Language Anxiety and self-esteem……………………….……….… 52

2.4.3.2. Language Anxiety and Self-confidence…………………..……….… 53

2.4.3.3. Language Anxiety and Motivation……………………….…………. 54

2.4.3.4. Language Anxiety and Autonomy………………………………….. 55

2.4.3.5. Language Anxiety and Competitiveness……………………………. 56

2.5. Foreign Language Anxiety……………………………………….……………… 56

2.5.1. Conceptual Foundations of Foreign Language Anxiety……………………. 57

2.5.1.1. Definition of Foreign Language Anxiety…………………………… 57

2.5.1.2. Situation-Specific Anxiety………………………………………….. 59

2.5.1.3. Foreign Language Anxiety Components…………………………… 60

2.5.1.4. Foreign Language Classroom Anxiety Measurement………….…… 64

2.5. 2.Sources of Foreign Language Anxiety……………………………….............. 65

2.5.3. Effects of Foreign Language Anxiety on Language Learning……………….. 68

2.6. Foreign Language Anxiety and Learners’ Performance………………............. 70

2.6.1. Foreign Language Anxiety and Oral Performance……….………................ 71

2.6.2. Attributes of EFL Oral Performance Anxiety.......................................................73

2.6.2.1. Nervousness......................................................................................... 73

2.6.2.2. Inhibition..................................................................................................74

2.6.2.3. Introversion.......................................................................................... 76

2.6.2.4. Oral Communication Avoidance......................................................... 77

2.6.2.5. Body Language................................................................................... 78

2.7. Teacher’s Role in Stressful Learning Context………………………………….. 81

2.7.1. Teacher as Students’ Confidence Builder………………………………… 82

2.7.2. Teacher as Advisor………………………………………………………… 82

2.7.3. Teacher as Facilitator/Researcher………………………………………….. 82

2.7.4. Teacher as Motivator…………………………………………….……..…… 83

2.7.5. Teacher as Controller……………………………………………………..… 83



Table of Contents ...............................................................................................................

XII

2.7.6. Teacher as Organizer…………………………………………….………….. 84

2.7.7. Teacher as Assessor/ Monitor…………………………………………………..84

2.7.8. Teacher as Prompter……………………………………………….….…….. 84

2.8 Conclusion…………………………………………………………………………. 86

Chapter Three: Fieldwork and Data Analysis

3.1. Introduction .............................................................................................................. 89

3.2. Description and Interpretation of Students’ Questionnaire................................. 89

3.2.1. Description of Students ‘Answers.................................................................... 89

3.2.2. Interpretation of Students’ Answers................................................................. 101

3.2.2.1. Anxiety is a Source of Oracy Obstacles .............................................. 102

3.2.2.2. Lockstep is a weakness for Oral Practice.............................................. 102

3.2.2.3. Learners’ Anxiety Levels are Different................................................ 103

3.2.2.4. Negative Evaluation is the Primary Source of Learners’ Anxiety............103

3.2.2.5. Anxiety Attributes are Primarily Psychological................................... 105

3.2.2.6. Anxiety has Social Attributes .............................................................. 106

3.2.2.7. Group Work is Strength for Oral Practice Anxiety.............................. 106

3.3. Description and Interpretation of Teachers’ Questionnaire....................................107

3.3.1. Description of Teachers ‘Answers.......................................................................107

3.3.2. Interpretation of Teachers ‘Answers ................................................................ 115

3.3.2.1. Psychological Stability is a Necessity.................................................. 116

3.3.2.2. Anxiety has Psychological and Physiological Attributes..................... 117

3.3.2.3. Positive Feedback is a Motivating Factor............................................. 117

3.3.2.4. Cooperative Instructions are Effective for Anxiety Alleviation........... 118

3.4. Classroom Observation Analysis............................................................................. 119

3.4.1. Course Observation.......................................................................................... 119

3.4.1.1. Short Talk Presentation Observation................................................... 119

3.4.1.2. Topic Discussion (Lockstep Session vs. Group Work Session)........... 121

3.4.1.3. Interpretation of Course Observation....................................................123

3.4.2. Description and Interpretation of Oral Test Observation................................... 128

3.4.2.1. Description of Oral Test Observation................................................... 128

3.4.2.2. Interpretation of Oral Test Observation..................................................130

3.5. Discussion and Conclusions...................................................................................... 132

3.6. Conclusion...................................................................................................................137



Table of Contents ...............................................................................................................

XIII

Chapter Four: Pedagogical Implications and Recommendations

4.1. Introduction............................................................................................................... 140

4.2. EFL Oral Practice Challenges in DLU English Department............................... 140

4.3. Reasons for EFL Oral Disabilities in Local Context.............................................. 141

4.4. Implications for Reducing EFL Oral Classroom Performance Anxiety............. 142

4.4.1. Implications for Reducing EFL Oral Classroom Practice Anxiety............ 144

4.4.1.1. Teacher Sociability........................................................................ 144

4.4.1.2. Maintaining Motivational Learning Environment....................... 153

4.4.1.3. Cooperative Learning................................................................... 156

4.4.1.4. Instructional Design...................................................................... 163

4.4.1.5. Humanistic Tasks.......................................................................... 164

4.4.1.6. Rewarding...................................................................................... 171

4.4.1.7. Physical Environment Design...................................................... 171

4.4.2. Implications for Reducing EFL Oral Test Anxiety (Evaluative

Situation).............................................................................................................. 173

4.4.2.1. Constructive Evaluative Practice.................................................. 173

4.4.2.2. Impact of Constructive Evaluative Practice................................. 173

4.4.2.3. Techniques for Constructive Evaluative Practice....................... 174

4.4.3. Techniques for Alleviating EFL Anxiety in Oral Test............................... 176

4.4.3.1. Underhill Oral Test Model........................................................... 177

4.4.3.2. Oral Test Monologues.................................................................. 177

4.4.3.3. Oral Test Instructions................................................................... 178

4.5. Recommendations.................................................................................................... 178

4.5.1. Attitudes to be Reinforced........................................................................... 179

4.5.2. Attitudes to be Avoided............................................................................... 182

Conclusion………............................................................................................................ 183

General Conclusion………………………………………………………………….… 185

Bibliography……………………………………………………………………………..194

Appendices…………………………………………………………………………….. 204

Appendix 01: Students’ Questionnaire…………………………………………………..….204

Appendix 02:Teacher’s Questionnaire.............................................................................. 206

Appendix 03:Oral Test...................................................................................................... 209

Appendix 04:Foreign Language Classroom Scale (FLCAS)............................................ 210



Table of Contents ...............................................................................................................

XIV

Appendix 05:First Year Textbook Map........................................................................... 213

Appendix 06:Second Year Textbook Map...................................................................... 218

Appendix 07:Third Year Textbook Map.......................................................................... 226

Appendix 08: ......................................................................................................................... 232

Appendix 09:..................................................................................................................... 234



General Introduction



General Introduction.....................................................................................................................

1

General Introduction

Language learning is considered as an important issue in pedagogical context that needs

more investigations in order to reach the satisfaction of both; teacher and learner. Learning

involves cognitive abilities, emotional and social backgrounds and these issues should be

developed, assessed and maintained.

In fact, many works have been dealt with the importance of emotions and their effects

on language learning. These researches have arrived to inconsistent or different results which

enlarge the confusion of psychological influences involvement in language learning, this on

the one hand. On the other hand, these studies have opened language learning context to a

vital feeder field; psychology where they value humanistic profile involved within. These

views insist on the crucial role that emotions play in language learning process development

and their impacts on whether they are of positive negative sort. They show that through the

identification of these emotional responses in terms of causes, symptoms and effects there is a

possibility to increase the constructive responses and decrease or overcome the destructive

ones.

The present research involves in foreign language learning context and it studies anxiety

as one of the psychological influences and its effects on oral practice. In other words, this

study tackles the meeting point between this psychological influence and oral production in

EFL context. There is an agreement that oral practice in FL context demands more from a

learner and that different affective outcomes may be associated with in the way that reduces

or hinders it. In other words, oral skill is considered as a source of anxiety and the level of this

emotional response is often higher in rather than in written skill.

The problem discussed in this study originated from a simple comparison the researcher

made between grades of oral exam and grades of written exams of first year English LMD

students at Djilali Liabes University; this comparison indicated that there was a large gap

between their oral abilities and writing abilities. The curiosity of the researcher drove her to

make short discussions with these learners in informal settings in which they mentioned their

inability to behave naturally in oral expression sessions due to undesirable feelings such as:

fear, worry and stress and they justified these emotional responses differently. Unlikeable

feelings described by learners in informal settings are largely depicted by language

researchers in studies stated above as anxiety. Additionally, the major works involved in this
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research area are devoted to the effects of anxiety on oral performance in second and foreign

language learning contexts and this was another reason that encouraged the researcher to deal

with this research point.

As teachers, we may complain about EFL learners’ low level, we may criticize them or

ourselves but there is a need to investigate this phenomenon so as to know the reasons behind

such displeased and unsatisfied situation and work in order to its effects on learning process.

We can no longer ignore that learning a foreign language is not an easy task especially in a

multi linguistic situation as that of Algeria where learners are required to learn Standard

Arabic as the first language and French as the second language and English as a foreign

language. Hence, existing in this multi linguistic situation affects learners’ abilities and makes

them perform the foreign language in a dissatisfied way.

The present research has three major aims; the first is to add something worthy to the

field of TEFL and enrich its theoretical and practical issues. The second aim is to examine of

language anxiety in foreign learning context with focus on EFL one. This psychological

influence is regarded as a part of learners’ learning process which should be taken into

consideration. It should be not ignored or neglected when teachers draw out factors that

impede learning aspects such as oral performance or want to justify some attitudes their

learners show in particular situations. In other words, EFL teachers who have no idea about

language anxiety attributes may behave negatively with learners and contribute

unintentionally to increase their difficulties, if not, end their learning process. The third aim

is to find solutions to the problem in hand and introduce motivational orientations for EFL

learners in order to help them cope with oral anxiety.

Thus, it is the psychological discomfort that EFL learners feel when they practise the target

language orally that gives birth to this research that is based on fulfilling the following

questions:

1) What major behaviours EFL do anxious learners show in their oral practice?

2) In which way does anxiety influence oral practice?

3) Which classroom implications can reduce EFL oral performers’ anxiety?
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The first assumption is that EFL learners may show different reactions originated from

anxiety as a psychological influence; these reactions are expected to reflect what they feel or

how they are when they are asked or required to perform a task orally.

The second assumption is that anxiety and its attributes may affect learners’ oral

production negatively and make them unable to perform oral tasks positively.

The third assumption is that anxiety is a learning hindrance that needs systematic and

motivational practices to be applied in classroom where teachers and learners take part in

differently. The way that is involved in classroom interaction has a great impact on learner’s

psyche. In other words, teachers may take the active role of “instructor” however the learners

take the passive role “receiver” and simultaneously neglect the emotional side of learners; the

latters are commonly not allow to express their opinions, feelings, preferences and interests

related to the target learning situation.

In fact, teacher-centred method results in many unwelcome results as decreasing

learners’ motivation and increasing their affective difficulties since their human dimension is

given little or no consideration. This Unsatisfactory situation leads to little or absence of

classroom interaction which affects negatively learners’ abilities and learning achievement.

These assumptions are developed in the light of literature presented in this research area and

accordingly the following hypotheses are suggested as an attempt to answer the research

questions:

1) The major attributes that are shown by EFL anxious learners in oral practice are of

psychological basis or sort.

2) Anxiety is likely to influence EFL oral practice in terms of quantity and quality.

3) Pedagogical implications that can alleviate EFL oral performers’ anxiety involve

teacher’s positive attitudes towards them and cooperative techniques.

The hypotheses stated above are will be tested by the researcher, thus there is a need for

an effective research instrumentation that assists the researcher to achieve valid and reliable

results. Moreover, the research tools that are utilized three to answer the three questions are:

questionnaires, classroom observation and oral test.

These instruments are selected in purpose not randomly because each one of them serves

the study and enables the researcher to collect different data from dissimilar sources. First,
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the questionnaires are used because they give the researcher the chance to gather a great

number of data and administer a large group of informants (students and teachers) at the same

time. Second, classroom observation is used because some data cannot be got from the first

time, but they need on-going process of observation from which the researcher observes

particular situations in order to get sufficient data. Third, oral test is utilized in order to

observe some aspects related to anxiety and which are only involved in evaluative situation.

Thirdly, the researcher uses oral test, the second reason is to give the investigation much

reliability which is expected to influence the findings positively. The oral test takes place at

the end of academic year (the second semester) in a separate room in which students are

required to perform orally in front of their teacher who takes the role of assessor. The testees

are given ten topics and asked to select by chance one of them and discuss it individually in

no more than five minutes.

The three research tools are activated by two groups of informants; the first group consists

of first year LMD English students who belong to the University of Djillali Liabes in Sidi-Bel

Abbes. However, the second group consists of EFL oral expressions teachers.

At structural level, the work is divided into four chapters in addition to the general

introduction and general conclusion. The first chapter is entitled “Learning Situation and

Investigation Plan” and it is a theoretical section which contains two sub-sections; the first

one is devoted to the Algerian learning situation and the second one is confined to the

methodology of the study. Moreover, the main issues involved in the first sub-section are

related to the status of the English language in the world and in the Algerian context, the

journey of this foreign language in the curriculum and ELT setting aspects in basic education

then tertiary education in which the main strengths and weaknesses are exposed. In this sub-

section, the focus is increasingly on oral practice challenges and obstacles because the present

study examines one of the psychological influences involved with speaking skill.

The methodological part involved in the second sub-section depicts the practical side of

the study in order to show the way researcher follows for confirming or disconfirming the

hypotheses. It includes context and significance of the study, study aims and type, target

participants, data collection tools such as: written questionnaires, classroom observation and

oral test, in addition to the reasons behind choosing these research instruments. This part

concludes by stating the limitations that the researcher faces during his investigation journey.
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The second chapter “Review of Related Literature” is also theoretical in which the major

views related to the theme of the study are tackled. These views are taken and discussed in the

light of three points: first, the significance of psychological influences in language learning

with reference to language anxiety and its effects on learning achievement. Second,

involvement of language anxiety in FL context and its correlation with other psychological

variables. Third, meeting points between foreign language anxiety and oral practice where the

researcher exposes them in the light of the seminal work of Horwitz and Cope (1986) since

their work is the most influential one which states the conceptual foundations and attributes of

this variable in foreign learning context.

The third chapter “Fieldwork and Data Analysis” is the most significant section in the

work because it shows its practical side which is considered as the heart of the study.

Moreover, the data collected through the three research instruments: written questionnaires,

classroom observation and oral test are analysed and discussed at this stage by the researcher.

The results got from the analysis are used to serve the research questions in which the

hypotheses are either accepted or rejected.

The last chapter contains implications and a number of recommendations that are likely to

be applied and followed by FL practitioners respectively. By suggesting these remedial

practices and pieces of advice the researcher aims at helping FL teachers establish a

comfortable and safe learning atmosphere in which anxiety levels alleviate and motivation

increases.

Regarding to the limited experience of the researcher the present work may contain

lacks; however it remains an attempt made so as to enrich literature that is devoted to this

research point and a step that can be as a starting point for a long scientific research process.



Chapter One

Learning Situation

and Investigation Plan
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1.1 Introduction

The first chapter is divided into four sections and it aims at presenting the features of

Algerian learning situation in which the focus is on the issues and characteristics related to the

targeted group of the present study. The first section introduces chiefly the journey of the

English language along with the reforms tailored to teaching and learning in terms of theory

and practice, in addition to strengths and weaknesses relevant to, with an emphasis on

secondary school education as a preparatory stage for higher education. This part aspires to

give readers an opportunity to be familiar with learner’s profile. The second section discloses

the significance of theoretical and practical issues consistency. The third section is devoted to

the examination of Algerian tertiary education and particularly to Djilali Liabes University

(DLU) English language department (Sidi-Bel Abbes). Such part introduces briefly the newly

applied system; Licence, Master , Doctorat (LMD) in DLU and the curricula of the first cycle

(Licence Degree) and the second cycle (Master Degree) proposed by the English department.

As far as we are concerned, the focal point at this stage is EFL oral practice in which strengths

and limitations are revealed. The last section is devoted to the investigation plan taken by the

researcher to solve the research question that has been already presented in the general

introduction.

1.2. English Status in the World

Learning or acquiring foreign languages becomes today a necessity and its importance is

acknowledged by all people. In fact, the new issues that world has known affect the status of

languages and give a distinct classification to languages in use. Due to many reasons the

English language has become an international language; it is spoken by more than 500 million

people as a second language and by 1000 million as a foreign language (Crystal, 2003, Cited

in Majanen, 2008: 83). In similar context Rubdy and Saraceni (2006) state that:

‘‘... many language learners today are studying English not
because they have been coerced to do so by English speakers of
the Inner Circle countries, but rather because of the benefits
which knowledge of English brings”.

(Rubdy, Saraceni, 2006: 118)

According to Rubdy et al. (2006) learners learn English voluntarily not in coercively

because English is an international language. Likewise, Dobson (1992) states that students

learn English because they will benefit from differently; English is seen as a tool to fulfill
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education requirements, to be in contact with different cultures of different English-speaking

nations or simply to make acquaintances with a large group of people all over the world

(Dobson, 1992: 14).

Similarly, Brushfield (1999) states that “Any literate, educated person on the face of the

globe is deprived; if he does not know English” (Brushfield, Cited in Medjahed, 2010: 72).

Correspondingly, Brushfield highlights the significance of English in getting knowledge that

globalized world offering and displays that even educated persons face obstacles if they do

not know it. In favour of Brushfield‘s view, Louznadj (2003) says: “English is the major

language of news and information in the world” (Ibid). The emergence of ESP (English for

Specific Purpose) as a research field interprets best the crucial function of English in all

domains; academic, political, economic, cultural...etc reflects the necessity of being English

language user.

The Arab countries are aware of the significance of the English language in a globalized

world, their positive attitudes toward it confirms this fact. Lambert (1980) refers to this view

when he says that “English language may be the springboard of the Arab youth in the

enrolment in English teaching and learning (Cited in Bacher, 2012: 28). In other words,

watching Hollywood movies, listening to popular songs and discussing global issues such as

political and economic crises using internet make Arab youth going global through the use of

global medium of communication. For instance, a number of Arab countries tend to own

English language channels and there is an increase in the number of English students in

Algerian and Arab universities (Ibid: 27).

1.3. Algerian EFL Context

Being part of this world has made Algeria introduce the English language in the

curriculum. In order to clarify the status of English in the Algerian educational system, it is

preferable to deal with this foreign language along with the curriculum reforms characterizing

post independence era. It is important stating that the introduction of this international

language is not a new procedure; it was introduced by the French colonization before 1962 as

the first foreign language in all cycles for eight years.
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1.3.1. English Perceptions in Algerian Context

The French language has been traditionally seen as the language of business and public

affairs and this has limited English perception among Algerians. Recently, the interest in the

English language has been increased due to the expense of its utilization in different domains

counting; educational, scientific, economic...etc. The Ministry of National Education has

adopted new reforms in order to update its educational system and make it fruitful so as to

satisfy the needs of labour market. The aim of these reforms is to improve the English

language competence between the ages of 12 and 18 i.e. middle school pupils and secondary

school pupils. This leap demonstrates that English has become a national priority for the

Algerian government which has recognized that the implementation of this international

language is a key-condition for the country development and prosperity (British Council

Report, 2016: 30-31).

1.3.2. English Language Competency in Algerian Context

Findings concerning the current English language competency levels among Algerian

young including pupils and students are inconsistent. While the International Euromonitor

(2012) and British Council (2016) state that seven percent (07%) of the Algerian population

speak English to at least intermediate level (understanding and communicating with a degree

of accuracy and fluency that making regular interaction with native speaker possible) the

former studies of MacIntyre, Noels and Clement (1997) and Shameem (1998) give

contradictory findings that the English competency may be of lower levels not as what

previous studies found including their investigation’s results. For instance, the EFL exam

taken by Algerian undergraduate and postgraduate students seeking to study in English-

speaking countries between 2009 and 2013 shows that they have intermediate levels.

Additionally, another study has been done by the English Proficiency Index ranking Algeria

in the 60th out of 63 countries included in the study (Ibid: 32).

All these investigations and data commonly indicate that English level has several

limitations in Algerian context that prevent such international language from holding a status

similar to that possessed outside Algeria (Ibid).
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1.3.3. English Language Curriculum

After the independence of Algeria in 1962, English was still taught as the first

language in the Intermediate Cycle for 4 years and Secondary Cycle for 3 years. By 1963,

things changed and English was taught as the second foreign language. Moreover, between

1963 and 1993 the Algerian ELT scenario knew different changes at different levels including

text book, content and teaching methods, and it was introduced only in the middle Cycle for 2

years and in the Secondary Cycle for 3 years (Benmati, 2008: 225).

Due to some ideological reasons that characterized the period of 1990’s , English started

to be taught in some Algerian regions in primary schools as the first foreign language for

three years, however in other regions it continued to be taught as the second foreign language.

Accordingly, Bouabdesselam (2001) states that English was introduced alongside French at

the beginning of the 1990’s.Then it was introduced in the second grade of three year cycle

(Bouabdesselam, 2001: Cited in Marifi, 2013: 72). This shift in position did not last for a long

time; by 2003, a ministerial decree was introduced and officially declared English as second

foreign language that should be taught only in middle and secondary schools for four years

and three years respectively. Benmati (2008) comments:

“The national commission in charge of the reform …made
amendments to the teaching of foreign languages. French
thereby would be taught starting from the second grade in the
primary school and English from the seventh grade of the
middle school. To this end, new textbooks have been designed”

(Benmati, 2007: 238-239).

Changes and reforms characterized English journey in the Algerian Curriculum display

the significance of such foreign language in different domains starting with educational field

as a bridge for. The table below shows these changes from 1962 until the present day.



Chapter I....................................................................Learning situation and investigation plan

13

1962 1963 – 1975 1975 – 1993 1993 – 2004
1993 – 2003

(some schools
2003 -

English

FL1

Intermediate

Cycle

(4 years) +

Secondary

Cycle

(3 years)

Primary

Cycle

(3 years) +

Intermediate

Cycle (3

years) +

Secondary

cycle

(3 years)

English

FL2

Intermediate

Cycle

(2 years) +

Secondary

Cycle

(3 years)

Intermediate

Cycle

(2 years) +

Secondary

Cycle

(3 years)

Intermediate

Cycle

(2 years) +

Secondary

Cycle

(3 years)

Intermediate

Cycle

(4 years) +

Secondary

Cycle

(3 years)

Total
7 years 5 years 5 years 5 years 9 years 7 years

Table 1.1: English in the Algerian Curriculum (Benmati, 2008: 238-239).

The challenges that Algeria faces and the demands of the globalized world especially at

the level of knowledge and economy are among the main reasons that have made it increase

the volume of English in the curriculum and use it as a medium in various contexts. As the

table above shows, the reform of 2003 is considered as a crucial turn point in the journey of

English in Algerian curriculum and this makes one deduces that Algeria has recognized the

importance of re-establishing language education policy; which is one of the most sensitive

Algerian issues in the last decades.

In 1999, Algerian educators recognized the need for schooling reforms and describe the

schooling system of 1990’s as “doomed one” a schooling system which gives birth to

learning process that lacking open-mindedness and quality (Mami, 2013: 911). In similar

context, Berger (2002) goes deeper in this issue and mentions that language education policy

is the most severe problem in Algeria and one of the reasons that contribute to the educational

system deficiency: “…it (language education policy) is the most severe problem of Algeria in

its present and troubled state” Additionally, Benrabah (2007) comments that this situation

makes Algeria setting apart from the rest of the world (Cited in Benrabah, 2007: 226).
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The reforms tailored to the foreign languages have given a new classification in terms of

interest in which English intervenes in different domains for the purpose of needs’ satisfaction

even if one does not approve this fact. In this context, Miliani (2000) comments:

“In a situation where the French language has lost much of its
ground in the socio-cultural and educational environments of
the country; the introduction of English is being heralded as the
magic solution to all possible ills including economic,
technological and education ones”

(Cited in Mami, 2013: 911).

Accordingly, French has lost its strong position in the Algerian contexts; on the contrary the

English language has started to enlarge its ground in the economic, technological and

educational fields.

1.4. English in Secondary School Education

Regarding to the area of the present study that is generally confined to the practice of

English in Algerian Higher Education institutions and particularly speaking skill, it is likely to

make a bridge between English as a subject matter in the secondary school education and

English as a specific field of study in the tertiary education. This transitional step will help us

to get a clear image about English in the real context.

1.4.1. General Objectives of TEFL in Secondary School

The Algerian syllabuses are centred on a set of objectives in the three stages; first year,

second year and third year. These objectives will consolidate the competencies acquired

through the four skills: listening, speaking, reading and writing. According to Aimour (2011)

these objectives can be categorized as follows:

1.4.1.1. Linguistic Objectives

These objectives refer first to provide learners with the necessary linguistic items like

grammar, syntax, vocabulary, pronunciation that enable him to use it with accuracy and

fluency in different situations. Second, to permit learners carry their target language studies

successfully in the university then in professional life (Aimour, 2011: 41-42).
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1.4.1.2. Methodological Objectives

Methodological objectives concern first with improving learners’ intellectual and

mental abilities like analysis and synthesis through different types of tasks. Second,

identifying and promoting learning strategies that learners need to enlarge their knowledge.

Third, encouraging learners to widen, vary and update their learning techniques including

modern audio-visual aids and Internet (Aimour, 2011: 41-42).

1.4.1.3. Cultural Objectives

Culturally, the adopted syllabuses aim first to develop learners’ intercultural awareness

relevant to some cultures that partially or totally different from ours through various kinds of

exposure. Second, motivate students and enlarge their cultural knowledge by exploring and

understanding then comparing different cultural aspects of other communities with their own.

Third, to make them acquire positive attitudes towards the others like tolerance, respect, and

assimilation through interculturality (Ibid).

1.4.1.4. Socio-professional Objectives

The syllabuses also aim to make learner benefit professionally from the different

types of exposure offered to; including literary, scientific, cultural, economic documents

(Aimour, 2011: 41-42).

1.4.2. EFL Practice between Oracy and Literacy

Algerian ELT curriculum gives no equal importance in terms of practising and testing

to EFL oracy (speaking and listening) and literacy (reading and writing) skills. At early

stages, Algerian ELT curriculum focuses on listening and speaking, rather than reading and

writing. However, at secondary school level, curriculum focus gradually changes in which

literacy skills are primarily emphasized and oracy ones are decentralized. Narrowly, the way

followed to evaluate EFL learners focuses primarily on literacy skills through official written

exams (e.g. Baccalaureate Exam) rather than oral ones. This procedure makes them showing

no interest in speaking and listening practices and influences negatively oral-aural abilities’

development (Benmati, 2001). Nevertheless, many conferences and seminars have been

internationally done insisting on the importance of oracy skills and demanding the inclusion

of them within the school curriculum. Bullock (1975) and Munn and Dunning (1977) report

that it is time for course designers and practitioners to pay more attention to the development
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of spoken language in schools in which it is both taught and assessed openly (Cited in

Brown, Anderson, Shillcock, Yule, 1984 : 05).

Moreover, the study done by Benmati (2008) displays that the inconsistency found in

the English language skills’ practice in secondary school; comparison between skills’ practice

in English curricula demonstrates that literacy skills (writing and reading) are given a greater

amount than oracy skills (speaking and listening). For example, though “At the Crossroads”

(first year English textbook) covers and integrates the four skills (speaking, listening, writing

and reading) it focuses largely on literacy skills (writing and reading).The following table

shows English skills’ balance at “At the Crossroads”, first year secondary school (Benmati,

2008: 311).

Listening Speaking Reading Writing

22% 22% 27% 29%

Table 1.2: Balance of English Skills Practice (First year; At the Crossroads) (Ibid).

Similarly, second year English textbook (Getting Through) also places a larger emphasis on

writing and reading rather than listening and speaking. The table below exhibits discrepancy in

skills’ practice at this level.

Listening Speaking Reading Writing

17% 20% 27% 36%

Table 1.3: Balance of English Skills Practice (Second year; Getting Through) (Ibid: 325).

Although the two textbooks (At the Crossroads and Getting Through) emphasize on

reading and writing skills, the latter shows a tendency towards writing skill. Benmati sees this

propensity towards such skill as preparation step for the final secondary school education

exam (the Baccalaureate Exam) (Ibid).

This inconsistency in skills’ practice creates oral abilities’ deficiency which becomes a

serious problem for university EFL students who are required to practise the TL with

accuracy and fluency. In November 2005, the Minister of Higher Education declares that 80%

of the first-year students fail in their exams because of linguistic incompetence. (Benrabah,

2007: 226). For EFL learners, absence of this significant competence is a factor for low

learning achievement. Bougand (2012) refers to local context and notes that ELT setting gives
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much importance to written language than spoken one: “English Language Teaching has long

focused on written language at the expense of the spoken language.”, then she adds that

educators, researchers and teachers acknowledge that some active learners have a good

writing skill basis but they are unable to interact in English inside the classroom; asking and

answering simple questions (Bougandoura, 2012: 01).It is important stating that there is no

need to entitle someone as a language learner if he is unable to speak it.

1.5. Algerian ELT Setting

Teaching is a significant profession that needs effective agents who manage to bridge

between theory and practice in teaching in the manner which leads to fruitful teaching then

successful learning i.e. gaps found between theoretical issues and practical ones in ELT

setting create difficulties for practitioners and make them unable to take decisions as the

effective teaching methods and techniques (Chelli, 2007, Messakher, 2007, Senoussi, 2012).

1.5.1. ELT Approach in Use

In language teaching, approach is considered as a result of the common understanding of

the way that a given language should be taught. The Algerian ELT setting has experienced

different approaches for the purpose of teaching-learning process success. Recently, there is a

theoretical change from the Communicative Approach (CA) to the (CBA) (Chelli, 2007). The

introduction of CBA in ELT setting came as a result of reforms in Algerian educational

system took place in 2002. In this context, Chelli (2007) comments:

“This (shift from CA to CBA) is due to the failure of the
communicative approach to enable the learners to reach an
acceptable level performance which allows them to
communicate whenever it is needed, especially in the era of
globalization and job requirement”

(Chelli, 2007: 06).

Chelli shows that CA generally failed to serve education and particularly learners who are

subjected to great changes of the globalized society. However, CBA is an approach that

mobilizes learners’ knowledge, skills, attitudes and behaviours in a personal and independent

way in order to address their challenges successfully.Bouabdesselam (2011) agrees with

Chelli’s view and claims that after dealing with many approaches and methods such as the

Grammar-Translation, the Direct Methods and the Communicative Approach, Algerian

educational designers agree upon the effectiveness of CBA (Cited in Mairifi, 2013: 71).
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Accordingly, CBA has been adopted in ELT in order to prepare EFL learners to be competent

in their real life situations (Ibid: 11).

1.5.2. Algerian ELT Professional Design

With the new reforms that Algerian educational system adopted in 2002, teacher training

was introduced as one of its significant axes. According to the Ministry of National Education

(2003) this training aims to familiarize teachers with the innovative method “leaner-centred”

that refers to Competency Based Approach (CBA), enhance their competencies and make

them master the content to be taught (Cited in Aimour, 2011: 39). These teachers; whether

they are novice or experienced ones are concerned with this kind of education for being

qualified ; especially with the introduction of subsequent changes such as syllabus, textbooks

and teaching strategies. In fact, there are some language teachers who just using new

textbooks in teaching and ignore intentionally or unintentionally all about the subsequent

changes taken by the Ministry (Chelli, 2007: 01).

According to the ministerial decree of July 1999, qualification requirements to enter the

teaching profession are usually expressed in terms of ‘BAC +’, corresponding to the length of

post-Baccalaureate study. It is important stating that being institution or university graduates

is a kind of training (theoretical and practical) that corresponding to different fields enrolling

in. (EACEA, National Tempus, July, 2012: 04). Simultaneously, the Algerian Ministry of

Education has made efforts to improve the quality of this kind of initial training by assigning

special commissions to evaluate the Licence and Master’s offers. At the linguistic level, new

methods are introduced based on the philosophy of mobility and personal formation; this

philosophy is primarily interpreted in the light of the measures shown in the following figure:

Figure 1.1: Measures for Mobility and Personal Training in Linguistics
(Mami, 2013: 913)

Mobility and Personal
Formation

(Linguistic Level)

Satisfying
Learners’needs

Preparing students
for vocational

education through
the choice of English

Developing multimedia
at the level of oral

expression and vocabulary

Creating cooperation
with universities of similar

objectives+ interests
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1.6. English in Tertiary Education

After passing their Baccalaureate Certificate, most of the students enrol in different

university branches but this registration is submitted to some considerations or conditions

stated by the Ministry of Higher Education. These considerations include the nature of the

Baccalaureate certificate (literary or scientific stream), student’s wishes and grades in the

subjects relevant to his stream and the number of seats available in every field (EACEA,

National Tempus, July, 2012: 07-08). In 2002, the National Information Institute that is

responsible for processing university applications received a total of 130.000 files (Clark,

2006). It is important to mention that the desire of being an integrative part of the globalized

world has made Ministry of Higher Education give up the traditional or classical system and

implement LMD (Licence, Master, and Doctorate) system in September, 2004. For instance,

Djilali Liabes University (DLU) has introduced this new system in English Language

Department in order to seek students’ proficiency (Bouhass, 2008).

1.6.1. Introduction of LMD System in Algerian Universities

Under LMD system that has been firstly introduced in Algeria by the Executive Decree of

2004 but only in ten universities, learners are supposed to study three years for getting

Licence degree (first cycle = Bac + 3 years), two additional years for obtaining Master degree

(second cycle =Bac+05 years) following by a postgraduate course of study “Doctorate” (third

cycle = Bac + 8 years) (Clark, 2006). Four years later, The Higher Education Orientation Act

of February 2008 comes to confirm the application of LMD system to all disciplines except

Medecine (EACEA, National Tempus, July, 2012: 04) (Martin, 2015: 06).

By implementing LMD system, Higher Education Ministry aims not only to expose

knowledge “know-how” but also to satisfy the labour market‘s needs by providing it with

qualified graduates (Ibid). Similarly, Mami (2013) states: “In the year 2004- 2005, Algeria

has integrated the principles of the Bologna Process set in Europe in the year 1999. The

traditional programs and curricula have been replaced by new offers of formation adapted to

the unique needs of the country” (Mami, 2013: 913). Accordingly, the traditional programmes

and curricula did not satisfy the Algerian labour market needs and decreased the international

mobility of Algerian faculty and students, lifelong learning opportunities, and institutional

autonomy (Clark, 2006).
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In addition to the internal anxieties mentioned above, Algeria also faced internatio

ones that worsen the situation and appealing for a radical c

(2005) refers to the statement of the minister of Higher Education (2005) when he admits that

the European Union had suspended its aid to Algerian Universities because the government

showing no signs of reforming its educational system

short, the adjustment to LMD system has become a necessity if not an inevitable choice

imposed by present-day challenges.

Figure 1.

1.6.2. Djilali Liabes University Language Department

It is important mentioning that university language departments play a notewor

to improve levels of languages’ users
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In addition to the internal anxieties mentioned above, Algeria also faced international

hange. In this context, Allal

the statement of the minister of Higher Education (2005) when he admits that

the European Union had suspended its aid to Algerian Universities because the government

(Cited in Benrabah, 2007: 246). In

adjustment to LMD system has become a necessity if not an inevitable choice

Algerian higher education system.

ional Tempus, July, 2012: 02)

It is important mentioning that university language departments play a noteworthy role

foreign languages. Taking into
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consideration that university is generally the closing stage in learning process and an access

to labour market makes both students and teachers highlight its worth and attempt to achieve

success at this phase. The major objective of university language department is to build up

and enhance learners’ target language proficiency as far as possible (Bouhass, 2008). In

short, Djilali Liabes University (DLU) English department aims at providing its students

with the most advanced and specialized proficiency in English.

1.6.3. Djilali Liabes English Language Department

Despite the fact stated above, DLU English department is still considered by some

academics, researchers and bodies as factor which determines success and failure of ELT

settings at different levels including middle school and secondary school education (Bouhass,

2008: 96). Accordingly, the type of training introduced by university English language

department to students teachers is not sufficient or not effective that leading to failure at

different stages of basic education. In this context, Merbouh (2008) comments that most of

students graduate from this FL Department have been recruited as teachers in middle schools

(Licence graduates) and secondary schools (Master graduates). But a minority of them has

joined other universities to carry on their third cycle further studies (Doctorate students) and

take part in the research devoted to different fields in English (Merbouh, 2008: 11).

On the contrary, Stern (1981) mentions “I recognize that ULDs (University Language

Departments) are not intended to be narrowly career-oriented. In particular, they are not

meant to train teachers, although many of their students become language teachers”.

According to the view of Stern (1981) ULDs; such as Djilali Liabes University English

language department, are not indispensable found for teacher education because they attract

students of different professional prospective; counting middle and secondary schools’

education teachers, foreign companies’ members of staff or research postgraduates (Cited in

Bouhass, 2008: 97). In other words, it is not necessary that all university students will

become teachers though that most of them are likely to be in teaching field.

DLU English language department has been established in the 1987 in SBA

(Merbouh, 2008: 11). With the introduction of a new system (Licence, Master, and Doctorate)

in the English Department, radical changes have been taken place at including: period of

training, curriculum, timing, accumulation of credits...etc. (EACEA, National Tempus¸2012:

04). The objective of the English Language Department is to offer a training of three to five

years (Licence + Master). During this period, students who passed Baccalaureate Certificate
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in literary streams have primarily the right to enrol in the English language field and become

graduates in it through a programme in the four skills: listening, speaking, reading and writing

(Merbouh, 2008: 11).

1.6.4. English Curriculum

As it is previously mentioned, university students are specialized in a particular field

and deals with issues relevant to in the form of modules. The present research is concerned

English students in Djilali Liabes University (Sidi Bel-Abbes). English curricula and teaching

methodologies relevant to are formally developed by the discipline-based commissions work

on curricula proposals and take the final decision. These commissions include teachers,

academics and educators selected throughout the country on the basis of competence in

curricula matters (Benmati, 2008: 242). English students receive different modules

corresponding to their curriculum devoted to each year in which oracy and literacy skills are

primarily practised through.

1.6.5. DLU English Language Department Oral Class

The main objective of oral expression; regardless to the target language context is to

make students interact and communicate with accuracy and fluency i.e. communicative

competence is the target goal. However, difficulties, techniques and challenges involved in

oral practice may differ from one context to another. For example, FL oral practice

difficulties, techniques and challenges are different from those of L1.

1.6.5.1. Students’ Talk vs. Teacher’s Talk in Oral Class

However, the manner oral class carrying on reveals a contradiction; for instance the

study of (Merbouh, 2008) shows that teachers do the most of the talking or take most

speaking turns. This inconsistency takes place within oral class because teachers often do not

recognize that they speak too much and they are not aware of the talking time they take.

According to Bouhass (2008) doing most of the talking and taking the longest turns in when

interact orally with students are among the weaknesses that characterize oral practice in DLU

English Department and that practitioners unconsciously take part in(Ibid: 114).

The justification that can be given to these weaknesses is that oral expression teachers

may lack training in teaching oral skill or have insignificant experience in, this on the one
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hand. On the other hand, students often show reticence and less appreciation towards

classroom oral participation.

1.6.5.2. Oral Expression Class Activities

In oral expression sessions, teachers may use different types of activities and

organize their learning groups in the light of these activities. These oral tasks include oral

debates, role plays, oral reports, dialogues and games that involve individual, pair or group

work. Some practitioners consider the way oral activities invested as weak point for

classroom oral practice in which tasks of pairs and small groups are less frequently utilized.

This is either because teachers are not aware of the importance of these techniques for

increasing and improving oral practice or because they do not get the habit to use these

techniques and they have no experience in. In this context, Bouhass (2008) states that the

way oral activities invested as weak point for classroom oral practice in DLU English

Department in which tasks of pairs and small groups are less frequently utilized (Bouhass,

2008: 115).

1.6.6. EFL Oral Practice Challenges

Most of the time EFL learners confront some challenges when they are engaged in oral

class practice. These challenges may become hindrances if they are not treated or dealt with

systematically. Dobson (1992) tackles the major EFL oral performers’ challenges from

different perspectives counting; cognitive perspective, affective perspective and social

perspective and gives suggestions in order to handle them. The part below exposes the most

important ones.

1.6.6.1. Lack of Preparedness

Being unprepared internally and externally makes students passive and unable to involve

in classroom discussion. For instance, speaking about abstract situations may limit learners’

participation and drive them to be passive. In other words, oral practice built around

unauthentic communicative situations discourages performers to practise where they are

unable to illustrate these unreal situations using thoughts and ideas of their own (Dobson,

2012: 09).
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1.6.6.2. Frustration and Fear

Being frustrated in foreign language context can be of different factors; Dobson (1992)

mentions that EFL learners are likely to be in such situation when they are asked to interpret

their thoughts and ideas using a foreign language .This frustration inhibits students and

prevents them from expressing themselves accurately and fluently. Additionally, other

learners are afraid to deviate from what has been already practised as sentences or memorized

as words; this fear may reach higher levels and affect their performance unconstructively if it

is not positively interpreted by teachers (Ibid: 10).

1.6.6.3. Linguistic Disabilities

Engaging in oral performance; as conversation having insufficient command of English

drives learners to make errors and their experience will be counter- productive. This reaction

is mostly expected among performers who are linguistically unprepared especially if they are

asked to perform unfamiliar tasks that need certain level and proficiency of the target

language (Ibid).

1.6.6.4. Shyness and Embarrassment

Being unable to think about something important or relevant to the oral task even if

they are not shy. Their minds go blank and their silence is associated by embarrassment and if

this silence continues to occur it becomes hard for silent learners to find words expressing

themselves (Dobson, 1992: 13).

1.6.6.5. Target Language Proficiency Differences

Being in a group of different proficiency levels is a challenge for both less advanced

students and more advanced ones. While the first category finds difficulties in performing the

task given or fails in, the second category tries to dominate the oral classroom discussion or

feels boring because its members are not stimulated by programme directed mainly to

students of average level and this may be a strong factor for being uninterested or

unmotivated (Dobson, 1992: 13).

In addition, controlling all students and giving them opportunities to practise English

orally in classroom is mainly difficult with large classes i.e. guided discussion seems almost

impossible with large groups in which learners have different proficiency levels and different
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individual variations. This distinction makes the choice of tasks, subjects and techniques

difficult for teachers because what is recognized as easy, comprehensible and motivated by

some oral performers may be seen as complicated, incomprehensible and uninspired by

others.

1.6.6.6. Target Language vs. Mother tongue

Using English for a while then lapsing into the mother tongue is not always pleasant.

Though it is not forbidden to switch to native language when using English and it can be

regarded as strategy (Canale, Swain, 1981) it is unlikeable to depend on it each time because

adapting this behaviour frequently wastes the valuable time EFL oral performers needed to

practise their target language (Ibid: p 14).

1.7. Methodology

This sub-section exposes the investigation plan that the researcher follows in her study and

it includes the following: context and significance of the study, aims of study, type of

study, stages of research, target participants, research tools and limitations.

1.7. 1.Context and Significance of Study

Being a proficient or at least a good language user involves four skills’ proficiency:

listening, speaking, reading, and writing skill. Speaking has a crucial role in developing

others’ skills abilities. Most of the time, a good speaker is a good listener, a good reader and a

good writer, and in many occasions person who has a strong basis in speaking is considered as

a proficient language user. In contrast, reduction of speaking abilities due to cognitive,

affective or social elements usually participates in delaying or hindering learning process

development. In this research, the researcher is going to emphasize on psychological

difficulties that learners face in EFL oral performance with reference to language anxiety as

one of the major emotional responses that threatens particularly speaking abilities’

improvement and enhances learners’ gap in.

The present study is an attempt that aims at making a kind of theoretical and practical

contribution in TEFL research using a systematic language investigation. The major aim of

EFL investigations regardless to their focuses is to help EFL teachers and learners developing

classrooms language use. The fact of dealing with language anxiety attributes and pedagogical

implications devoted to is strongly justified by the lack of investigations conducted in this
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research point. Broadly, the field of educational psychology has received much importance

with the growth of researches in its main issues that anxiety is part from. In fact, investigation

directed to psychological influences related to pedagogy; especially in FLL context, is still

limited.

The complexity of understanding anxiety as a psychological variable in relation with

other variables in language learning justifies the need for more studies that may examine all

the states and integrative cases in different ways and from different perspectives and

dimensions relevant to; because the more researches and investigations are done the more

understanding is achieved. It is impossible for one researcher to arrange and study all the

aspects related to language anxiety in one research.

It is expected that findings of the present study will realize the following: first,

providing new insights into central issues of teaching speaking skill in EFL context. Second,

helping EFL learners to improve their speaking abilities by practising oral expression in safe

and comfortable classroom atmosphere. Third, tending to identify pedagogical implications

for achieving a positive change in EFL oral performance as well these can serve to develop

the academic level of learners’ oral expression where an emotional response as anxiety does

not increasingly or progressively affect their ’ language learning process.

1.7. 2. Aims of Study

This study is built around examining EFL anxiety in academic settings and it has four

aims. First, it aims at achieving a successful language learning situation by fulfilling lacks

found in learners’ oral performance abilities with emphasis on anxiety as one of the major

factors of. Second, identifying learners’ behaviours associated with anxiety during oral

performance in order to know how to interact with them as an attempt to reduce their

discomfort. Third, the research tries to motivate those learners and make them

psychologically and physically comfortable when they performing oral tasks and identify

major classroom implications that can be applied by practitioners to alleviate levels then

influences of this emotional response on learners. Finally, it tends to establish more relaxing

and safe language environment in which learners’ anxiety levels decrease and motivation

increases.
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1.7. 3.Type of Study

The type of the present research is case study. This research type is worthy and widely

used in investigations that are carried for speaking setting. It is more reliable as a tool for the

exanimation leaners’affective difficulties in oral performance. It refers to the choice of setting

in which the practical side takes place with the target population. The researcher’s role is to

do classroom observations on a particular setting where the participants are sources for data

collection then, analyze and interpret the collected data. In addition, the researcher tends to

use questionnaires, classroom observations and oral test in order to enrich his practical study,

questionnaires are prepared and given to University teachers and students, however

observations and oral test are involved with First Year LMD students.

1.7. 4. Stages of Research

The research is divided into four chapters. The first chapter contains two sub-sections;

one is devoted to learning setting related to the Algerian EFL context in which theoretical and

practical issues concerned with the two partners: teacher and learners are discussed. However,

the other sub-section deals with the journey of the study that the researcher follows in order to

test her hypotheses, thus answering the research question.

The second chapter reviews the main literary masterpieces related to psychological

influences’ effects on language learning with more emphasis on anxiety impact on EFL oral

production in terms of attributes and reactions, in addition to pedagogical measures oriented

for alleviating its higher levels. By reviewing the most important literary issues dealt with

classroom language anxiety in EFL context, the researcher seeks the contextualization of his

work.

The third chapter deals with the practical side of the research which activated through the

use of teachers’ and pupils’ questionnaires, classroom observation and oral test in order to

collect data that serving the research questions. These data are submitted to an analysis so as

to draw results and conclusions. The latters are used by the researcher to answer the research

questions that have been already mentioned in the general introduction, thus confirming or

disconfirming the research hypotheses.

The last chapter records pedagogical implications that can be adopted in order to reduce

anxiety levels. In general, the major aim of the research is to contribute in improving learners’
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oral abilities in which negative emotional responses as anxiety decrease and motivation level

increases. The researcher tends to develop her work in the light of these steps in order to have

an organized research that helps readers to follow his practical journey that may result in

confirming or disconfirming his hypotheses.

1.7.5. Target Participants

The target participants who respond to the two questionnaires consist of two groups. The

first group contains 109 EFL students who are belonged to the University of Djillali Liabes in

Sidi-Bel Abbes, English department. This group is involved by the researcher in the

questionnaire, and a limited number of it is involved differently in classroom observation and

oral test. However, the second group contains thirty one (31) University permanent and part -

time EFL teachers from different universities including University Sidi Bel Abbes, Mascara,

Saida and Biskra. The two groups are engaged in this study of oral practice anxiety alleviation

in order to contribute in activating the research tools that the researcher uses.

1.7.6. Research Tools

In order to have a valid and more reliable research, the researcher should use data

collection instruments that help him to examine the target learning situation. The data sources

that are utilized for enriching the case study are: questionnaires (students and teachers),

classroom observations and oral test.

1.7.6. 1. Questionnaire

Questionnaire is a tool that is applied by the researcher in order to serve the research

questions. It is supposed to be answered, so that data about these informants which are of

interest to the researcher are discovered. The researcher used two questionnaires, one is

administered to students and the other is administered to teachers. These two questionnaires

are ranged in progress from general to specific, from easy to difficult and from personal to

motivated ones and they focus on foreign language anxiety in oral expression sessions. Most

of these questions are open-ended ones since the researcher wants to limit the large number of

answers, guide the respondents and make them feeling enjoyment when doing the task (See

Appendix 1 and Appendix 2).
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 Students’ Questionnaire

Students’ questionnaire starts by simple personal questions .Then, it moves to motivated

ones in which learners express their experiences in oral performance in terms of frequency

of being anxious, reasons for their anxiety, their feelings and behaviours within, their

preferable classroom design and method of feedback-giving. Lastly, the questionnaire tackles

on the tasks that learners prefer; instructions which are not considered sources of anxiety for

them but of relaxation and comfort (See Appendix 01).

 Teachers’ Questionnaire

Teachers’ questionnaire begins by personal questions related to practitioners’

experiences in teaching oral expression as a subject matter. Second, it moves to diagnose the

main points relevant to EFL oral practice in which the focus is on the learner’s anxiety. These

points cover teachers’ objectives in teaching oral expression, oral practice difficulties that

learners face and their major reasons. The questionnaire ends by teachers’ suggestions about

procedures or measures utilized in order to reduce their learners’ anxiety levels (See

Appendix 02).

 Types of Questions

Questions are ranged between closed, open-ended and open ones. The closed

questions’ advantage is that they make the questionnaire easier and quicker to fill in like:

yes/no questions. The open-ended questions are good for exploratory research where the

researcher has difficulties to anticipate the range of responses such as: multi-choices

questions. Most of students' questions are open-ended in which each question is followed by a

number of choices. This is done in purpose; the researcher aims to restrict the large number of

responses, guide the students and avoid them feeling boring. In contrast, teachers’ questions

are closed, open-ended and open. This arrangement is done because it helps the researcher to

collect the data needed.

1.7.6.2. Classroom Observation

Classroom observations involved in this study were collected by the researcher during the

second semester of the academic year 2015-2016 where she attended eight oral expression

sessions with a group of First-year English students ranged between twenty two (22) and

twenty six (25) students. These observations were classified in the form teacher’s behaviour
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and students ‘behaviours and this classification was depended on the aspects that the

researcher wanted to observe during her attendance. Classroom observations took place in

different learning settings counting: lockstep settings and grouping settings

During the eight sessions that were devoted to observational practice, students discuss

different topics individually and in small groups under the supervision of their teacher. The

intended sessions were divided as follows: two sessions were devoted to short talks presented

by small groups, four sessions were oriented for topic discussion involving lockstep setting.

However, the other sessions were also directed for topic discussion but in the form of group

works (See Appendix 08).

1.7.6.3. Oral Test

The researcher uses oral test is to give the investigation much reliability which is expected to

influence the findings positively. Oral test took place at the end of the second semester of the

academic year (2015-2016) in a separate room. It was done with five groups but the researcher had

the opportunity to attend with two groups with a total number of forty two (42) students. Unlike

students’ group, teachers’ group activated only one research instrument “questionnaire” because the

focal point of the study is widely related to learners rather than teachers.

The students were required to select by chance one of the ten (10) suggested topics that most of

them were dealt with in details in classroom oral sessions and to perform them orally in front of their

teacher who took the role of assessor (See Appendix 03) .These themes were primarily concerned

with Algerian cultural issues and globalized world’s concerns. Each learner was given between five

and seven minutes to perform orally the task given. However, some learners were exceptionally

offered additional time (two or three minutes) for different reasons that will be exposed in the third

chapter.

1.7.7. Limitations

There are a number of limitations faced by the researchers when conducting his study.

These limitations may create some obstacles which contribute primarily in delaying the

work’s practical side. They may cover:

 Teachers’ refusal to respond to the questionnaire where not all the given

questionnaires were responded to and given back to the researcher.
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 Shortage of teachers who have an important experience in teaching EFL oral

expression creates some limitations at data collection level.

 Some students took the questionnaire but they do not answer it for reasons the

researcher has ignored.

 The significance of the topic needs more references, but sources’ shortage appears

each time as an obstacle that hinders researching process especially that related to the

Algerian EFL context.

 Time shortage and looking for lacks’ fulfilment create serious constraints and

hindrances for the research.

 The limited experience of the researcher.

1.8. Conclusion

The present theoretical chapter chiefly introduced the Algerian EFL learning situation

with purposeful reference to secondary education and tertiary education. Moreover, the

researcher firstly tackled the major theoretical and practical issues relevant to teaching and

learning English in both levels in which meeting points, strong spots and limitations are

exposed. Secondly, she intentionally examined oral class and oral practice in DLU English

language department and detected their foremost particularities associated with.

Additionally, this part exposed the research methodology where the researcher gave readers

an idea about the practical chapter (chapter three) and got them online with the study

journey done in order to test the research hypotheses. The next chapter is primarily

theoretical; it tackles the major views that have generally with anxiety effects on EFL oral

practice.
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2.1. Introduction

This section is theoretical; it reveals the masterpieces that enrich debate relevant to

academic language anxiety in FL context. Firstly, it deals with the importance of investigating

individual variations’ role in language learning. Secondly, it moves to the significance of

psychological variables and their influences on language learning process. At this stage the

emphasis is on the function of emotions to determine learning success or failure. Moreover,

the section tackles emotions’ role in academic settings sheds the light on the psychological

barriers’ impact as well as anxiety effects on learners and on their classroom oral language

performance.

Thirdly, this notional part also exposes psychological influences in FL learning by

dealing with FL anxiety in the light of the seminal work of Horwitz, Horwitz and Cope

(1986). This seminal work exposes the major conceptual foundations of FL anxiety and its

foremost sources and effects on learning process. Next, the section examines anxiety-oral

performance contact and attributes that EFL learners adopt when they are engaged in this type

of language practice. Finally, it reveals the most important roles that teachers adopt in order to

decrease EFL learners’ anxiety levels and enhance their learning achievement.

2.2. Individual Variations in Language Learning

The field of language leaning is primarily affected by its agents’ features including

their individual variations which may advance or delay their learning process. Shinge (2005)

states that as early as the 1920’s, much of the research developed in this area (individual

differences) is devoted to investigate cognitive differences such as intelligence, language

learning aptitude and learning strategies, but this view has been changed by the 1970’s: “have

become more aware of the fact that researching individual differences that are affective in

nature, like motivation, anxiety and self-confidence, is just as important as researching the

cognitive variables like language learning aptitude, learning strategies, and intelligence”

(Shinge, 2005: 06). Accordingly, several works (Gardner, Ginsberg, Smythe, 1976, Horwitz

et al., 1986) have been developed in which researchers have recognized the significance of

investigating individual variation of emotional or affective nature as motivation, anxiety and

self-issue related to, in addition to those of cognitive sort (Ibid).

Similarly, Mwakame (2006) states that these individual differences cover physical

appearance, intellectual abilities, emotional responses and that their influence on language
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learning takes different forms. Mwakame (2006) adds that these individual variations are of

different sources including heredity and environment and they may appear as learning

obstacles which need effective involvement to remove them. In this context, he states: “…as a

teacher, you do need to ensure you are catering for each student’s individual needs in order

to be an effective teacher” (Mwakame, 2006: 49-50). According to Mwakame (2006) having

an idea about learners’ individual differences helps teachers to cater with their individual

needs and makes his teaching effective.

2.2.1. Cognition vs. Emotion in Language Learning

For a long time, it was believed that learning involves only cognitive abilities in which

internal system intervenes in order to construct, represent, organize and respond to what has

been presented. Miliani (2003) shows that cognitivists relate learning success to mental

processes like thinking and remembering (Cited in Safir, 2007: 25).

As opposed to cognitive dimension theories, updated theories highlight the

significance of emotional dimension in language learning. These theories do not necessary

contrast the cognitive ones in every detail but they display emotion as a complementary

element in learning process. Arnold (1999) states that: “…both (cognitive dimension and

emotional dimension) are used together the learning process can be constructed on firmer

foundation. Neither the cognitive nor the affective has the last word” (Ibid: 26).In addition,

Damassio (1994) points out that the effectiveness of language learning will be achieved if

both emotional side and cognitive side are taken into consideration (Ibid).

2.2.2. Function of Emotions in Language Learning.

No one ignores the influence of one‘s psyche over his oral production whether it is in

academic or non-academic setting. In academic context, different studies (Tomkins; 1970,

Day, MacIntyre, 1992, Saito, Samimy, 1996, Onwuegbuzie, Bailey, Daley, 2000) have

generally dealt with the impacts of psychological influences and particularly with undesirable

emotional ones as anxiety in language learning (Shinge, 2005: 07). Moreover, Tomkins

(1970) states that human beings are always experiencing dissimilar sorts of emotion

differently; either with high degrees or with low degrees and strong emotion can disrupt

cognitive and physiological processes. Tomkins (1970) asserts that some language learners

perform better when they experience positive emotions such as motivation and enthusiasm, or

perform poorly when they have negative emotions such as anxiety (Ibid).



Chapter Two................................................................................................ Review of literature

37

Depending on the study of Mishkin and Appenzeller (1987), Schumann (1994) states

that linguistic input is primarily evaluated for its emotional significance and motivational

relevance of stimuli before it can be processed by the brain i.e. that the linguistic exposure

will easily acquired and stored in the memory if it is positively associated with learner’s

emotional state . However, the learner will find difficulties to acquire and store the language

material in hands if he/she experiences negative emotion (Ibid).

Likewise, Mwakame (2006) goes deeper in identifying the effect of some emotional

responses on cognition with reference to anxiety-memory correlation. According to

Mwakame (2006) positive or negative emotions influence learners ‘access to learning either

positively or negatively respectively; “Emotion is the on / off switch for learning” i.e.

emotional state has the power to open or close learning (Mwakame, 2006: 46). Particularly,

Mwakame refers to some negative reactions like frustration, despair, worry, sadness and

disgrace or shame that may be shown by learners due to undesirable affective factors like

anxiety, and describes it as the “enemy of memory”. In short, there are learners whose

intellectual abilities are drained by some negative emotional responses that may take different

forms and result in their failure (Ibid).

Stevick (1995) displays the role of emotions from another perspective; Stevick

contends that emotional side reflects one’s reactions towards a particular situation, and in

academic setting a learner adopts emotional responses to fit with what is going on to seek

particular needs’ satisfaction or purposes’ achievement. Nevertheless, the inclusion of these

emotional responses along with needs and purposes can be of positive or negative influence

on these elements’ satisfaction and realization respectively i.e. the association of these

responses with needs and purposes can either advance or delay learning process (Cited in

Arnold, 1999: 44).

As well as Gardner et al. (1976) and Horwitz et al. (1986), Myers (2004) reinforces the

positive role of emotions to maintain motivation: “…emotions provide the affective

component to motivation, positive or negative….they are thought to be related to activity in

brain areas that direct our attention, motivate our behaviour, and determine the significance

of what is going on around us” (Cited in Mwakame, 2006: 42). According to Myers (2004)

emotion is widely associated with one’s mood, personality, disposition and motivation. Myers

highlights the positive influence of desirable emotions to motivate learners cognitively,

affectively and socially.
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2.3. Psychological Influences in Language Learning

With the development of technology the world has become a small village and this

situation appeals for the existence of a globalized language that facilitates communication.

The English language has succeeded to be the language of wider communication and its

learning has become a necessity whatever the field is. In academic setting, leaning English as

SL or FL reveals different issues that ask for more researches and studies; language

researchers consider these learning processes as complex ones in which learners are easily

influenced by many factors that are likely to interact with each other causing change which is

expected to affect directly learners’ target language level (Crystal, 2003: 110-111).

2.3.1. Psychological Dynamics in Language Learning

A remarkable interest in psychological factors and outcomes involved with in

language learning takes place in most of the studies relevant to SL and FL leaning (Chen,

2011: 36). Speaking about psychological factors and their influences on learners’ achievement

leads necessarily to deal with motivation, attitudes and emotional state. These factors are

considered by several studies (Gardner, 1985, Dornyei, 1994, Robinson, 2005, Cochran,

McCallum, Bell, 2010) as important dynamics in language learning including oral form.

Though learners may experience different kinds of emotion when speaking anxiety remains

the most experienced emotional response (Cited in Henter, 2014: 373).

First, motivation as an internal process is widely demanded in language learning to

inspire learners meet their needs. Deeply, Oxford (1990) mentions that motivation is one of

the factors that influence the choice of strategies used among SL and FL students. Oxford

(1990) adds that more motivated students tend to use more strategies than less motivated

students, hence, they tend to be more successful than the other group. In other words,

motivation is one of the elements that determine success in SL and FL contexts; it reveals the

extent of the learner’s active involvement and his attitudes towards target language learning

and its main sources are rewards and learners’ interest consideration (Cited in Salem, 2009).

Similarly, Masgoret , Gardner (2002) describe motivated learners as ones who expend

efforts who are persistent and attentive to the task at hand, have desires, aspirations and goals

to be achieved and believe in success rather than failure (Masgoret et al. , 2002: 173). This

view can be explicated in the light of Little and Andrew (2001)’s notion which states that

absence or lack of motivation appeals for feelings of failure which usually characterize
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learning process at an early stage; these feelings generally lead to a downward spiral of a self-

perception of low ability, low motivation, low efforts, low achievement, and so on (Cited in

Salem, 2009).

In testing, several studies (Lambert, Gardner, 1972, Dornyei, 1994, Masgoret,

Gardner, 2002) mention that higher levels of motivation can predict testees’ positive

performance regardless to the factors and strategies associated with (Henter, 2014: 374).

Accordingly, it can be deduced that motivation is a factor with decisive influence on learners’

performance as that involved in evaluative practices (Ibid).It is worth to mention that the

impacts of such variable on language learning can be seen in different stages throughout the

present research.

Second, attitude which refers to the reaction or manner that speakers hold towards a

particular language or different languages defines the position and the importance of these

languages among their users or learners. In this context, Chen (2011) describes attitude as a

psychological condition that has a great effect on language learning (Chen, 2011: 37). It is

important to state that early and recent studies (Gardner, Symthe, 1975, Masgoret et al., 2002)

reveal the significance of language attitudes in learning (Wilson, 2006: 58). Profoundly,

Gardner and Lambert (1972) conclude that the ability of students to master the target

language is not only influenced by the mental competence or language skills, but also by their

attitudes and perceptions towards the target language. They also advocate that positive

attitude can enhance the process of language learning and influence the nature of student’s

behaviours and beliefs towards this language, its culture and community, and this will identify

their tendency to learn it (Ibid).

Additionally, Reid (2003) declares that attitudes are important elements in language

learning because they cannot be separated from, and they are essential factors influencing

language performance as well as oral one (Reid, 2003: 33). In other words, target language

achievement relies not only on intellectual capacity, but also on the learner’s attitudes towards

language learning and that learners are likely to perform poorly if they have negative attitudes

towards the TL. This means that learning language should be approached primarily as a

psychological phenomenon rather than as a purely academic one.

At correlational stage, Gardner and Symthe (1975) and Gardner (1979) reveal a

significant relationship between motivation and attitude towards the TL language and claim
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that if learners develop positive attitude towards learning situation their motivation will be

increased, however if they adopt negative attitude their motivation will be decreased (Cited in

Wilson, 2006: 58). Chen (2011) supports these views and claims : “Negative attitudes will

make learners do not wish to contact the target language people and culture, have a low

motivation to adapt to this culture... positive attitudes are helpful to learner in second

language acquisition and the negative attitudes will hinder it” (Chen, 2011: 37). In other

words, positive learning attitudes serve as a correlated support to motivation which is not the

case of negative attitudes; hence motivated learners are likely to acquire the target language

easily (Masgoret, Gardner, 2002: 176).

Third, emotional state is another significant psychological factor which influences

language learning differently i.e. positive emotions affects learning process constructively but

negative emotions as anxiety affects it destructively. Moreover, recent studies (Horwitz, 2001,

Woodrow, 2006) pay attention to the emotional factors in FL learning; these studies insist on

treating learners as emotional creatures and understanding their feelings, reactions, beliefs

related to the target language. Accordingly, Chen (2011) comments that one of the biggest

psychological factors that inevitably influence academic setting is learners’ emotional control.

Chen (2011) considers emotional control as the engine that might become the resistance

sensor of learning process in which target language acquisition effectiveness increases. Chen

(2011) adds that emotional control can be interpreted through positive state of self-issues such

as high self-esteem, high self-confidence and high self-efficacy which have an optimistic

impact on learner’s self-image (Chen, 2011: 38).

In similar context, Gardner (2001) shows that there is an optimal association between

motivation and emotional control and asserts the first element affects positively the second

one. Moreover, motivated learners expand their efforts and express a strong desire to learn the

target language and find it enjoyable to engage in such academic practice. These attitudes

decrease; if not eliminate the space of negative feelings and increase positive ones, thus

learners will see learning as a pleasant challenge. In short, Gardner’s concept of motivation

displays that this affective variable influences positively learners’ behaviours and emotions

(Cited in Shinge, 2005:19).

However, lack or absence of emotional control can be primarily seen through negative

emotional responses which shown by learners and headed by language anxiety “the largest

emotional obstacle in the process of language learning” which in return affects self-issues
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negatively and results in self-doubt (Chen, 2011: 38). Correspondingly, Henter (2014) relates

primarily lack or absence of emotional control in foreign language learning to anxiety as an

emotional response which has a devastating impact on learners’ oral production (Henter,

2014: 375). To conclude, the three significant psychological factors stated above and their

relevant issues are interrelated in which each factor can influence the other. Chen (2011)

explains that negative attitudes will make learners do not wish to contact the target language

people and culture, have a low motivation to learn it, and consequently learning becomes a

difficult task and this gives an access to negative emotional responses as anxiety (Chen, 2011:

39).

The present research generally tackles anxiety as an emotional response and a

psychological influence in FL context and deals with its effects on oral practice. In fact, it is

difficult to discuss all the psychological influences in one work because they are interrelated

and involve in a complex relationship which needs more than one study. Despite this fact, a

brief theoretical segment is introduced in this research clarifies the link between anxiety and

other variables and their interrelated effects.

2.3.2. Psychological Barriers in Language Learning

Speaking about the impacts of psychological factors in language learning context leads

necessarily to deal with barriers that decrease learning achievement and delay its process.

Krashen (1981, 1982, 1983) deals with this notion when he introduces his hypothesis of

affective filter. This filter is defined by Krashen (1983) as the unreal barrier that makes

learners unable to learn or acquire a language despite the availability of suitable knowledge

(Cited in Lightbown, Spada, 2006: 36).

According to Krashen‘s (1983) notion learners’ emotional state has a great impact on

their target language acquisition; learners will acquire the presented input without difficulties

and interact with confidence if they have low affective filter (Cited in Bouhass, 2008: 59).

Likewise, Lynch (1996) considers positive feelings and emotions as key-condition for input

comprehension, new language items (grammar and vocabulary) acquisition and achieving

fluency in speaking. However, he believes that negative feelings stand up as a barrier in front

of knowledge acquisition and hinders its process (Lynch, 1996:14). Furthermore, Johnson

(2001) explains the link between emotional variables and affective filter with reference to

Dulay (1982) study. The latter states that language input has to pass through learners’ filter

before being processed and become in -take. This filter consists of a set of affective factors
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that influence their learning behaviours. These factors can be positive like motivation or

negative like anxiety and contribute either in passing the input into the language acquisition

device or in preventing it from respectively (Cited in Johnson, 2001: 94).

In similar context, Hershner (2016) adds that Krashen‘s affective filter hypothesis

raises the curtain about the significance of emotional variables in language learning and that

these non-linguistic constructs like anxiety can act negatively and affect TL learning by

preventing information to reach the language areas of the mind .With reference to Krashen’s

(1985) view, Hershner (2016) explicates that learners receive comprehensible input when they

feel confident or relaxed, this on the one hand. On the other hand, students with little self-

confidence or high anxiety have high affective filter and consequently receive less input

(Hershner, 2016). Additionally, Roberton (2011) claims that anxiety contributes to the

development of a learner’s affective filter and its presence hinders input from reaching the

acquisition part of brain.

Likewise, Tobias (1986) mentions that a highly anxious learner cannot receive

information because of the high degree of the learners’ affective filter (Cited in Byrene, 1997:

27). According to Tobias, language input which contributes to activate Language Acquisition

Device (LAD) may be not well received because of some hindrances as high levels of anxiety

which may result in learning gaps. The information-receiving hindrances that Tobias refers to

are represented by the affective filter. For anxious learners, these barriers are related to some

variables including self-esteem, self-confidence, risk-taking …etc which cause mental blocks

that in return enlarge learning gaps and hinder its process (Cited in Lightbown, Spada, 2006:

36).

Recent studies highlight the function of affective filter to realize learning success.

Kulkarni (2014) mentions that learners who possess a high filter are less likely to engage in

language learning because of some factors like shyness. In contrast, learners who possess a

lower affective filter are less likely to be impeded by other factors. Kulkarni concludes that

affective filter is an important component of language learning (Kulkarni, 2014: 188). The

figure below shows the link between affective filter and language acquisition.
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Figure 2.1: The Affective Filter (Johnson, 2001: 94).

2.3.3. Psychological Factors Influenced EFL Learning (Algerian Context).

Despite the investigations involved in language learning, there are many issues in

question and among these issues; reasons leading for EFL learners’ failure. In fact, there is no

agreement among researchers about the reason s which lead to EFL learners’ success or

failure because studies devoted to this research point have arrived to different results (Derraz,

2009). As far as Algerian learners are concerned, Derraz (2009) mentions that Algerian EFL

learners fail in their learning due to a number of factors including psychological ones which

can be simultaneously results for social causes (Derraz ,2009 : 11).

2.3.3.1. Psychological Factors

According to Derraz (2009), psychological factors that highly contribute in achieving

unsuccessful English learning experiences are: anxiety, undesirable personality features and

lack or absence of motivation. Though these factors can be interrelated in different manners

and may have meeting points the influence of each one may also affect language learning

negatively.

Moreover, Derraz (2009) depicts anxiety as an affective variable that has a great

impact on language learning especially foreign language one. In this context, Derraz refers to

Scovel’s notion (1978) when he says that debilitating anxiety obliges the learner of the new

language to flee from the task given and stimulates him emotionally to adopt avoidance

behaviour i.e. being passive in his learning environment (Cited in Derraz, 2009: 13).
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From related context, Derraz (2009) cites that personality with its wide range of

features and interrelated dimensions interfere necessarily in FL learning and such interference

can be seen through learner’s individual differences like the psychological ones including risk

taking, empathy, and inhibition in addition to extroversion which has received the greatest

attention as an aspect of personality. Naiman (1978) goes deeper and mentions that unlike

introverted learners, extroverted ones perform better in oral communication and have lower

level of anxiety and high level of resistance towards stress. Consequently, these expressive

learners will have a great access to TL learning (Ibid).

Additionally, learners need to be motivated in order to go forwards in their process:

“Motivation which attracted attention of many researchers and teachers, is regarded to be

one of the most important affective factors” (Ibid). In FL context, motivation is very

important because learners are required to practise the four skills; listening, reading, speaking

and writing using a language which is totally different from their first language as well as the

case of Algerian EFL learners. With a careful reading in the social and linguistic structure of

the Algerian society, it appears that English has no much support; official documents are

written in Arabic, Tamazight or French. However, Algerians either use these languages with

their different accents separately in their daily life or they mix them such as French and

Arabic, or French and Tamazight (Sellam, 2016). In contrast, English is used only in

academic contexts and its practice outside classrooms is limited to audio-visual means. This

situation makes Algerian EFL learners have no wishes to learn this language and be a part of

this culture “integrative motivation” or learn it for utilitarian purposes like getting a job

“instrumental motivation”( Derraz, 2009: 13).

2.3.3.2. Socio-psychological Factors

In addition to psychological causes, Derraz (2009) states social reasons that are likely

to hinder EFL learning and make learners fail in their process. These factors are concerned

with age of learners and their attitudes towards the target language. It is important to state

that these factors can be described as socio-psychological factors since they reflect learners’

psyche and express their feelings and emotions towards the TL and learning environment

through different behaviours.

Concerning learners’ age Derraz (2009) considers it as an important factor in learning

process and states that different studies (Snow, 1978,Scovel, 1981, Krashen, 1987, Freeman
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and Long, 1991) have dealt with and most of them have found that old learners learn faster

but younger ones are better (Derraz, 2009:12). While Scovel (1981) claims that young

language learners “possess the flexibility in motor skills that adults do not have” , Freeman

and Long (1991) mention some forms of young learners flexibility like the ability of control

the articulators necessary for FL pronunciation and long-term memory due the increase in

brain cells which is not the case of adults (Cited in Derraz, 2009:12).In other words, the

flexibility that learners have is influenced by their age in which learners of six (06) years learn

better than those of 08 years and learners of 08 years learn better than those of ten (10) years

and so on.

With reference to local context, Derraz (2009) states that Algerian schoolars see that

the critical age for learning English is 11 years, and that pupils at that age are able to learn the

English language, in addition to Arabic as the first language (L1) and French as the second

language (SL). Derraz believes that this delay in learning and differences found between the

three languages create difficulties to Algerian learners including difficulties in articulating

sounds , errors in words’ order, sentences’ construction, written errors, word translation...etc .

In similar context, the same researcher highlights the importance of attitudes learners

adopt towards the TL and their role to determine their success or failure i.e. if these attitudes

are positive they will influence positively factors that enhance learning achievement like

motivation. But if these attitudes are negative, they will affect them negatively and result in

learning achievement decrease or failure (Derraz, 2009). Spolsky (1969) claims that there are

different sources to learners’ attitudes towards the TL including: learners themselves, their

teacher, their peers and their parents and he adds that each relationship between these agents

can be a reason for motivation decrease or increase in language learning.

Derraz (2009) returns to this notion in relation to Algerian context and mentions three

sources for Algerian EFL learners’ positive and negative attitudes. The first source is learners’

parents i.e. if the latters have positive attitudes towards the TL they will encourage their

children, motivate and help them to acquire these positive attitudes. However, if these parents

have negative attitudes towards the TL, they will affect their children negatively and make

them acquire these undesirable attitudes. In some Algerian regions, there are parents and

grandparents who relate foreign languages like French, English, Spanish...etc to historical

events and see them as the languages of the enemy. This belief can be easily transmitted to

their children and interpreted in their attitudes and reactions. For instance, when one asks one
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of them why you do not succeed in learning French or English, he answers that it is not his

language.

The second source of learners’ attitudes is their teacher; learners will behave positively

if they feel themselves at ease in class. For example, students show a kind of comfort when

their teacher uses their first language, from time to time, and they believe that this teacher is

closer to them and this increases self-confidence and it can an effective motivating factor for

them. In contrast, learners may show negative attitudes when their teacher uses only the TL in

teaching and ignores totally their first language or prevents them to use it in class. The third

source of these attitudes is also relevant to teachers’ qualifications; learners often show

negative attitudes towards part-time graduate teachers because they think that these novice

teachers are not competent to teach them or they are less competent to their ex-post graduate

teachers (Derraz, 2009).

It is clear that psychological influences appear each time when social reactions take

place and they are interrelated with in a complex manner that often creates difficulties to

understand and interact with learners.

Figure 2.2: Factors for EFL Learning Failure (Adapted from Derraz, 2009)

Psychological Factors Social Factors

Anxiety

Motivation

Age of learners

Factors for Unsuccessful English Learning in Algeria

Personality Negative attitudes
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2.3.4. Autonomy and Psychological Influences Association

Studies that have been done on learner autonomy (Holec, 1981, Little, 1996, Benson

2001) highlight its significance in creating independent space for TL practice and contributing

in learning success. The degree of such significance may differ from one learning context to

another i.e. being autonomous in FLL context is necessary and widely demanded f we

compare it to L1 learning context. Consequently, autonomy is likely to be an obstacle or a

barrier in front of troubles including psychological ones.

2.3.4.1. Significance of Autonomy in FLL Context

The notion of learner autonomy is increasingly related to language learning (Knowles,

1975, Holec, 1981, Little, 1996, 2006) and it receives different definitions and explanations.

Knowles (1975) refers to learner autonomy as the self-directed techniques taken up by

learners for ongoing learning process which is considered as central to their learning

experience, this on the one hand. On the other hand, this ability to go individually with the

learning process shown by learners quantifies the success of the educators (teachers), motivate

them and increase their teaching effectiveness (Cited in Benmati, 2008: 71). Likewise, Little

(1996,2007) goes deeper in this context and relates autonomy to learners’ psychological

relation with the process and content of learning and defines it as learner’s ability to lead their

leaning process in which critical reflection, decision making and independent action are

involved. This does not mean that autonomy exterminates teacher’s interventions but there is

an emphasis on the importance of practitioners’ involvement in this process and crucial role

these agents play to achieve success of autonomous learning process (Cited in Benmati, 2008:

73).

According to Halliday (1978) the theory of constructivism supports largely learner

autonomy which is considered as one of its principles. Profoundly, it encourages learners to

use their learning experiences and world knowledge in order to deal with target language

exposure or do the given task i.e. the learner should not be only receiver of knowledge but

also a manufacturer of (in Benmati, 2008).

2.3.4.2. Autonomy as a Constructive Psychological Associate

In explaining the correlation between autonomy and affective constructs, Benson and

Voller (1997) state that learner autonomy extending to cover psychological versions related
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to learners’ behaviours, attitudes and motivation (Benson, Voller, 1997: 23).This notion of

autonomy and affect or emotion association is not new in the field of language learning.

Moreover, Knowles (1975) agrees with this view and states that non-autonomous learners are

less motivated than autonomous ones i.e. the work of the latter group is better and more

effective than the former group (Cited in Benmati, 2008: 71).

These views indicate that there is an interrelationship between learner autonomy and

other psychological constructs such as motivation. Such construct or variable is likely to

associate with positive attitudes and behaviours and decrease undesirable and unpleasant ones

as anxiety. In short, learner autonomy as form of learning independence can influence these

variables and can be influenced by in the manner that enhances learning achievement and

improves learning process.

2.3.4.3. Autonomy in EFL Local Context

The practice of the English language is too limited in the Algerian context due to the

lack of practical opportunities and spaces of use. EFL teachers are aware that the Algerian

ELT setting does not offer learners with sufficient opportunities for practice due to different

factors like time constraint and pedagogical materials’ shortage. Otherwise, they may try to

motivate them by suggesting different authentic techniques that can be used outside classroom

for practising the TL and enhancing its learners’ achievement.

According to Miliani (1991) Algerian EFL teachers have important roles to be

performed in classroom in order to increase learning achievement in which autonomy and

motivation are involved. In his paper on self-access learning, Miliani (1991) questions

whether the educational system adopted at that time involving fruitful teachers’ roles and

leading to learners’ autonomy and motivation. The question of Miliani might have a reaction

interpreted through the reforms of 2000’s; these reforms have given importance to the

notions of learner’s autonomy and learner’s motivation by introducing new curricula and

method like shifting from teacher-centred method to learners-centred method which advocates

both notions (Cited in Benmati, 2008: 76).).

Similarly, Benson and Voller (1997) support the view of Mililani and show that

Competency-Based Approach (CBA) extends to cover psychological versions of autonomy

that relate to learners’ behaviour, attitudes and motivation (Benson, Voller, 1997: 23). This

view indicates that there is an interrelationship between learner autonomy and other
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psychological constructs such as motivation and that its increase and decrease can influence

these constructs.

2.4. Anxiety in Language Learning

Despite the considerable number of studies that have been done to investigate the

effects of language anxiety on learners the relationship between this affective construct and

language learning achievement is still unclear and under debate.

2.4.1. Language Anxiety Nature

There has been a common belief among researchers of early studies devoted to

language learning that the latter cannot be a stressing experience. Stengal (1939) refers

learners’ discomfort or anxiety to language shock feeling that they feel towards a new

language; a second or foreign one which leads to their shyness; “…use of a new language

may cause a sense of shame which results from feelings of insufficiency” .Arnold (1999)

describes “language shock” discussed in (Stengal, 1939) as apprehension shown by FL

learners when they feel that their words and expressions do not utter what they want to say

and that others may laugh at them or evaluate them negatively(Cited in Wilson, 2006: 54). In

addition, other studies describe such discomfort or language shock in language learning

context as fear, apprehension, embarrassment, worry, nervousness and fright that a learner

feels when he is expected to engage in communication situation (Arnold, 1999: 59-60).

There are other studies that developed in this area (Mogil, 1945), (Chastain, 1975)

(Tucker, Hamayan, Genesee, 1976) and Scovel (1978) but they reveal confusing and

inconsistent results about anxiety effects on language learning. Accordingly, Brown (1973)

comments that data devoted to affective variables in FLL, including anxiety din not give

sufficient answers but they raised more questions (Cited in MacIntyre, Gardner, 1991: 86).

Similarly, Scovel (1978) refers to this point in FL context:“The research into the relationship

of anxiety to foreign language learning has provided mixed and confusing results,

immediately suggesting that anxiety itself is neither a simple nor well-understood

psychological construct” (Scovel ,1978 :132).While some of these studies (Kleinmann, 1977,

Donley, 1997) show a positive and a simple relationship between anxiety and language

learning in different contexts, others (Alpert, Haber, 1960, Backman, 1976) display a negative

and a complex link between the two elements (Cited in Wilson,2006: 56).

Recent studies (Campbell, 1999, Brown, Robson, Rosenkjar, 2001, Gregersen,

Horwitz, 2002, Jackson, 2002) state that different variables may involve with anxiety but in a
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complicated way which hinders examination of anxiety and makes teachers unable to

recognize it or identify its sources in some situations (Cited in Cheng, 2013: 26).

These variables are classified by these investigations into two categories: situational

variables and learners’ variables. The first category includes course contents, course level,

course activities, teacher behaviour and attitudes, and social interaction among peer group

learners. However, the second category contains gender, personality, attitude, motivation,

self-belief, culture, ability, and age (Cited in Cheng, 2013). For instance, Richard, Baldauf

(2012) justify inconsistence of language anxiety research results by the intervention of

situational variables each time such as ; subject to be studied, difficulty of the learning skill in

addition to learners’ familiarity with the task to be performed. Accordingly, Richard et al.

(2012) comment: “the more that researchers have investigated the topic, the more complex

the relationship between anxiety and classroom performance has grown” (Richard , Baldauf,

2012: 03). The two researchers view that it is so hard to investigate anxiety because of the

involvement of complex relationships between this variable and others “anxiety correlations”

in language learning context.

While Brown (1973), Scovel (1978) and Richard, Baldauf (2012) refer to the

complexity of anxiety mode identification, Kulkarni (2014) depicts it as an affective construct

of negative effects on language learning: “studies have almost unanimously shown that

anxiety damages students' prospects for successful learning. Anxiety is often related to a

sense of threat to the learner's self concept in the learning situation” (Kulkarni, 2014: 188).

2.4.2. The Dichotomy of Facilitating Anxiety and Debilitating Anxiety

Most of the investigations that have been dealt with anxiety (Horwitz, Cope, 1986,

Oxford, 1992, Gardner, MacIntyre, 1993) depict anxiety as a variable that hinders language

learning achievement i.e. debilitating or harmful anxiety (Cited in Arnold, 1999: 61).

However, few of these studies as that of Oxford (1995) describe it as a facilitating factor and

helpful variable in language learning in some situations associated with particular conditions.

These works arrive to the result that anxiety of excellent learners is helpful, and especially

with very simple learning tasks which is not the case of complicated ones as language

learning, this on the one hand. On the other hand, there are other language researchers who

hold different views about the existence of helpful anxiety. While some of these views claim

that positive aspect of anxiety is present all the time but we notice only the negative one when
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it occurs, others prefer to portray helpful anxiety in language learning as “zero anxiety”

“tension” and “attention” respectively (Arnold, 1999: 61).

Despite such dichotomy of helpful anxiety and harmful anxiety, recent investigations

confined to second and foreign language contexts (MacIntyre, Gardner, 1991, 1994, Philips,

1992, Aida, 1994, Cheng, 1994, Horwitz, Cope, 1986) examine language anxiety negative

effects rather than positive ones. This work is developed in this research area because it aims

at solving problems rather than giving comments.

As it is previously mentioned, speaking about foreign language anxiety as a reason of

language achievement delay or learning process failure leads to deal with the study of

Horwitz et al. (1986) as the major language anxiety correlational work. The latter investigates

this emotional construct in FL context and describes as “specific -situation anxiety” where it

gives up the dichotomy of trait anxiety1 and state anxiety2 examined by a number of

researchers including Levitt (1960) and Spielberger (1983) since it fails to justify some

anxious situations in FL context (Horwitz, Cope, 1986). In similar context, MacIntyre,

Gardner (1991) comment that investigations of Horwitz et al. (1986) indicate that exploring

FL anxiety through situation-specific perspective is able to “capture its essence” and gives

satisfactory results which are not the case of trait anxiety and state anxiety perspectives

(MacIntyre, Gardner, 1991: 87). The present work will discuss later the most important

conceptual foundations relevant to situation-specific anxiety and give more details about it.

2.4.3. Language Anxiety Correlations

In recent years, the importance of psychological issues has become a matter of debate

and extensive research among language researchers and teachers. The latters have found that

anxiety has relationships with other variables in the way that either accelerate or delay

learning process. In FL learning context, several investigations (Arnold, 1999, Horwitz, 2001,

Pappamihiel, 2002) have been oriented to examine the correlational state between anxiety and

other variables. Language researchers admit that the deeper they delve into the relationship

between these variables in language learning, the more complex the identification of

particular variables becomes (Richard, Baldauf, 2012).

1 Trait anxiety is a lasting feature or trait in one’s personality reflected in his language performance in different
ways and degrees. It appears whatever and whenever the situation is (Levitt, 1960, Cited in Wilson, 2006: 42).
2 State anxiety refers to the fear and apprehension that language learners display in a particular situation such as
making a public speech (Arnold, 1999).
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2.4.3.1. Language Anxiety and Self-esteem

Self-esteem is an affective variable that is increasingly influenced by anxiety in the

way that hinders FL learning process. It refers to self-image or judgment that one (learner)

gives to himself and to the degree of self-efficacy that he feels. Bandura (1991) tries to

explain anxiety-self-esteem correlation in his theory of “self-efficacy”. Bandura (1991) states

that when a learner faces any threat, the level of anxiety resulted from is depended on this

learner’s perception of his abilities when he deals with the present threat. If he has high self-

esteem, he will perform or act the given task positively (Cited in Pappamihiel, 2002: 329).

Accordingly, Pappamihiel comments:

“Bandura’s (1991) theory of self-efficacy posits that when a
situation is perceived as threatening, the resultant anxiety is
dependent on an individual’s perception of his/her ability to
deal positively with that threat. Bandura additionally argues
that self esteem can act as a mitigating factor in anxiety
producing circumstances”

(Ibid).

But, if a learner has low self-esteem, this will probably influence negatively his

performance. Pappamihiel adds: “On the other hand, when learners see situations as

threatening, there can be an adverse affect on learning…their ability to concentrate and be

successful at learning tasks is hampered” (Ibid). This means that learners with low self-

esteem are more exposed to FL anxiety.

Referring to the study of Horwitz et al. (1986), Andrade and Williams (2009) explain

the link between self-esteem and FL anxiety as follows: “Formal foreign language anxiety

has been attributed to the inability to present one’s ideas and opinions as well as one can in

the target language, which can undermine self-esteem and threaten one’s self-image”

(Andrade, Williams, 2009: 03-04). According to these researchers, anxiety has many to do

with self-esteem; anxious learner may experience low self-esteem, however relaxed learners

have high self-esteem. Price (1991) supports this view and insists on negative relationship

between anxiety and self-esteem which may be interpreted in undesirable reactions that may

extremely hinder learning achievement. Among these unpleasant responses Price (1991)

mentions communication avoidance, phobia of making errors and being unable to behave like

normal learners in class (Cited in Arnold, 1999: 62).
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Unlike Bandura, De Andre (2002) refers to anxiety-self-esteem correlation from

another angle. De Andres views that high self-esteem is a result and not a reason of high

learning achievement in which anxiety level is either low or absent, and that learner’s

personal judgement of worthiness can be modified positively if it is best instructionally

guided: “Self-esteem can be modified through direct instruction and that such instruction can

lead to achievement gains” (De Andres, 2002: 03). De Andres (2002) adds that modification

in the area of self-esteem changes from one context to another i.e. EFL learners’ self-esteem

level is different from that of L1 which needs less efforts from learners themselves and from

their partner. However, it can be found that EFL learners with high self-esteem achieve

significant gains in their learning process comparing to those of L1 (Ibid).

2.4.3.2. Language Anxiety and Self-confidence

Self-confidence is also considered as an important affective variable that may

correlate with language achievement. In many cases, learners’ lack of self-confidence causes

their anxiety in which they become worried, afraid when they are asked to perform a given

language task. Consequently, this will increase their difficulties and hinder the possibility of

achieving successful learning process. Guang and Liang (2007) depict learners with very low

or no self-confidence as self-abasement learners:

“Self-abasement students have almost no self-confidence. They
hardly ever believe in their ability to speak English or face
teachers, classmates and any sort of audience. Then, they either
keep silent or say a little with great difficulty in oral English
classroom activities”

(Guang, Liang, 2007, Cited in Maouche, 2010)

According to Guang and Liang (2007) non-self-confident learners are unable to invest

their speaking abilities when they face teachers and peers during an oral session due to some

personal or social constraints. Moreover, absence or lack of self-confidence makes learners

take a little or no risk in class and as a result they refer to some defending means as keeping

silent or saying few words with difficulty. In related context, Ely (1986) makes a link between

anxiety and risk-taking: “anxious learners were less likely to take risks in the language class”

(Cited in O’Brien, 2009: 54). Anxious learners consider performance of a particular task as a

risk; their anxiety increases their inability to take risks which is usually associated with lack

of self-confidence leads them to be inhibited or passive as well as in oral performance. On the

contrary, self-confident learners appear psychologically stable comparing to non- or less
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confident ones. According to Clement (1976) learners’ prior language learning experiences

help them to maintain self-confidence, and the latter in return develops their belief in their

actual competence (Cited in Gardner, 1985:68). In short, there is an interrelated link between

anxiety, self-confidence and risk-taking which may be developed either constructively or

destructively.

2.4.3.3. Language Anxiety and Motivation

The term motivation is increasingly used in learning contexts because it is considered

as a key-condition for achieving success. In his “Pyramids of Needs”, Marlow (1970)

describes motivation as “a hierarchy of needs”, a need which cannot be neglected and which

leads to the fulfillment of the other needs. In this research point, De Andres (2002) discusses

Marlow’s Pyramid of Needs and infer s that motivation is one of the needs which stem from

basic physiological needs to higher needs of safety, self-esteem (De Andres, 2002: 04). The

significance of motivation in FL learning makes it receives a wide range of definitions but

most of them agree with Brown (1994) definition which defines this affective variable as: “as

an inner drive, impulse, emotion or desire that moves people to a particular action” (Ibid).

According to Brown (1984) motivation is an internal affective force or a desire that drives

one to do his best which is the case of FL learners who struggle with their difficulties to

achieve success. Unlike demotivated learners, motivated ones are less (if not) exposed to

negative attitudes in language learning like anxiety. Indeed, motivation contributes in

reducing learners’ feeling of fear and different sources of psychological insecurity. Thus,

being motivated makes anxious learners acquire the energy to perform language tasks without

hesitation regardless to the rate of language accuracy. Goleman (1995) refers to this energy as

“flow” which positively guides learners’ emotions in order to serve their learning process

development (Cited in Arnold, 1999: 120).

Currently, there is a great interest in anxiety-motivation correlation i.e. being

motivated helps anxious learners to alleviate their fears and engage in oral practice at least

with lower anxiety degree. Kim, Oh, Chiaburu, and Brown (2011) claim that motivation

develops positively core self-evaluations which involve a student’s self-concept, self-efficacy,

sense of self-worth, and other ways in which students measure themselves. Core self-

evaluations have a significant relationship with anxiety; if students develop positive self-

evaluations they are likely to use coping strategies to deal with negative emotions such as
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anxiety. However, if they develop negative self-evaluations it is expected that they fail to

cope with anxious situations (Cited in Dobson, 2012: 17).

In addition, JuLiu (2014) states that there is a consistency between motivation and

anxiety; being motivated helps anxious learners with different levels of proficiency to

alleviate their fears and apprehension (JuLiu, 2014:10). JuLiu‘s (2014) view comes as

support to previous views that highlight the significance of motivation in anxiety reduction;

“It may be that a highly motivated language learner experiences low or no anxiety levels and

an unmotivated learner is very anxious” (Schumann, 1994, Cited in Shinge, 2005:

25).According to Schumann (1994) lack or absence of motivation results in high levels of

anxiety, however high levels of motivation are associated with low levels of anxiety. The

negative way of the two affective variables’ association (low levels of motivation and high

levels of anxiety) means that the affective filter is up and transmission of message will be

hindered; input will not become intake (Cited in Shinge, 2005: 25).

2.4.3.4. Language Anxiety and Autonomy

Studies that have been dealt with autonomy in language learning (Holec, 1981, Little,

1991, Littlewood, 1996, Rivers, 2001) highlight its function in achieving success among

learners especially in FL learning (Shinge, 2005: 26). Particularly, the most frequently cited

definition of autonomy in FLL context is that of Holec (1981): “the ability to take charge of

one’s learning” (Ibid). Accordingly, learners are responsible for taking decisions about all the

aspects of their learning including; objectives, techniques to be used and evaluation of what

has been acquired. It is obvious here that the focus is on the factors like learning objectives’

determination, techniques’ investment and acquired input evaluation which a language

learner refers to in order to achieve effective learning. Learner autonomy can be affected by

other variables positively or negatively as well as motivation and anxiety respectively (Ibid).

Regarding to the present research area we are concerned with the second interface (anxiety-

autonomy correlation rather than the first one (motivation-autonomy correlation).

Furthermore, according to Oxford (1990) good language learners are often those who

know how to control their emotions and attitudes about learning; this means that successful

language learners are those who have the ability to manage their emotions; especially

undesirable ones counting anxiety. The fact that autonomous learners control all aspects of

their learning means that they also control their emotions such as anxiety by utilizing effective
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strategies which make their feelings develop in the manner that serves their learning process

improvement (Ibid: 33).

2.4.3.5. Language Anxiety and Competitiveness

According to the study of Bailey‘s (1983), competitiveness among learners may create

a kind of pressure which produces classroom anxiety. The latter can be debilitative and thus

hindering optimum performance. In other words, competitiveness can be a negative factor

which results in creating a feeling of discomfort when the competitor fails to attain his

‘idealized self-image (Cited in Arnold, 1999: p 63). In contrast, Scarcella and Oxford (1992)

state that it is not necessarily that whenever there is competitiveness, there is anxiety .i.e.

competitiveness can be a positive factor that increases learners’ performance in terms of

volume and quality (Ibid). The figure below indicates correlates of language anxiety.

Figure 2.3: Correlates of Language Anxiety (Adapted from Arnold, 1999).

2.5. Foreign Language Anxiety

Comparing to other language learning contexts foreign language one has received

noteworthy researches that carried out meaningful results related to different issues including

Foreign Language Anxiety (FLA). Significance given to this research point is due to several

reasons include revealing and explaining the effects of such psychological variable on

learners’ self-issues and target language performance (Dobson, 1992).In other words, the way

that learners feel when use a language which is totally different from their L1 in

communication with native speakers or proficient users of (teachers) is of high interest among

language researches (Ibid).

Depending on the study of Harder (1981) Dobson (1992) states that most of EFL

learners feel frustration when native speakers talk to them and sense that they have a problem

of knowledge or intelligence and not simply imperfect command of English. In his paper “On
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the reduced personality of the second language learner” Harder (1981) points out that

learners feel lacks when they try to express themselves in a language that they do not know

well. Harder (1981) adds that “frustration (that language learners feel) is unfortunate but

inevitable” and accordingly, it is expected that learning a different language makes learners

frustrated, troubled and bothered , yet it is important to go through this stage in order to be a

good user or communicator of the target language (Cited in Dobson, 1992: 70).

As it is previously mentioned, significant results and theories have been developed in

this research point aim at helping FL practitioners manage their classrooms in the way that

increases learning effectiveness and develops an optimal environment of. This sub-section

exhibits the basics of FL anxiety that developed by pioneers of correlational studies headed by

of Horwitz et al. (1986).

2.5.1. Conceptual Foundations of Foreign Language Anxiety

The conceptual foundations of FL anxiety involve primarily in the study of Horwitz et

al. (1986); these concepts are mainly concerned with anxiety definition, components and

measurement.

2.5.1.1. Definition of Foreign Language Anxiety

Language anxiety has received different definitions from different perspectives;

psychological, educational and anthropological. This wide range of definitions identifies the

significance of such emotional response and its effects on language learning. Most of these

definitions are built around the notions of fear, apprehension, tension, psycho and

physiological threats that one faces in his interactional environment. In academic context,

Arnold (1999) defines language anxiety as: “…the affective factor that most pervasively

obstructs (blocks) the learning process. It is associated with the negative feelings such as;

uneasiness, frustration, self-doubt, apprehension and tension” (Arnold, 1999: 08). Arnold’s

definition depicts anxiety as an affective with a negative influence on language learning i.e.

anxiety is an emotional response which increases learners’ difficulties and hinders their

learning process.

Likewise, Oxford (1999) defines FL anxiety as: “a fear or apprehension occurring

when a learner is expected to perform in the second or foreign language” (Cited in Arnold,

1999: 59). Oxford shows that FL context as fertilized area of anxiety production in which

learners’ performance is covered by fear and apprehension i.e. anxiety can be detrimental for

FLL context because it interferes with mental processing and influences a learner's ability to
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attend to, concentrate on, and encode language information. These views display the

complexity of understanding language anxiety and language achievement relationship and the

difficulty of recognizing the frontiers of this emotional response.

As far as we are concerned, the major part of this theoretical section is devoted to

Horwitz et al. (1986) study which discusses anxiety experienced by FL beginning learners at

the learning Skills Centre of University of Texas. The researchers describe FL anxiety in

terms of physiological and psychological attributes including: tenseness, trembling,

perspiring, trembling, palpitation and sleep disturbances, in addition to freezing, going blanks

and feeling reticence before entering exam room (Cited in Wilson, 2006).

However, the thing which attracts researchers’ attention is that these attributes and

others are mixed together differently with high or low levels. This mixture of anxiety

behaviours appears in dissimilar forms, and in the way that one cannot pretend what the result

of will be and be unable to examine and explain them. Horwitz et al. (1986) note that anxious

FL learners experience apprehension, worry, even dread, misunderstanding, become forgetful,

sweat and adopt avoidance behaviours such as missing class and postponing homework.

The observations or reactions stated above lead Horwitz et al. (1986) to deduce that

FL anxiety is “a distinct complex of self-perceptions, beliefs, feelings and behaviours related

to classroom language learning arising from the uniqueness of language learning process”

(Cited in Wilson, 2006: 67). Horwitz et al. describe FL anxiety not only as a combination of

fears; fear of failure, fear of negative evaluation and the fear coming from learner’s negative

perception of his/her own communicative abilities, but also as a set of self perceptions,

beliefs, feelings interpreted in a form of physical outcomes or behaviours that characterize by

complexity and distinction derived mainly from one’s individual differences and learning

setting circumstances. Accordingly, the uniqueness of FLL gives birth to the uniqueness of FL

anxiety; the latter is arisen in a context that requires different socio-cultural demands imposed

on the learner. These demands create a kind of challenge for being a competent communicator

that leads to reticence, worry or panic (Ibid: 68).

Depending on the study of (Spielberger, 1983) and (Horwitz et al., 1986), E. Horwitz

(2001) arrives to a result which supports the view of “foreign language anxiety uniqueness”

stated above by Horwitz et al. (1986). Correspondingly, Horwitz (2001) points out that FL

anxiety is submitted to a significant feature “subjectivity” which makes it a complex construct
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and contributes in creating different forms of difficulties. Horwitz (2001) claims: “Anxiety is

the subjective feeling of tension, apprehension, nervousness, and worry associated with an

arousal of the autonomic nervous system” (Horwitz, 2001: 113). According to Horwitz,

anxiety outcomes, reasons and levels change from one person to another because of the

individual differences that typify one’s personality and which are reflected in their attributes

in different forms. Foreign Language Anxiety has received much attention after 1986 because

of results’ consistency relevant to its effects on language learning that the seminal work of

Horwitz et al. (1986) displays. This work indicates that FL anxiety can interfere at different

levels; language acquisition, retention, and production of the new language with a remarkable

increase of learners’ spoken practice difficulties.

The intended results that Horwitz et al. (1986) arrive to make their associate Horwitz

(2001) asserts that anxiety is not a facilitating factor in FL learning but it is probably a

debilitating factor in all settings because language learning is multifarious and

psychologically intricate phenomenon. Consequently, she reintroduces “Situation-specific

anxiety” developed by her associates Horwitz et al. (1986) as a cause for “students’ negative

emotional reactions in foreign language learning” (Wilson, 2006: 57). In similar context,

Richard and Baldauf (2012) consider Horwitz et al. (1986)’s study as a cornerstone in

language anxiety research. The two researchers mention that intentional study has provided a

definition for FLA which is widely accepted among language researchers; a definition which

shows that FLA is considered as “a unique type of anxiety” which has specificities that

differentiate it from anxiety in other contexts (Richard , Baldauf, 2012: 04).

2.5.1.2. Situation-Specific Anxiety

Researchers who have adopted situation-specific approach (Horwitz et al., 1986) and

(MacIntyre, 1988) when they study FL anxiety mention that it offers more meaningful and

consistent results related to. Researchers are able to examine the process of anxiety resulted

from a given situation in which particular hypotheses are tested (Wilson, 2006: 92).

Specific situation anxiety study requires from learners to make attributions of anxiety

generated from particular sources related to a given FL learning context. Oh (1990) describes

FL anxiety as a situation -specific anxiety in which students experience it with self-centred

thoughts, feeling of inadequacy, fear of failure and emotional reactions in classroom.

Similarly, Wilson (2006) states “Situation-specific anxiety can be considered to be the
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probability of becoming anxious in a particular type of situation such as during tests or when

speaking a second or a foreign language” (Ibid: 45). The two views agree that FL learning

involves anxiety related to specific situations including FL oral practice and oral tests.

2.5.1.3. Foreign Language Anxiety Components

Horwitz et al. (1986) point out that oracy skills; listening and speaking are the main

sources of anxiety which create potential difficulties for learners: “Unprepared, free speech is

especially disconcerting.”These difficulties are likely to be worse in FL context where

different sounds and linguistic structures are present. The investigation of Horwitz et al.

(1986) involves specific situation anxiety perspective which focuses on three elements in

FLL; communication apprehension, language course testing and fear of negative evaluation.

Horwitz et al. (1986) say: “Because foreign language anxiety concerns performance

evaluation within an academic and social context, it is useful to draw parallels between it and

three related performance anxieties: 1) communication apprehension; 2) test anxiety; and 3)

fear of negative evaluation” (Horwitz, Cope 1986: 128).These components are considered as

FLA processes that underlie Horwitz’s theory and that are directly relevant to oral

performance.

Anxiety attributes s that have been stated in the correlational work (as poor retrieval of

items during tests, helplessness, fear of making mistakes which makes them be silent, and

avoid any kind of classroom participation …) guide the researchers to determine three

components: communication apprehension, fear of negative evaluation and test anxiety as

specificities that primarily justify- according to them- the uniqueness of FL anxiety. In other

words, being in an affective state associated with fear, threat, powerless and tension due TL

performance evaluation makes FL learners undergo ‘communication apprehension, fear of

evaluation and test anxiety’. As leaders of this notion, Horwitz et al. (1986) claim that this

categorization of varieties is found to clarify the state of FL anxious learners when they are

asked to perform a particular language task in an academic setting.

First, at communication apprehension stage, a foreign language speaker is frustrated

because he / she is aware that full comprehension of all FL messages is not possible form

him/her. Pappamihiel (2002) states that communication apprehension is a result of potential

feeling of discomfort, fears and threat that a learner comes in touch with in actual or

anticipated communication setting (Pappamihiel , 2002: 331). It is proposed that a foreign
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language learner has mature thoughts and ideas but he has not mature FL vocabulary that

expressing them. In this context, Brown, Anderson, Shillcock and Yule (1984) comment that

most of learners asked to express themselves in front of the class experience intimidation;

however some of them can cope with. Such feeling of intimidation is described by the

researchers as “communicative stress” which should be taken into consideration in assesment

(Brown, Anderson, Shillcock, Yule, 1984: 40).

Likewise, Horwitz et al. (1986) show that this inability to express oneself or

understand others causes frustration and apprehension but they add that undesirable feelings

are not necessary to be associated by first and second language contexts (Horwitz, Cope,

1986: 128).Similarly, Wilson (2006) comments that a foreign language receiver or producer

may feel apprehension when he/she is required to communicate in the FL with others.

Feeling of being evaluated may also enhance his /her worry and lead to uncontrolled

communicative situation (Wilson, 2006: 68).

Second, fear of negative evaluation is concerned with such evaluation involved by

teachers or peers; students are unsure of what they are saying and may feel that they are

unable to perform better the given oral task: “unable to make the proper social impression”

(Gardner, MacIntyre, 1989: 253). According to Watson and Friend (1988) social evaluative

anxiety is feeling of apprehension that anxious learners shows about classroom agents’

evaluations, avoidance of evaluative situations and the expectations that others would

evaluate them negatively (Wilson, 2006: 69). In other words, FL learners feel that they are not

socially able to interact with their teachers or classmates using the target language. This

feeling is usually interpreted in the form of fear from the classroom partners’ evaluation.

Wilson (2006) comments that thinking and feeling of fears derived from others evaluations

and expectations make learners assume that their performances would be never liberated from

assessment (Ibid).

Concerning fear of negative evaluation, Horwitz et al. (1986) declare that FL learners;

especially adults, are highly experienced fears of negative evaluation because they are aware

that they cannot express themselves in the foreign language as fully as they can in their first

language. This notion has been already revealed by Tobias (1978) and Schlenker and Leary

(1985): “The intimate relationship between self-concept and self-expression makes foreign

language anxiety distinct from other academic anxieties” (Cited in MacIntyre, Gardner,

1991: 106). In other words, this comparison made by FL learners between their L1
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performance and TL performance is in itself a source of anxiety which is interpreted in the

form of negative evaluation apprehension.

It is important to state that idea of fear of negative evaluation is new as a variety in

Horvitz’s FL anxiety classification, but it is not new in its use in language learning field.

Vygotsky (1978) refers to it implicitly when he uses the term “anxiety” and mentions the

“withdrawal from classroom interaction” as a result of. Vygotsky (1978) says: “... learning is

dependent upon the social interactions that occur in the classroom. Withdrawal from this

interaction as a result of high levels of English language anxiety is perhaps the most harmful

effect of English language anxiety (Cited in Pappamihiel, 2002: 331). Due to objectionable

reactions that social interaction involves, highly anxious learners may adopt some negative

attributes including classroom communication avoidance. The latter is seen by Vygotsky

(1978) as the most damaging English language anxiety outcome since it prevents any practice

opportunity to occur.

Additionally, MacIntyre and Gardner (1994) discuss the results of Beck and Emery’s

(1985)’s study and claim “Foreign language classroom anxiety imposes serious threats on

learning, and that anxiety in general necessarily stems from a perception of threat; the FL

classroom itself is vulnerable to anxiety due to several factors such as the risk of being

humiliated by other students” (Cited in Lynch, 2001: 126).MacIntyre and Gardner (1994)

state that foreign language anxiety has severe negative impacts on learning. They add that

negative evaluation apprehension is a reason that creates and increases this sort of anxiety,

and that FL context itself is considered as a motivating factor of this undesirable emotional

response (Ibid).

Third, at testing stage, Horwitz et al. (1986) arrive to the result that FL tests and exams

involve a form of worry known as “test anxiety” and they define it as: “a type of performance

anxiety stemming from a fear of failure. Test-anxious students often put unrealistic demands

on themselves and feel that anyth ing less than a perfect test performance is a failure”

(Horwitz, Cope, 1986: 127-128).When learners think that they may fail to perform FL test or

exam, their fears increase and feed their anxiety and may result in higher levels of. These poor

students believe their ability of performing tests perfectly is a success; however their inability

of is a failure. Two reasons may justify the description given above by Horwitz et al. (1986):

“Test-anxious students often put unrealistic demands on themselves” the first reason is that it

is not reasonable to consider less perfect test performance as a failure, and the second one is
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that learners’ thinking about failure whatever the performance mode is, enhances their

hindrances and decreases learning achievement (test scores). Horwitz et al. (1986) also

mention that their study participants who report “freezing” on tests claim that testing material

has been learned but due to anxiety, their performance does not reflect that learning (Wilson:

2006: 68). Horwitz and his associate (1986) also insert that:

“Students who are test-anxious in foreign language class
probably experience considerable difficulty since tests and
quizzes are frequent and even the brightest and most prepared
students often make errors. Oral tests have the potential of
provoking both test-and oral communication anxiety
simultaneously in susceptible students”

(Horwitz, Cope, 1986: 127-128)

Accordingly, test anxiety is not limited to poor or average learners in FL context but

even the brightest and the most prepared ones may experience it. This anxiety experience may

be of great effects if oral tests take place because this type of tests is likely to evoke test

anxiety as well as communication apprehension. Horwitz et al. (1986) do not ignore that

frequent tests and exams in language classrooms involve worry but they depict fear involved

in FL tests and exams as specific to such setting. However, critics comment that the study

shows no a clear image about differences between test anxiety in FL context and that of other

contexts and whether it is resulted from the same types of tests and exams or not. In short, the

study of Horwitz et al. (1986) shows that the three components involved in FLA have a

deleterious influence on TL learning.

The significance of Horwitz et al. study in FLA is not accepted in every details; Tobias

(1986) study mentions that communication apprehension and fear of negative evaluation

“social evaluative anxiety” stated by Horwitz et al. (1986) are interrelated and have an

obvious link with anxiety developed in FL context “Communicative anxiety”. The latter is

defined by Tobias (1986) as “an anxiety in interpersonal settings…and was significantly

related to both the learning and recall of vocabulary items” (Cited in Gardner, MacIntyre,

1991: 296). However, the researcher does not support that test anxiety is primarily a FLA

component but it is a factor that that can be involved in any language context because testing

is considered as a pedagogical requirement in which teachers are required to assess their

learners continually on the TL proficiency aspects (Cited in Gardner, MacIntyre, 1989: 253).
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The fact that test anxiety can occur ; with different levels whatever the test is, makes

some researchers as Cubukcu (2007) advise teachers to be fair when they evaluate learners in

oral tests taking into consideration the possibility of being anxious. Cubukcu (2007) mentions

that: “Teachers should consider the possibility that anxiety accounts for the student

behaviours before associating poor student performance with the lack of ability, inadequate

background or poor motivation.” The researcher displays that owing to fear from teacher’s

evaluation, learners may perform less than usual and it is not necessary that learner’s

performance during language tests reflecting his actual learning abilities or disabilities and

motivation.

Figure 2.4: Foreign Language Anxiety Components (Adapted from Horwitz , Cope, 1986).

2.5.1.4. Foreign Language Classroom Anxiety Measurement

Speaking about Horwitz et al. (1986)’s Foreign Language Classroom Anxiety (FLCA)

study leads necessarily to deal with the measurement scale (FLCAS) developed in. This scale

is widely used by other researchers (Aida, 1994), (Rodreguez, Abreu, 2003) (in its original

form, translated, adopted) due to its consistent results. It is found to evaluate or measure an

anxiety that is specific to Horwitz et al 1986’s study and the language learning situation that

they call it “Foreign Language Anxiety” (Wilson, 2006: 66). In other words, the examination

of specific situation anxiety is submitted to a measurement scale (FLCAS) that takes the form

of 33 items to be answered from “strongly agree to strongly disagree”. This scale reflects the

three components proposed “communication apprehension, test-anxiety and fear of negative

evaluation” in foreign language classroom (Horwitz, Cope, 1986: 94) (See Appendix 04).

The aim behind the use of FLCAS is to achieve results that provide more informative,

useful and consistent conclusions. Horwitz et al. (1986) comment: “researchers have neither

adequately defined foreign language anxiety nor described its specific effects on foreign
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language learning” (Ibid: 104). Despite the number of studies that confined to scrutinize FLA

before 1986, problems of definition and measurement still float on the surface and result in

producing a weak theoretical literature. In return, language researchers declare that investment

of FLCAS helps to identify students with debilitating anxiety in FL classroom and tackle a

number of their common characteristics (Cited in Wilson, 2006: 70).

2.5 2.Sources of Foreign Language Anxiety

Before speaking about causes that give birth to FL learners’ anxiety, it is preferable to

start with what literature records as language anxiety sources. Bailey (1983) refers language

anxiety to several sources including: comparing oneself performance with those of other

students, performing with much consideration to teacher’s expectations and approval, tests

and comparing target performance with presented one. Learners make this comparison to

check if they invest all their abilities to achieve particular goals (Cited in Wilson, 2006: 78).

Skehan (1989) relates anxiety emergence to poor performance; learners are anxious

because they are performed the given task inadequately. Skehan mentions “influence of

anxiety changes as a function of ability level.” i.e. learners with high abilities experience

facilitating anxiety “beneficial to learners” whereas learners with low or average abilities

experience debilitating anxiety. This leads Skehan to suppose that anxiety is a result of low

achievement. But, Skehan’s view is not well supported among researchers because most of

the studies done in this research area confirm the opposite i.e. anxiety is one of the reasons

that lead to low achievement (Ibid). Furthermore, Arnold (1999) concludes that causes that

feed language anxiety differ from one classroom to another; this difference is usually occurred

because each classroom has its own social structure. Classroom social structure uniqueness

can be interpreted through the wider range of learners’ individual differences; including

previous personal experiences, their familiarity with the learning context, their cognitive

abilities and the extent of their affective disabilities’ influence on their performance (Arnold,

1999: 19).

As far as we are concerned, several studies have been developed in the area of FLA

sources. Depending on these researches, Young (1991) mentions six sources that evoke this

affective variable and affects negatively learners’ performance. Young classifies them as

follows: personal and interpersonal anxieties, learners’ beliefs about language learning,

instructor beliefs about language learning, instructor-learner interactions, classroom

procedures and language testing.
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The first source is primarily related to low self-esteem and classroom competiveness;

the second source is concerned with students’ beliefs about the target language. With

reference to FL learning , Horwitz et al. (1986) and Price (1991) refer to this point and they

respectively point out that learners may believe that they must speak with perfect accuracy

and fluency or they do not have the aptitude needed that enable them to learn a language

(Wilson, 2006: 78-79).

The third cause is widely interpreted through the manner of teacher when he deals

with learners’ performance, Young (1991) views that practitioners may cause their learners’

anxiety if they adopt an authoritarian manner in their classes because authoritarianism may

increase students’ worries and apprehensions and result in poor performance or reticence. The

fourth reason is relevant to teacher-learner relationships, Young (1991) mentions “severe

error correction” as an example of teacher’s negative reaction (Ibid: 80). Equally, Young’s

notion supports that of Heron (1989) claims “…communication involving more personal

aspects of one’s being, such as feelings, if care is not taken to provide an emotionally safe

atmosphere, the chance for the development of anxiety-provoking situations can increase

greatly” (Arnold, 1999: 09). According to Heron (1989) teacher’s attitude toward his learners

especially at evaluation level has great effects on learning process. This attitude can be a

motivating or de-motivating factor for them. In fact, some teachers unintentionally cause their

learners’ anxiety or contribute in increasing its levels. Thus, they should be careful when they

interact with their learners taking into account their personal feelings and their limited

abilities that are involved within a given communication situation.

The fifth cause is concerned with classroom procedures and it is particularly

associated with oratorical phase as a major “anxiety producing activity”. Young (1991) refers

to Koch and Terrell’s (1991) study which shows that FL learners expose different levels of

anxiety when do oral presentations and skits in front of the class. The sixth source of anxiety

is testing and is largely recorded in recent literature counting (Horwitz et al., 1986, 1991),

(Madsen, Brown, Jones, 1991) and (Daly, 1991). Accordingly, Young (1991) cites that test

anxiety is primarily involved due to questions arisen in learners’ minds concerning some test

formats including test topic, their ability to perform it and teacher’s way of evaluation (Cited

in Wilson, 2006: 82).

Von Worde’s (2003) study about anxiety sources shows similar results. Von Worde

states that difficulty in understanding language exposure, oral classroom tasks, pedagogical

practices as listening and speaking tests, worry from making errors and teacher’s correction
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are the major reasons for FLA (Ibid: 84). Another reason is proposed by MacIntyre and

Gardner (1989) and it is concerned with negative past experiences. According to these

researchers, unsuccessful previous learning experience associated with FL practice is one of

anxiety causes. The two researchers claim: “FLA initially plays an insignificant role;

however, after learners have repeated negative experiences with anxiety in the FL classroom,

it turns out to be a stable phenomenon” (Cited in Capan, 2012: 132). MacIntyre and Gardner

(1989) consider learners’ earlier contact with negative learning experience has no significant

role in their learning process. But, if these undesirable experiences are repeated, they will

threaten their performance because these unpleasant experiences may create anxiety.

Heron (1989) describes the repeated undesirable learning experiences that MacIntyre

and Gardner (1989) referred to as “archaic anxiety”. He explains that this variety derives

from learners’ unpleasant past experiences in language learning; these experiences may

emerge each time and hurt their emotional side causing great worry and fears before and

during their performance (Arnold, 1999: 19).

From another perspective, Sparks, Ganschow and Javorsky (1994, 2000) relate

learners’ difficulties in FL context to L1 learning context. According to them, FL problems

that hinder learning achievement as anxiety originated from those occurred in L1 context. In

other words, if learners find facility in learning L1 phonological, syntactic and semantic

codes, this will influence positively FLL. Furthermore, learners with high levels of anxiety

show poor performance and get lower scores in listening and speaking skills in both; L1 and

FL contexts respectively. In contrast, learners with low levels of anxiety and more relaxed

ones show optimistic results. While the former group displays better native language

competence and foreign language aptitude, the latter shows moderate and high range of

(Wilson, 2006: 81).

The researchers suggest that poor performance exposed by highly anxious learners is

not due to their poor language skills. This suggestion is justified by reaction of average-

anxious learners who show average abilities when they perform similar tasks. Sparks et al.

(2000) tend to show the negative relationship between anxiety and leaning achievement in FL

context (Ibid). It can be deduced that oral tasks, tests and fear from negative evaluation are the

major reasons for FLA which may in return result in poor performance and decrease language

achievement.

Despite the findings exposed above, Heron (1989) points out that there is a wide range

of factors that cause language anxiety, but some of these reasons remain unknown. Heron’s



Chapter Two................................................................................................ Review of literature

68

view can be justified by the complexity of some anxious situations where it is difficult to

identify their sources due to the intervention of many identifiable and unidentifiable variables

(Cited in Arnold, 1999: 19). In addition, introducing FL anxiety reasons is not sufficient to

identify this complex psychological phenomenon, but by exposing its major symptoms later in

this work, its sources and dimensions will be identified.

2.5.3. Effects of Foreign Language Anxiety on Language Learning

The impact of anxiety on FLL can be increasingly observed through the three stages of

language learning; input, processing, and output. Learners’oral performance which dominates

the major part of classroom practice expresses better anxiety-instruction link. This notion is

not new; Tobias (1986) examines it and claims that anxiety can obstruct with the three stages

in FL context and influence learners’ information process capacities at each stage (Cited in

Byrene, 1997: 27). Moreover, Tobias (1986) proposes a model of FLA effects on instruction

where anxiety interferes at three levels: input, processing, and output. The researcher shows

that anxious learners including FL ones can be in a state of self-derogatory cognition where

they lose their control and lack concentration and their cognitive resources and abilities

become limited i.e. instead of focusing on the task given and thoughts related to, they focus

on the irrelevant and undesirable ideas involved due to anxiety (Cited in Wilson, 2006: 106).

First, input is considered as the initial stage in learning process, it contributes to

activate Language Acquisition Device (LAD). If this component is not well presented or is

exposed in uncomfortable atmosphere, learning gaps start to emerge. Tobias (1986) inserts “a

highly anxious learner cannot receive information because of the high degree of the learners’

affective filter” (Cited in Byrene, 1997: .27). At this stage, anxiety may intervene and cause

learners’ lack of attention and contribute in poor information processing, thus it results in

shortage of information-registration. In addition, time allowance for this process becomes

insufficient; time of the given task is widely invested in negative thoughts and discomfort that

are derived due to anxiety. Wilson (2006) comments that time devoted to oral test is in itself a

factor that may increase their anxiety in which some learners misjudge time (Wilson, 2006:

106).

Second, processing is the main stage in learning process because it is an intermediate

between what is exposed by the teacher and what will be produced by the learners during their

performance. At this level, a number of cognitive operations take place: concentrating,

brainstorming, storing, and retrieving of items taken in at the input stage, but the occurrence

of anxiety may hinder these internal processes. Besides, these unseen manipulations are likely
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to be influenced by negative emotional states involved by apprehension and worry. The latters

attack memory and result in task latency (Ibid: 255). In this context, Tobias (1986) mentions

that time taken to SL or FL messages’ and vocabularies’ understanding is different from that

of L1 and it indicates how the task is at the processing stage. Tobias adds that instructional

material’s difficulty can intervene as a motive for high anxiety level which impairs cognitive

processes involved at this stage such as new information rehearsal (Cited in MacIntyre ?

Gardner, 1994: 287).

Third, being language producers requires from learners to retrieve or produce what has

been previously learned or acquired and it is highly depended on input and processing stages.

Tobias (1986) returns to comment that: “output anxiety involves interference, which is

manifested after the completion of the processing stage but before its effective reproduction as

output” (Cited in Byrene, 1997:28). Anxiety may interfere with retrieval or production of

learners’ in-take and hinders output process especially if tests or exams take place within.

Language output entails students demonstrate their TL oral abilities which are primarily

measured by verbal production, qualities of free speech and test scores (Wilson, 2006: 255).

In addition to Tobias’s model, MacIntyre (1995) explains the effects of anxiety on

language learning as follows: “Language learning is a cognitive activity that relies on

encoding, storage, and retrieval processes, and anxiety can interfere with each of these by

creating a divided attention scenario for anxious students” (MacIntyre, 1995: 96). According

to MacIntyre, anxiety distracts learners’ attention where receiving, storing and retrieving

become difficult or impossible. This distraction occurs due to some internal reactions like fear

and discomfort resulted from anxiety and affective barriers associated with including: low

self-esteem and lack of self-confidence and inability to take risk.

In recent study, the cognitivist Segalowitz (2003) develops “Information Processing

Model” (IPM) which shows that speaking skill requires more efforts from a learner in terms

of mental activities at one time. Segalowitz states that unlike anxious learners, non-anxious

appear freer when they are asked to perform any oral task. Relaxed learners choose,

pronounce and combine words in the right way and respect the grammatical markers. In short,

the complexity of mental activities that are involved in oral practice increases when they

associate with anxiety. Consequently, fear, panic, mistakes, and reticence occur and a learner

may fail in performing the given task (Cited in Lightbown, Pada, 2006: p 38).

The influence of anxiety on the three stages of learning process; input, information

processing and output can hinder teachers from assessing their learners fairly. For instance,
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practitioners may see errors and mistakes done by learners in oral tasks as learning disabilities

without taking into consideration the interference of affective difficulties when performance

takes place. Horwitz et al. (1986) comment that anxious learners are often unable to show

what they have studied as materials for a test due to memory weakness resulted from anxiety.

In grammar test, the researchers observe that learners are prone to make persistent

careless errors, but after the test these learners realize that they have the right answers for

some questions and but being anxious stands up as an obstacle for responding correctly (Cited

in Wilson, 2006: 51). Horwitz et al. (1986) tempt teachers implicitly to pay attention to

learners’ emotional state when hey assess them. Nevertheless, Dobson (2012) points out that

some teachers have no a clear idea about anxiety signs and its effects on their students and

consequently they cannot evaluate their oral performance fairly or rightfully or help them to

cope with their anxiety (Dobson, 2012: 05).

The effects of FLA can increase if anxious learners suffer from learning disabilities

which make them experience high levels of anxiety. Nelson and Harwood (2010) lead a

research on learning disabilities -anxiety relationship and arrive to the result that students with

learning disabilities are significantly more likely to suffer from debilitating anxiety (Cited in

Dobson, 2012:26). Accordingly, Dobson (2012) states: “Several studies address the negative

effects of anxiety. Anxiety affects students with and without learning, but researchers found

that anxiety is a big problem for students with learning disabilities” (Ibid). While learners

without learning disabilities experience low levels of anxiety, learners with these lacks

experience high levels of anxiety. The reason is that poor learners cannot change the fact that

they have a disability and that it is something they feel they cannot change and will not

succeed (Ibid: 30). In short, learning disabilities are considered as a factor that feeds anxiety

and contributes in reaching developed stages of.

2.6. Foreign Language Anxiety and Learners’ Performance

Several studies (Horwitz et al., 1986, MacIntyre et al., 1986, Horwitz, 2001) mention

that FLA affects learners’ oral and written forms performance differently because of diverse

reasons. These causes are chiefly related to their individual variations and learning setting

circumstances. However, it is observed that the effects of this affective difficulty on learners’

practice are increasingly interpreted in oral performance rather than written one (Horwitz,

Cope, 1986).
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2.6.1. Foreign Language Anxiety and Oral Performance

According to many studies the link between language anxiety and learning

achievement is unenthusiastic. These studies examine extensively anxiety in its negative form

because researchers observe that anxiety creates learning hindrances and leads to low

achievement. Depending on the study of Horwitz et.al (1986), Horwitz (2001)

comments:“…there was a negative correlation between foreign language anxiety and

(students’) final grades…students with higher levels of foreign language anxiety both

expected and received lower grades than their less anxious counterparts”( Horwitz, 2001:

115). The study of Horwitz et.al (1986) argues that language anxiety can be found in all

language classrooms but with high levels in SL and FL classrooms, in which learners have to

communicate using a language which is different from their native language (O’Brien, 2009:

56). Particularly, Horwitz (2001) denotes that FLA influence on language achievement can be

of a great deal where learners with high anxiety levels expect and receive lower grades. But,

learners with lower levels of anxiety may not involve in similar experience i.e. they may

perform better and get satisfactory grades.

Oral performance as an aspect of language achievement develops an unconstructive

link with anxiety regardless to learning context. The work of MacIntyre and Gardner (1989)

shows a significant negative correlation between language anxiety (French class) and

vocabulary learning task performance. Another study has been done by Kim (1998) within the

Asian EFL context arrives to an analogous result in which he investigates the relationship

between anxiety and oral communication. Similarly, the study of Coulombe (2000) in SL

context (Canadian university learners of French) results in negative correlation between

anxiety and final grades of advanced learners (Horwitz, 2001: 115-116).

Lynch (2001) refers to the same view and mentions that SL and FL anxiety can be better

understood through oracy skills rather than literacy ones: “...students in foreign language classrooms

feel the most anxious when speaking and secondly when listening to the second language. The more

passive skills of reading and writing skills do not provoke the same levels of anxiety in students”

(Lynch, 2001:128). According to Lynch, the most anxious learners are FL and SL ones who

are supposed to perform speaking and listening activities respectively. Comparing to oracy

skills (speaking and listening), literacy ones (reading and writing) are not likely to evoke

higher levels of anxiety. The latters are largely interpreted through a wide range of

undesirable outcomes.

The significance of oral practice-anxiety contact is chiefly discussed in MacIntyre and

Gardner (1989, 1991), Young (1991) and Horwitz (2001) with reference to Horwitz et al.
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(1986) study. For instance, Young (1991) and Von Worde (2003) cite oral activities as

anxiety-producing reasons which make FL learners experience high, average and low levels

of anxiety (Arnold, 1999: 84). Broadly, MacIntyre and Gardner (1991) discuss Trylong‘s

(1987) study and state that anxiety may appear as a reason for poor language performance in

oral quizzes and lead to low learning achievement i.e. there is a negative link between

language anxiety and oral practice (Cited in MacIntyre, Gardner, 1991:99). The two

researchers also demonstrate that owing to high levels of language anxiety, FL speakers “are

prone to underestimate their linguistic abilities” and this situation makes them see no optimal

sorts for language learning progress but only feeling of failure (Cited in Wilson, 2006: 95).

In addition, Andrade and Williams (2009) declare that the predominance of the

evidence involved in language anxiety researches including foreign context supports anxiety

harmful effects in speaking activities’ performance (Andrade, Williams, 2009: 04). As a result

of these debilitating influences, anxious learners may develop undesirable attitudes like

speaking reluctance and reticence. Wilson (2006) comments that by damaging their potential

performance through reluctance, learners start a vicious circle where language anxiety and

poorer performance fuel each other (Wilson, 2006: 96). Correspondingly, Von Worde (2003)

denotes that asking a foreign language learner to give a public speech may cause a great deal

of fear that is equal to phobia or fear of snakes, elevators and heights. Learners who

experience this kind of phobia are unable to reproduce the intonation and the rhythm of the

language, they distort sounds. They also forget words and phrases, they freeze up; they do

not know what to say or how to say it or remain silent (Ibid: 103). This situation is widely

seen in oral tests and exams because anxiety may reach its high levels. MacIntyre et al. (1991)

prove that foreign language oral tests evoke test anxiety and thus unsatisfactory link occurs

between anxiety and oral practice in FL context (Ibid).

Likewise, Horwitz (2001) mentions that FLCAS that is applied by her associates

Horwitz et al. (1986) helps to determine the kind of relationship that usually covers anxiety

and FL learning achievement. She explains that this affective variable has usually deleterious

influences which affect unenthusiastically language skills improvement and thus delaying

learning process (Horwitz, 2001:114). In this context, Horwitz (2001) reinforces Horwitz et

al. (1986)’s view and invites teachers to evaluate learners fairly and take consideration to

anxiety reactions and detrimental effects. She also confirms that oral exams or tests scores

measured language achievement are sometimes inconsistent; learners may get lower grades

due anxiety interference (Cited in Wilson, 2006: 87).
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Foreign language classroom anxiety scale developed by Horwitz et al.(1986) interprets

learners’ anxiety during oral tasks in terms of various reactions among learners and which

most are: feeling panic and being nervous and confused( Horwitz et al. ,1986: p 129).

Concerning performance of role plays and oral presentations during an exam , Wilson (2006)

records the following anxiety attributes: nervousness, difficulty in understanding teacher’s

questions and interventions and inability to respond to, crying for moment, having a mental

block due to negative thoughts and negative self-perceptions of being unable to perform better

in the oral exam (Wilson,2006: 268-269). The following sub section is devoted to major FLA

attributes that literature recording when oral performance takes place.

2.6.2. Attributes of EFL Oral Performance Anxiety

Foreign Language learners’ oral performance has been associated with a number of

signs that are recorded in literature differently. These signs take dissimilar forms and can be

seen from different dimensions: psychological, cognitive, social, physiological, or a mixture

of .Deeply, researchers have found difficulties to limit or to identify in which or under which

circumstances each of these reactions being an anxiety outcome, and they wonder what

attribute is purely psychological or physiological or if it is a combination of them (Oxford,

1999). It is important to state that fear or apprehension is the major element that associated

with anxiety attributes and that rate or extent of these reactions differs from one learner to

another.

2.6.2.1. Nervousness

Regarding to its nature, anxiety as an emotional construct can hit strongly one’s

psychological stability and create his nervousness. The latter may be interpreted through

different sub- reactions. In relation to oral performance, nervousness is widely experienced

among anxious learners especially if they are engaged in oral tests (Horwitz, Cope, 1986) or

in public speech (Dobson, 1992).

At grammatical level, Horwitz et al. (1986) indicate that anxious learners may make

mistakes, not because they do not know these syntactic points but due to their nervousness.

Most of the time, this affective reaction is resulted from learner’s lack of self-confidence

associated with fear where he believes that he is not competent in using the TL or he is not

ready to perform the given oral task. In both situations, learners’ performance reflects their

levels of anxiety where mistakes are part from. Horwitz et al. (1986) mentions:
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The student realizes, usually some time after a test or an oral
exercise that s/he knew the correct answer but put down the
wrong one due to nervousness. If the student realizes s/he is
making preventable errors during the test, anxiety - and errors
may escalate. Over studying is a related phenomenon…Students
who are overly concerned about their performance may become
so anxious when they make errors” (Horwitz, Cope, 1986: 127).

Horwitz et al. (1986) show that most of learners make silly or preventable mistakes

and that they know the correct answer but give the wrong one, this on the one hand. On the

other hand, there are others who realize their mistakes during task performance and try each

time to correct them and this increases their nervousness and worry. This justification

displays that high levels of learners’ apprehension contributes to accelerate their

embarrassment and worry about their expected oral performance in front of their teacher and

peers. In similar context, Dobson (1992) states that even the most advanced students of

English may show fear and apprehension when they stand up in front of the class to give a

formal speech. He also adds that speakers generally become nervous when they are asked to

speak before a group even in their native language. At this level, it is important stating that the

level of nervousness may differ from one context to another. In other words, the level of

nervousness that is associated with giving public speech in L1 is different from that of foreign

language (Dobson, 1992: 62).

Additionally, Wilson (2006) shows that nervousness is necessarily associated with

high levels of anxiety: “…the more language anxious were, the more strongly they believed

that nervousness would have an effect on their oral performance in the classroom” (Wilson,

2006: 301).Undesirable feelings of fears and worries related to nervousness make learners

who have already experienced these situations exposing to higher anxiety levels that usually

resulting in poor performance and lower grades. Price (1991) denotes that anxious learners

may expose their nervousness through physiological attributes including: sighing, fidgeting

and laughing nervously in addition to tenseness, perspiring hands, wavering voice (Ibid: 304).

2.6.2.2. Inhibition

Inhibition is considered as one of the major language anxiety behaviours which

characterize FL learners’ oral performance. It usually decreases their self-esteem and risk-

taking ability. Most of anxious students become inhibited when they attempt to expose or

manage their target language fluency. Eysenk (1979) says that:
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“The feeling of fear... (is) intimately connected to the cognitive
side of anxiety, which is worry. Worry wastes energy that should
be used for memory and processing on a type of thinking which
is no way facilitates the task at hand”

(Cited in Oxford, 1999: 09).

Eysenk (1979) relates anxiety that usually takes the form of worry to some features

which indicate learners’ inhibition. Being worried makes students lose their comfort,

relaxation and control over what they produce; they may show hesitation and inability to

behave naturally when they are asked to perform a given language task. They may also forget

words and ideas and they are more exposed to mistakes-making than the normal learners.

As it is previously mentioned, Krashen (1983) states that anxiety contributes to an

affective filter which makes a learner unreceptive to language input and consequently he

becomes unable to improve his linguistic abilities. Thus, learners’ language acquisition does

not progress and they gradually become so inhibited when they attempt to utilize the target

language (Cited in Horwitz et al., 1986). Several recent studies emphasize Krashen’s view

about inhibition-affective variables relationship. In her study, De Andres (2002) arrives to the

result that risk-taking is one of the significant affective factors that may reduce inhibition.

Hence, when learners take risks to perform a particular oral or written language task and

reject worry, inhibition starts to decrease and may totally disappear. It is worth mentioning

that risk-taking needs primarily an environment that prevents all kinds of learner’s self-hurt

including harsh and negative judgments (De Andres, 2002).

In addition to risk-taking, inhibition as one of anxiety reactions has a strong link with

self-esteem. De Andres (2002) adds: “Inhibition is closely related to self-esteem: the weaker

the self-esteem; the stronger the inhibition to protect the weak ego” (Ibid: 03). De Andres

(2002) displays that learners with low self-esteem are more likely to be inhibited; their

negative self-image affects their belief in learning abilities, increases their fears and leave

them troubled and uncontrolled.

Arnold (1999) focuses on the influence of inhibition on oral production quality when

he mentions that non-native language learners often show inhibitions when they pronounce

the TL or attempting to use it for communicating with others. Studies of (Guiora, Beit,

Brannon, Dull, Scovel, 1972) and (Acton, Erard, Strickland, 1980) support strongly negative

impacts of inhibition on language learning whatever the context is (Cited in Arnold, 1999:

10).
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Regarding to these undesirable effects of inhibition on learners’ oral performance,

language researchers (Krashen, 1983, Arnold, 1999) insist to assess these poor learners fairly

and adopt effective teaching methods respectively. Furthermore, Krashen (1983) advises

teachers to be careful when they evaluate these poor performers because unfair assessment

may eliminate their attempts to cope with their anxiety and its outcomes as inhibition and

bring an end to their learning process (Cited Horwitz, Cope, 1986: 127-128). However,

Arnold (1999) highlights the importance of applying teaching approaches which take into

consideration the necessity to create learning situations with low levels of inhibition and ego

barriers which in response contribute in free communication establishment (Arnold, 1999:

10).

2.6.2.3. Introversion

In addition to nervous and inhibited learners, anxiety may result in producing

introverted learners. In language learning, introversion has a great impact on the target

language achievement. Moreover, oral production is the main area where this outcome is best

interpreted; such interpretation mostly holds back learners to expose better verbal processing.

Deary (2002) describes introverted ones as unsuccessful and pessimistic learners: “(they are)

not optimal language users” (Cited in Rastegar, 2009: 81). In similar context, Kulkarni

(2014) states that introverts will not be able to communicate comfortably and most of them

avoid totally classroom interaction. On the contrary, extraverts will contribute in class

discussion even if they are not sure that they will perform successfully. In short, anxiety can

hinder learners’ skills advance if not break down their learning, especially if they all the time

feel that they are under pressure (Kulkarni, 2014: 188).

The increase in introversion level refers to the absence of optimism which can be a

reason of social skills’ lack or “lack of sociability” that shyness is a form of, and which has

many to do with communicational and conversational skills (Rastegar, 2009:83).Thus, these

poor learners usually lack talkativeness, assertiveness and social interactions enjoyment which

influence negatively their oral performance development. However, Horwitz and Young

(1991) do not agree with this view and claim that:

“… anxiety may affect student avoidance behaviour as the
anxious students avoiding giving opinions and conveying
personal content in their oral tests, preferring to rather
communicate in terms of objective facts which is the case of
introverted learners”

(Horwitz, Young, 1991: 58).
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According to Horwitz and Young (1991) there is another type of introverted learners

who do not necessarily or totally avoid participation in classroom. This kind of learners

usually avoids to give personal views and opinions because this is considered as an exploring

of their subjectivity that may be seen as threat for them. In contrast, these introverted learners

prefer to speak about objective views and when it comes to personal ones they withdraw

classroom participation.

The differences between extraverted learners and introverted ones in language learning

context can be best understood through the work of Myer (1995) which gives the major

characteristics of both types of learners.

Extraverted Learners Introverted Learners

*Prefer the outer world of people and thing
to reflection.

*Prefer reflection and the inner world of action.

*Active. *Prefer writing to talking.

*Gain energy from others.
*May enjoy social contact but need to recover
from it.

*Want to experience things in order to
understand them.

*Want to understand something before trying it.

*Work by trial and variety. *Like a quiet space to work in.

Table 2.1: Differences between Extraverted and Introverted Learners.

(Cited in Meghairi, 2013: 20).

2.6.2.4. Oral Communication Avoidance

Communication avoidance is one of anxiety outcomes that are mostly referred to in

order to escape from unresolved problems that anxious learners face when they perform a

particular language task. Most of the time, this escapism occurs because of “social anxiety”

and “fear of negative evaluation” that Scovel (1978) and Horwitz et al. (1986) refer to

respectively in their studies relevant to EFL context. Horwitz et al. (1986) go deeply in this

research point and show that this avoidance is a result of the expected negative judgments

made by the social group that a learner involved within including his teacher and peers (Cited

in Capan, 2012).

Most of the researches that have been done in this context refer to Horwitz et al.

(1986)’s description rather than as Scovel’s one because the first describes learner’s situation
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-who is supposed to be anxious- with more specification “fear of negative evaluation”

associated with anxiety in FL context. Thus, fear of negative evaluation, communication

apprehension and communication avoidance are interrelated elements in which occurrence of

the first may lead to the second and presence of the latter may result in the third element. This

negative sequence increasingly influences learners’ performance and limits their oral practice

opportunities. Horwitz et al. (1986) define communication apprehension as:

“…a type of shyness characterized by fear of or anxiety about
communicating with people. Difficulty in speaking in groups
(oral communication anxiety) or in public ("stage fright"), or in
listening to or learning a spoken message (receiver anxiety) are
all manifestations of communication apprehension”

(Horwitz , Cope,1986: 128).

According to Horwitz et al. (1986) oral communication apprehension is a sign of

anxiety which refers to shyness-fear of communication association and flourishes in

uncomfortable learning environment. This sort of apprehension can be better interpreted

through difficulty in speaking as facing a group and feeling of fright when engaging in public

speech.

In similar context, Tsui (1995) says: “They (learners) are unwilling to speak English

for fear they make silly mistakes in front of the brighter students” (Tsui, 1995: 83). Tsui

agrees with Horwitz‘s view and justifies EFL anxious learners’ silence by their fear of making

mistakes and being foolish in front of their classmates. According to Tsui (1995) a learner

may be afraid to be assessed by his teacher or his peers especially if he is not well prepared,

has a number of language deficiencies or personal internal lacks. This kind of fear

emotionally stimulates this learner to be silent or reluctant towards classroom participation. In

short, there is a kind of stimulation in which anxiety psychologically invites the learner to

adopt communication avoidance. The major communication avoidance signs are recorded by

different language researchers such as (McCroskey, 1984) who classify them as follows:

“…keeping silence, responding when necessary, being passive and avoiding class entirely”

(Cited in Arnold, 1999: 64).

2.6.2.5. Body Language

In addition to its association with emotional and social attributes, anxiety can be

expressed in a series of physiological outcomes. In fact, it is difficult to mention all of these
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attributes because there is a wide range of them. These bodily reactions are resulted from the

activation of nervous system including: lacking of eye-contact, smiling or laughing, in

addition to different forms of physical actions, pain and tensions (Arnold,1999, Lynch, 2001).

Unlike written practice, these signs are widely associated with oral performance in FL

context. The major recorded behavioural attributes cover: “smiling, laughing, lacking of eye-

contact rapid heart, muscle tensions, hot and red cheeks, excessive perspiration and other

changes in voice and face” (Andrade and Williams, 2009: 12). Psycho-physiological or

behavioural attributes’ significance cannot be ignored because usually the easiest way to

recognize one’s emotional responses is his body language i.e. physiological outcomes are

quantifiable indicators of emotional states (Scovel, 1978: 135).

Broadly, Minahan and Rappaport (2012) discuss the results of Garland‘s (2001) study

and deduce that it is impossible in some cases to identify anxious learners if they there are

consistent and recognizable signs of as well as flushed cheeks, tense muscles i.e. teachers are

not able to recognize students when they experience from anxiety until they display

behavioural signs. Minahan and Rappaport (2012) add that practitioners with insufficient

knowledge of anxiety attributes will find difficulties o identify anxious learners and

understand their behaviours and this will influence their learning process unconstructively

(Cited in Minahan, Rappaport, 2012: 35).

Similarly, the study of Andrade and Williams (2009) confirms the interrelationship

between psychological reactions and physiological ones with reference to anxiety and state

the main behavioural attributes relevant to. Andrade et al. (2009) claim:

“Anxiety associated with verbal and expressive reactions
(output and mental planning rather than input) combined with
fear of negative evaluation and loss of self-esteem accounted for
the majority of the anxiety-provoking situations…the most
common verbal and expressive reactions cited were smiling or
laughing and changes in voice”

(Andrade, Williams 2009: 12).

According to Andrade et al. (2009) the majority of anxious learners activate mental

operations which lead to a number of expressive reactions that differ from one situation to

another; as examples of these, they state smiling or laughing and changes in voice. They add

that these reactions would contribute to a lower final grade in oral performance because they
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influence negatively learners’ verbal production such as: mispronunciation and hesitation

which lead to produce short and structurally poor sentences (Ibid).

In fact, all these studies are an extension to Scovel ‘s (1978) study which doesn’t not

only explain the link between the two types of anxiety outcomes but, it also highlights the

importance of expressive reactions from another angle. Scovel says: “…and it might be

worthwhile to investigate the possible relationship between physiological measures of

emotional arousal and success in foreign language performance, especially in articulatory

tasks” (Scovel, 1978: 135). Scovel views that behavioural outcomes have an important role to

indicate emotional responses and assess learners rightfully.

 Lacking of eye-contact

Most of the time, making eye-contact with the teacher can be difficult for anxious

learners; either because they want to avoid classroom participation from teacher part or to

hide their fear which is resulted from belief of their inability to perform a given language task

successfully. Gregersen (2005) observes that some anxious learners manifest a number of

expressive behaviours limited to facial expressions including: “brow behaviour and smiling;

less eye contact with the teacher” (Cited in MacIntyre, 2014: 06).

Language researchers relate lacking of eye-contact that anxious learners show to social

skills’ lack. Socially anxious learners often have troubles to make eye contact with their

teachers because of their disabilities which are varied from one to another. Being anxious

learners with poor social skills is often a result of self-confidence lack and absence of

comfortable classroom atmosphere (Stanfield, 2013).

 Laughing or Smiling

Anxious learners may also laugh or smile when they are asked to perform a given oral

language task; this because they feel discomfort, stress and even nervousness rather than

amusement. Moreover, some language researchers and neuroscientists justify the occurrence

of these two physiological behaviours by learners’ fear of peers’ and teacher’s evaluation

(social anxiety). However, others describe them as key solutions that shy learners refer to in

order to show control and comfort during times of stress and anxiety. For instance, Lynch

(2001) says that anxious learners have concentration difficulties, forget things and usually act

like clown or laugh nervously (Lynch, 2001: 03-04). Thus, smiling or laughing is taken by
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anxious learners as a means to protect themselves from threats that they feel when they are

engaged in oral tasks.

Recently, there are other studies which confirm Lynch’s view and classify laughing

and smiling among the major defending behavioural attributes of anxiety. This may be

because facial expressions are easily acted and they are the best masks taken by anxious

learners for hiding undesirable and negative emotional responses. Andrade et al. (2009)

mention smiling, laughing and changes in voice among the most expressive reactions of

anxious learners (Andrade, Melvin, Williams, Kenneth, 2009: 12). Studies also arrive to

identify other physical actions like squirming, fidgeting, playing with hair and clothes,

touching objects nervously, stuttering or stammering...etc (Arnold, 1999: 66).

 Feeling of Pain and Tension

Unlike laughing and smiling which are intentionally done by anxious learners to face

threats or to cover their fears, worry and embarrassment , some physiological sings of anxiety

can be derived from fears and extend into a high degree of pain and tension. In this context,

Andrade et al. (2009) state some of these painful outcomes: “Physical symptoms (relevant to

anxiety) can include, for example, rapid heartbeat, muscle tension, dries mouth, and excessive

perspiration” (Ibid: 04). In addition to these physiological behaviours, there are others that

have been recognized by some EFL researchers and practitioners in different anxious

situations; especially in FL context including: headaches, tight muscles and feeling of

unexplained pain or tension in any part of the body (Arnold, 1999), stomach aches and

breathing troubles. Like the psychological reactions, painful outcomes may differ in their

degrees and they are expected to lead to poor oral performance (Wilson, 2006).

It is worth stating that degree and effects of anxiety attributes may decrease if learning

environment offers a certain degree of psychological support for learners. The teacher as a

partner in learning process is likely to provide such support in the manner that decrease

learners’difficulties.

2.7. Teacher’s Role in Stressful Learning Context

Regarding to the difficulties that EFL learners face and outcomes that relevant to

teacher is required to use his professional skills to make learners cope with their learning

hindrances including psychological ones under his supervision and guidance. Horwitz et al.,

(1986) state: “In general, teachers have two options when dealing with anxious students: they
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can help them learn to cope with the existing anxiety provoking situation or they can make the

learning context less stressful” (Cited in Meghairi, 2013: 32). In other words, practitioner is

likely to invest his teaching experience, knowledge and positive attitudes in order to decrease

their learners’ anxiety levels and increase gradually their learning achievement. In fact,

teacher’s roles differ from one learning setting to another i.e. teacher may act two, three or

more roles within the same setting because each one has its particularities. Moreover,

researches that are devoted to FL anxiety (Horwitz et al., 1986) insist on roles that teacher

plays in classroom and their importance to provide learners with psychological support to face

hindrances which impede their learning process. The major teacher’s roles that researchers

highlight in their studies can be classified as follows:

2.7.1. Teacher as Students’ Confidence Builder

The negative correlation between FL anxiety and self-confidence that are expressed by

language researchers (Clement, 1976, Gardner, 1985, Ely, 1986, Guang et al., 2007) makes

teachers give importance for ways that enhance learners’ self-confidence. Young (1991)

refers to this notion and suggests that oral practice teacher can increase learners’ self-

confidence by acting as a friend and being less like an authority figure (Cited in Meghairi,

2013: 34). In fact, there are different ways proposed by language researchers to liberate

learners from feeling of being powerless; Ellis (2003) mentions that cooperative tasks

increase self-confidence and provide learners with a large space for communication in which

positive interdependence takes place within (Ibid).

2.7.2. Teacher as Advisor

According to Larsen and Freeman (1986) the teacher needs to act as advisor during

communicative tasks and be a guider and a source for psychological support in order to help

learners with less self-control (Cited in Meghairi, 2013: 35). Furthermore, if learners have the

impression that their teacher really care of them, try to understand them and show an interest

in their learning problems by giving them advice this will help them to cope with their

difficulties and liberate themselves from undesirable feelings.

2.7.3. Teacher as Facilitator/ Researcher

According to Chelli (2007) there are two roles which are widely associated with

learning setting; facilitator and researcher. Then, the latters can give birth to other roles to be

acted in classroom. As facilitator, it is expected that teacher teaches in the manner that ensures

comprehension and makes learners involve in classroom activities and participate in group
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discussion (Renandya, 2014: 66). As researcher; teacher tends to watch, listen and ask

questions in order to learn more about how they learn so that teachers may be more helpful to

students. Simultaneously, learners can teach teachers since they show them how they learn.

Hence, this kind of watching and listening may contribute to teacher’s ability in which he

uses what the classroom experience provides him in order to create contextualized and

meaningful lessons (Chelli, 2007).

Likewise, Renandya (2014) states that the intervention of different dimensions in

learning process leads the teacher to behave in different ways at different stages; these

behaviours or roles are primarily crucial in learners’ motivation and classroom management.

Depending on the studies of (Wlodlowski, 1999, Brophy, 1998, Hedge, 2000 and Harmer,

2001, 2007) Renandya (2014) arrives to add other central teacher’s roles and record their

importance to facilitate learning. These roles include: motivator, organizer, assessor, monitor,

controller and prompter.

2.7.4.Teacher asMotivator

According to Brophy (1998), motivation is considered as a significant factor in language learning and

studies show -each time - that this variable is one of the major reasons that improves learning achievement

(Cited in Renandya, 2014: 66). Thus, teacher should motivate their learners by using

attractive, interested instruction and authentic materials. In addition, motivated learners

facilitate the work of the teacher and help him to function or to act other roles easily in class.

In this context, Dörnyei, 2001 says that: “...during the lengthy and often tedious process of

mastering a foreign/second language (L2), the learner’s enthusiasm, commitment and

persistence are key determinants of success or failure” (Dörnyei, 2001: 67). Dörnyei states

some features which are related to motivation, and that their presence or absence decide

learners’ success or failure. In other words, motivated learners are enthusiastic, committed

and persistent and these features determine their success.

2.7.5. Teacher as Controller

Saying that a teacher should be a controller in class is sometimes understood in a wrong

way; some teachers think that controlling is only devoted to transmit knowledge and regulate

students’ behaviours. However, some researchers as Lee and Jacobs (1998) mention that this

concept of controlling is not conductive to learning (Cited in Renandya, 2014: 68). Similarly,

Harmer (2007) states that there are occasions where teachers must act as controllers and he
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mentions some examples like the introduction of new topic and explaining difficult concepts

or vocabularies i.e. it is not necessary that a teacher acts as a controller all the time. For

instance, group work is one of the procedures that teachers refer to in order to control their

learners when they do activities (Ibid).

2.7.6.Teacher asOrganizer

Being a facilitator is not enough when the teacher instructs and transfers knowledge, he needs to act as

an organizer in class at different stages. Broadly, it is expected that the teacher presents his lesson in well

planning form moving from one step to another in the light of the target objectives already decided.

Instructionally, the teacher can invest different techniques including pairs and group work to organize his

learners’ work, in addition to tell them what should be done first, next and last (Harmer, 2001, Cited in

Renandya, 2014: 67). In short, giving the instructions in anorganizedmanner makes work more enjoyable and

increases learners’ motivation.

2.7.7. Teacher as Assessor and Monitor

Assessment is an important step in learning process, and a part of classroom routine. It

indicates learners’ levels and it is a factor for enhancing their performance quality. This

process is continually done by the teacher in order to monitor their progress then he can plan

remedial lesson and introduce new teaching materials and or methodologies. Harmer (2007)

shows that it is important to pay attention when teacher deals with controlling and assessing in

learning and that teacher should be flexible when he acts these roles (Renandya, 2014: 67).

Harmer (2007) reveals this view because teacher may teach two or three learning groups that

need different degree of control and within the same group teacher finds himself obliged to

assess his learners differently taken into consideration their individual differences including

strengths and weaknesses.

2.7.8. Teacher as Prompter

The role of prompter is of great significance in FLL where learners often find difficulties

when they perform tasks. Harmer (2007) mentions that teacher should prompt learners

sensitively and in the way that encourages them to take risks and perform the task given

(Cited in Renandya, 2014: 68). In oral task, learners may face difficulties to express themselves

due to different reasons like the affective ones, but with the teacher’s role as prompter

anxious learners can be helped by offering suggestions in the form of ideas, phrases or words.
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Teacher‘s roles proposed by the researchers (Larsen and Freeman, 1986, Young, 1991,

Chelli, 2007, Renandya, 2014) give importance to the roles that largely involve learner –

centredness. Moreover, these roles touch directly learners’ cognitive and affective needs’

satisfaction, invite teachers to adopt attitudes that affect positively learning process and

encourage learners to take responsibility of their learning. By suggesting these roles the

researchers aim to change the traditional image of teacher as the agent who is in charge of

everything in class to a partner who guides learners in the light of a number of roles that their

selection is confined to the teaching stage conditions. Locally, Algerian EFL context supports

this procedure through the introduction of Competency Based Approach (CBA) which

dictates these teaching measures and draws attention to as learning process flexibility and

success (Mami, 2013: 912).

Figure 2.5: Teacher’s Roles

Confidence-builder

Advisor Controller

Organizer

Facilitator/researcher
Assessor/Monitor

Motivator

Teacher’s roles
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2.8. Conclusion

The foregoing chapter is purely theoretical where the researcher referred to an

interesting body of literature that tackles language anxiety in FL context. Broadly, this

notional chapter began by revealing generally the significance of individual differences in

language learning and particularly the emotional ones. The researcher went deeper in this

issue and dealt with the impacts of these emotional or affective variables on language learning

as facilitating or debilitating factors through the notion of affective filter. Because the heart of

the debate is concerned with academic language anxiety in FL context and its effects on

learners’ oral performance this theoretical section exposed this emotional response features in

the light of correlational study of Horwitz et al. (1986) which developed the concept of

“specific-situation anxiety” as a kind of anxiety that is necessarily related and limited to FL

anxiety and detected its theoretical basics which cover: its definition, its components and its

measurement. In addition, the intended section showed the major causes of this affective

difficulty and its effects on learning achievement with an emphasis of oral practice as one of

the main aspects of. These impacts are interpreted emotionally, cognitively in the form of

attributes and reactions that are often accompanied by physiological responses. This notional

section ended by exposing teacher’s roles that are likely to reduce EFL learners’ anxiety level

and provide less stressful learning environment. The following chapter will be practical where

the data that were collected by the research tools (questionnaires, classroom observation and

oral test) will be analyzed and discussed in order to get results that answer the research

questions.
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3.1. Introduction

The present chapter is the most important part of this work because at this research

level practice takes place, and the researcher’s hypotheses are submitted to test. The

researcher uses three research tools: questionnaires (for both teachers and students),

classroom observation in addition to oral test for collecting sufficient data. The collected data

are analyzed and interpreted by the researcher in order to get an answer to the research

question and arrive to test hypotheses.

3.2. Description and Interpretation of Students’ Questionnaire

As is it previously mentioned, the first tool used by the researcher is a students’

questionnaire (see appendix 01). It is administered to First Year LMD English students,

University of Djilali Liabes; in the first semester of the academic year 2014-2015. It is used

by the researcher in order to give the work more reliability.

The students’ questionnaire includes twelve questions with more relevance to oral

practice difficulties. The questionnaire is started by personal questions about informants.

Then, it is moved to students’ oral practice in which questions are ranged from general to

specific ones in order to reveal students’ interests in practising speaking skill, oral practice’s

affective difficulties and reactions related to. Finally, it is ended by exposing students’

preferable oral instructional materials in terms of activities and topics.

3.2.1. Description of Students ‘Answers

Question 01 and Question 02

The first and the second question are asked by the researcher in order to emphasize a

fact. Indeed, all the students show their interest in studying the English language; practising

speaking and listening skills. This is well determined by their choice of being University

English students.

Question 03

The researcher asks this question in order to know students’ major interested type of

performance, and to determine the status that they are giving to both kinds of performance.

Moreover, 40% percent of the informants select the oral performance; however, the rest of

them, 60% percent select written performance.
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Type of Performance

-Oral Performance

-Written Performance

Table 3.1: Students’ Preferable Classroom Performance Mode.

The pie-chart below show

literacy skill practice (writing).

Pie-chart 3.1: Students’ Preferable Classroom Performance Mode.

Question 04

By asking this question the researcher wants to know students’ appreciation towards oral

practice in classroom with their

times. Students’ answers for the fourth question show that extent of th

participation is different. Statistically,

43% percent. However, the rate of students who are not interested intentionally or

unintentionally in this type of participation is 57%

Classroom Participation Interest

-Interested Students.

-Uninterested Students

Table 3.2:

60%

............................................................................. Fieldwork and Data Analysis

Students ‘Number Percentage

39

59

Students’ Preferable Classroom Performance Mode.

chart below shows students’ interest in oracy skill practice

(writing).

Students’ Preferable Classroom Performance Mode.

By asking this question the researcher wants to know students’ appreciation towards oral

practice in classroom with their social group and the extent of their participation in terms of

Students’ answers for the fourth question show that extent of th

Statistically, the rate of pupils who are interested in oral practice is

However, the rate of students who are not interested intentionally or

unintentionally in this type of participation is 57% percent.

articipation Interest Students’ Number Percentage

42

56

Table 3.2: Students’ Interest in Oral Practice

40%

-Oral Performance

-Written Performance

Fieldwork and Data Analysis

90

Percentage

40%

60%

Students’ Preferable Classroom Performance Mode.

practice (speaking) and

Students’ Preferable Classroom Performance Mode.

By asking this question the researcher wants to know students’ appreciation towards oral

rticipation in terms of

Students’ answers for the fourth question show that extent of their oral classroom

rested in oral practice is

However, the rate of students who are not interested intentionally or

Percentage

43%

57%

Oral Performance

Written Performance
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Pie-chart below shows students’ interest in

Pie-chart 3.2:

Question 05

The researcher asks this question in order to have an idea about students’

classroom session mode; i.e. whether they like lockstep session or grouping session. The

answers given by the students display that most of them like working through group

than individual works. In other words, stati

small groups, in contrast, the rest of them;

individually.

Type of Session

-lockstep session

-Grouping session

Table 3.3: Students’ Preferable Classroom Session Mode.

57%

............................................................................. Fieldwork and Data Analysis

chart below shows students’ interest in classroom oral practice

chart 3.2: Students’ Interest in Classroom Oral Participation

The researcher asks this question in order to have an idea about students’

classroom session mode; i.e. whether they like lockstep session or grouping session. The

answers given by the students display that most of them like working through group

other words, statistics reveal that 67% percent

ntrast, the rest of them; 32% percent like to work in lockstep session or

Students’ Number Percentage

31

67

Students’ Preferable Classroom Session Mode.

43%

-Interested Students.

-Uninterested Students
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Oral Participation

The researcher asks this question in order to have an idea about students’ preferable

classroom session mode; i.e. whether they like lockstep session or grouping session. The

answers given by the students display that most of them like working through groups rather

percent prefer to work in

like to work in lockstep session or

Percentage

32%

68%

Students’ Preferable Classroom Session Mode.

Interested Students.

Uninterested Students



Chapter Three.......................................................

The pie-chart below displays students’ preferable classroom session mode

Pie-chart 3.3:

Question 06

This question is asked by the researcher in order to know the affective state of learners

when they are asked to perform a given oral task. Students’ answers show that 33%

them feel high level of anxiety and that 45% percent of them feel l

oral practice, this on the one hand. On the other h

show that they do not feel any type of anxiety when they speak in class.

Anxiety Level in Oral Tasks

- High level of anxiety

-Low level of anxiety

-Feel no anxiety

Table 3.4: Students’ Level

68%

............................................................................. Fieldwork and Data Analysis

chart below displays students’ preferable classroom session mode

chart 3.3: Students’ Preferable Classroom Session Mode

This question is asked by the researcher in order to know the affective state of learners

when they are asked to perform a given oral task. Students’ answers show that 33%

feel high level of anxiety and that 45% percent of them feel low level of anxiety during

one hand. On the other hand, the rest of learners 22% percent of them

show that they do not feel any type of anxiety when they speak in class.

s Students’ Number Percentage

32

44

22

Students’ Levels of Anxiety during Oral Performance.

32%

-lockstep session

-Grouping session
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Students’ Preferable Classroom Session Mode

This question is asked by the researcher in order to know the affective state of learners

when they are asked to perform a given oral task. Students’ answers show that 33% percent of

ow level of anxiety during

22% percent of them

Percentage

33%

45%

22%

of Anxiety during Oral Performance.

lockstep session

Grouping session
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The pie-chart below shows students’ level

Pie-chart 3.4: Students’ Level of Anxiety during Oral Performance.

Question 07

The researcher asks this question in order to know

personality trait or not. Statistic

as a personality feature.

Anxiety Type

-Personality trait

-Not personality trait

Table 3.5:

The pie-chart below displays students experience anxiety as a personality trait vs. those who

do not.

22

87

............................................................................. Fieldwork and Data Analysis

chart below shows students’ levels of anxiety during oral performance.

Students’ Level of Anxiety during Oral Performance.

The researcher asks this question in order to know if anxiety learners suffer from is a

personality trait or not. Statistics reveal that 87% percent of learners do not experience anxiety

Students’ Number Percentage

12

86

Table 3.5: Types of Anxiety

chart below displays students experience anxiety as a personality trait vs. those who

33%

45%

22%

- High level of anxiety

-Low level of anxiety

-Feel no anxiety

13%

87%

Trait Anxiety

NotTrait Anxiety
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of anxiety during oral performance.

Students’ Level of Anxiety during Oral Performance.

if anxiety learners suffer from is a

do not experience anxiety

Percentage

13%

87%

chart below displays students experience anxiety as a personality trait vs. those who

High level of anxiety

Low level of anxiety

Trait Anxiety

NotTrait Anxiety
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Question 08

This question is asked by the researcher in order to know whether the interaction with

teacher or /and peers are sources of anxiety or not for the speaker. At this level different

answers are given; 19% percent of students

they speak to their teacher, 50% percent

they speak to their peers and 18% percent

both teacher and peers. However,

when they speak either to their teacher or to their peers.

Speaking to Teacher/Peers /Both

-Feeling at ease with teacher

- Feeling at ease with peers

- Feeling at ease with both teacher and peers

-Feeling discomfort with both of them

Table 3.6

The pie-chart below shows interactional levels in which students feel themselves at

Pie -chart 3.

18%

11%

............................................................................. Fieldwork and Data Analysis

3.5. Pie-chart: Types of Anxiety

This question is asked by the researcher in order to know whether the interaction with

teacher or /and peers are sources of anxiety or not for the speaker. At this level different

given; 19% percent of students mention that they feel themselves at ease wh

50% percent of them mention that that they feel no anxiety when

peers and 18% percent claim that they feel comfort when they speak to

However, only 11% percent of them say that they feel discomfort

when they speak either to their teacher or to their peers.

eacher/Peers /Both Students’ number

20

49

with both teacher and peers 18

Feeling discomfort with both of them 11

Table 3.6: Students’ Interactional Levels

chart below shows interactional levels in which students feel themselves at

chart 3.6: Students’ Interactional Levels

19%

50%

-Feeling at ease with teacher

- Feeling at ease with peers

- Feeling at ease with both
teacher and peers

-Feeling discomfort with both
of them
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This question is asked by the researcher in order to know whether the interaction with

teacher or /and peers are sources of anxiety or not for the speaker. At this level different

themselves at ease when

mention that that they feel no anxiety when

that they feel comfort when they speak to

t of them say that they feel discomfort

Percentage

19%

50%

18%

11%

chart below shows interactional levels in which students feel themselves at ease.

Feeling at ease with teacher

Feeling at ease with peers

Feeling at ease with both
teacher and peers

Feeling discomfort with both
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Question 09:

The researcher asks this question in order to know the reasons that make learners

anxious in oral performance. Students’ responses indicate that 36% percent of them often

suffer from anxiety due to their shyness and other 33% percent of them rarely suffer from it

due to the same reason. In contrast, the rest of the learners; 31% percent say that shyness has

nothing to do with them and it is not a reason for their anxiety.

Students’ responses also indicate that 46% percent often expose to anxiety because of

the number of their peers in class, other 28% percent say that they rarely feel themselves

anxious due to the great number of their classmates. In addition, 26% percent of them say

that the number of their peers has nothing to do with their anxiety.

The answers of students also show that 43% percent of them often become anxious

because of their low or insufficient proficiency level and that 32% percent rarely expose to

anxiety due to the same reason. By contrast, 25% percent of them say that that their

proficiency level of the TL does not cause anxiety.

In addition, 25% percent of learners declare that they often become anxious during

oral practice because of lack of ideas, and 16% of them rarely experience anxious situations

when they are asked to speak, this on the one hand. On the other hand, 59% percent of the

students show they never experience anxiety-provoking situations because of lack of their

ideas.

In addition, students show different attitudes towards teacher‘s evaluation. For

instance more than half of them display that the way that their teacher’s evaluate them often

contribute in causing their anxiety in speaking skill. Other 24% percent say that this learning

process feature is rarely a reason which leading to their oral performance anxiety. However,

23% percent confess that teacher’s evaluation has never been a factor that creating their oral

language anxiety.
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Reasons

-Shyness

-Students’ number

-Proficiency level

-Ideas ‘lack and escapism

Teacher’ s evaluation

Table 3.7:

The bar-graph below displays reasons of students’ oral performance anxiety.

Bar- graph 3.1: Reasons of Oral Performance Anxiety.
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The researcher asks this question in order to know the major behaviours anxious

learners show when they are engaged in oral task.

that is recorded in literature which states that that anxiety can be interpreted in different ways.

Moreover, more than half of the

of them add the word “stress”, 36% percent of them

reactions.
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which 48% percent of them are inhibited

that they make pauses and errors respectively when
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Often Rarely

36% 33%

46% 28%

43% 32%

25% 16%

52% 24%

: Reasons of Oral Performance Anxiety

below displays reasons of students’ oral performance anxiety.

Reasons of Oral Performance Anxiety.

The researcher asks this question in order to know the major behaviours anxious

they are engaged in oral task. Learners’ responses reinforce the notion

that is recorded in literature which states that that anxiety can be interpreted in different ways.

more than half of the students; 53 % percent mention that they feel fear

s”, 36% percent of them select nervousness as one of their anxiety

Students’ answers also denote that inhibition can take part in their oral performance

% percent of them are inhibited learners; in addition 60% and 56%

and errors respectively when they speaking i.e. these two
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Never

31%

26%

25%

59%

23%

below displays reasons of students’ oral performance anxiety.

The researcher asks this question in order to know the major behaviours anxious

Learners’ responses reinforce the notion

that is recorded in literature which states that that anxiety can be interpreted in different ways.

mention that they feel fear and some

select nervousness as one of their anxiety

Students’ answers also denote that inhibition can take part in their oral performance in

% and 56% of them declare

they speaking i.e. these two reactions are

Often

Rarely

Never
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nearly common among them.

say that avoid participation totally.

However, there are other reactions that learners are n

are rarely referred to; including respectively;

being introverted from the entire class. Stati

quickly, 28% of them refer to smiling and laughing to cover their anxiety

percent express introversion in class due anxiety. It

adaptation of anxiety reactions are differed among them; there are high rates and low rates.

The reasons behind it that there are some learners who select more than one reaction; for

instances more than one third of

Learners’ Behaviours

-Fear

-Nervousness

-Inhibition

-Speaking Quickly

-Speaking Slowly and Softly

Table 3.8: Students’

The bar-graph below shows

Bar- graph 3.2: Students’
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them. Other 51% percent say that they speak slowly

say that avoid participation totally.

other reactions that learners are not widely familiar with or they

including respectively; speaking quickly, smiling

being introverted from the entire class. Statistics denote that 26% of part

refer to smiling and laughing to cover their anxiety

express introversion in class due anxiety. It is observed that the rates of learners’

adaptation of anxiety reactions are differed among them; there are high rates and low rates.

The reasons behind it that there are some learners who select more than one reaction; for

instances more than one third of them choose between three (03) and four (04) reactions.

Learners’ Behaviours Percentage Learners’ Behaviours

53% -Making Errors

36% -Introversion

48% -Making Pauses

26% -Keeping Silence

and Softly 51% -Smiling/Laughing

Students’ oral performance Anxiety Reactions

graph below shows students’ oral performance anxiety reactions

Students’ Oral Performance Anxiety Reactions

Fieldwork and Data Analysis

97

Other 51% percent say that they speak slowly and 54% of them

ot widely familiar with or they

speaking quickly, smiling and laughing and

26% of participants speak

refer to smiling and laughing to cover their anxiety and that only 12%

is observed that the rates of learners’

adaptation of anxiety reactions are differed among them; there are high rates and low rates.

The reasons behind it that there are some learners who select more than one reaction; for

between three (03) and four (04) reactions.

Percentage

56%

12%

60%

54%

28%

Anxiety Reactions

students’ oral performance anxiety reactions.
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Question 11

This question is asked by the researcher

correction ‘s influence on learners’ performance and their appreciation towards oral

participation ;especially that of their

At this level, students’ responses display that they prefer respectively, teacher’s indirect

correction, teacher’s direct correction, peers’ correction and self

Broadly, answers show

teachers; 28% percent of them

learners select peers’ correction rather than teacher’s correction, and 11% percent refer to

self-correction rather than teacher’s and peers’ ones. However,

select both teacher’s (either direct or indirect) correction and peers’ correction.

Type of Correction

-Teacher’ indirect correction

-Teacher’s direct correction

-Peers’ correction

-Self-correction

-Teacher’s and peers’ corrections

Table 3.9

The pie-chart below displays

oral language.

Pie-chart 3.7: Students’ Preferable Types of Corrections
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This question is asked by the researcher so as to examine the extent of classroom

correction ‘s influence on learners’ performance and their appreciation towards oral

participation ;especially that of their teachers as being the main partner of learning process.

At this level, students’ responses display that they prefer respectively, teacher’s indirect

correction, teacher’s direct correction, peers’ correction and self-correction.

Broadly, answers show that 38% percent of students prefer indirect correction of their

of them prefer teacher’s direct correction. In addition, 19% percent of

select peers’ correction rather than teacher’s correction, and 11% percent refer to

than teacher’s and peers’ ones. However, only 04% percent of students

select both teacher’s (either direct or indirect) correction and peers’ correction.

Type of Correction Percentage

Teacher’ indirect correction 38%

direct correction 28%

19%

11%

Teacher’s and peers’ corrections 04%

Table 3.9: Students’ Preferable Types of Corrections

chart below displays students’ preferable types of corrections

Students’ Preferable Types of Corrections

38%

28%

%
-Teacher’ indirect correction

-Teacher’s direct correction

-Peers’ correction

-Self-correction

-Teacher’s and peers’
corrections
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examine the extent of classroom

correction ‘s influence on learners’ performance and their appreciation towards oral

the main partner of learning process.

At this level, students’ responses display that they prefer respectively, teacher’s indirect

correction.

38% percent of students prefer indirect correction of their

prefer teacher’s direct correction. In addition, 19% percent of

select peers’ correction rather than teacher’s correction, and 11% percent refer to

only 04% percent of students

select both teacher’s (either direct or indirect) correction and peers’ correction.

Students’ Preferable Types of Corrections

preferable types of corrections when practising

Teacher’ indirect correction

Teacher’s direct correction

Peers’ correction

correction

Teacher’s and peers’
corrections
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Question 12:

The researcher asks this question in order to have an idea about students’ preferable

and interested oral practice instructional materials. Students’ responses display differences in

their in interests and choices: their classifications of these instructional materials interpret

their appreciation towards some instructions and activities rather than others. Results denote

that 54% of students classify group discussion between the first (1st) and the third (3rd) rank,

and 25% of them classify this instructional material between the forth (4th) and the sixth (6th)

rank and the rest of them; that is 21% of them put it in the last rank.

Students’ classification for debates appears as follows; 37% percent of them classify

debates between the first (1st) and the third (3rd) rank, 40% percent of them put this type of

instruction between the forth (4th) and the sixth (6th) rank, and 23% percent select the last

rank for debates as an instruction.

Learners’ interest in simulations instruction is different; their responses display that

37% percent of them select the first three ranks (1st rank to 3rd rank) for it, and 30% percent of

them classify it between the forth (4th) and the sixth (6th) rank and 33% percent of them

classify it at the final rank. Additionally, the rates of students’ appreciation towards role plays

are differed among them; 39% percent classify it between the first (1st) and the third (3rd)

rank, more than one third of them (1/3); that is 35% percent classify this activity between the

forth (4th) and the sixth (6th) rank, and 26% percent put it in the last rank.

Statistics related to students’ interest in performing dialogues expose the variety of

learners’ preferences in practising orally the TL. The researcher finds that 27% percent prefer

to practise primarily the oral language through dialogues, and that 31% percent of them

classify this instructional material between the forth (4th) and the sixth (6th) rank. However,

nearly half of the learners show no more interest to dialogue and ranks it at the last of

instructions’ list.

Games as an instruction also take part among learners’ preferable instructions; 61%

percent of participants prefer games for oral practice. In contrast, only 19% percent of them

classify this instruction between the forth (04th) rank and the sixth (06th) rank and other 10%

percent classify in the last rank. Learners’ preferences towards songs practice are revealed

differently, the first group of them that representing 46% percent is highly interested

practising TL through songs. The second group which represents 29% percent ranking songs
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between the forth (04th) and the sixth (06

25% percent classifies songs at the last of instructions’ list.

Tasks

-Group discussion

-Debates

-Simulations

-Role plays

-Dialogues

-Games

-Songs

Table 3.10:

The bar-graph shows students’ preferable Instructional Materials in oral practice.

Bar- graph 3.3:

Question 13

The researcher asks this question in order to know the topics that learne

speak about. Statistics show that most of the students that‘s 40% percent of

social topics, 19% percent of them like to discuss t

prefer scientific topics. In addition, only 13% percent a
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) and the sixth (06th) rank. However, the third group that representing

songs at the last of instructions’ list.

Between the 1st

Rank & the 3rd Rank

Between the 4th Rank

& the 6th Rank

54% 25%

37% 40%

37% 30%

39% 35%

27% 31%

54% 30%

46% 29%

Students’ Preferable Instructional Materials.

graph shows students’ preferable Instructional Materials in oral practice.

: Students’ Preferable Instructional Materials

The researcher asks this question in order to know the topics that learne

show that most of the students that‘s 40% percent of

social topics, 19% percent of them like to discuss their personal experiences, and

prefer scientific topics. In addition, only 13% percent and 11% percent of learners like
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The 7th rank
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) rank. However, the third group that representing
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25%
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ferable Instructional Materials

The researcher asks this question in order to know the topics that learners prefer to

show that most of the students that‘s 40% percent of learners prefer

heir personal experiences, and 17% percent

nd 11% percent of learners like

Between the 1st rank & the 3rd

Between the 4th rank & the 6th
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respectively political and sport topics. However, only 10% percent of the informants select

fictional topics for practising the TL orally.

Topics

-Social topics

-Personal experiences

-Scientific topics

-Political topics

-Sport

-Fictional topics

Table 3.11

The pie-chart below shows topics

Pie-chart

3.2.2. Interpretation of Students’ Answers:

Students’ answers show that they have affective

which create hindrances that

process. Students’ questionnaire

impacts on oral performance
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respectively political and sport topics. However, only 10% percent of the informants select

al topics for practising the TL orally.

Topics Percentage

Social topics 40%

Personal experiences 19%

Scientific topics 17%

Political topics 13%

11%

Fictional topics 10%

Table 3.11: Students ‘Interest in Oral Practice Topics

pics that students prefer to deal with in oral expression.

hart 3.8: Students ‘Interest in Oral Topics

3.2.2. Interpretation of Students’ Answers:

Students’ answers show that they have affective difficulties that are

highlight their oral practice troubles and delay

process. Students’ questionnaire focuses on anxiety as an affective construct which has

e that can be identified through internal and external signs

-Social topics

-Personal experiences

-Scientific topics

-Political topics

-Sport

-Fictional topics
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respectively political and sport topics. However, only 10% percent of the informants select

that students prefer to deal with in oral expression.

that are related to anxiety

highlight their oral practice troubles and delay their learning

tive construct which has

through internal and external signs

Social topics

Personal experiences

Scientific topics

Political topics

Sport

Fictional topics
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associated with one another in different ways, and on possible measures that can be adopted

to decrease anxiety levels and effects on oral performers.

Reading and studying learners’ responses make the reader discover that they are

increasingly interested in learning the English language. Learners recognize the importance of

being good users of an international language, and they are aware about the significance of

being a good speaker because language is primarily spoken not written.

3.2.2.1. Anxiety is a Source of Oracy Obstacles

Furthermore, comparison involves between oral and written performance shows that

53% percent of students select written performance instead of oral one. But, by following

learners’ answers attentively, it can be recognized that they undergo heavily from affective

troubles and have internal struggles stand as obstacles for oral practice. These obstacles can

be sufficient reasons for their reluctance in which they are not able to liberate themselves

from and improve their oral abilities.

3.2.2.2. Lockstep is a Weakness for Oral Practice

The obstacles that learners experience in oral practice do not come from nothing, but

according to their preferable conditions of working in classroom; one can understand that

some of these affective obstacles are resulted from the misuse of some classroom techniques

like group work. Broadly, learners’ responses show that 65 % percent of them like to practise

oral language in groups because they find more safety and security comparing to that of

lockstep. Sometimes, some learners are unable to participate orally in front of classroom due

to personal pressures, bad experiences or fear from teacher’s negative evaluation.

Unlike lockstep session, working with groups gives learners opportunities to perform

in more comfortable atmosphere; far from harsh evaluation or feeling of being judged for the

first word they say. Hence, helpfulness that students find in grouping sessions assists them to

perform oral tasks constructively. In addition, working in small group also provides students

chances to think, build and exchange ideas with their group members without taking care to

the errors. This setting decreases their fears or anxiety and makes them practise the TL with

certain degree of accuracy and fluency.

There is clear evidence that can be extracted from students’ answers which denotes

their desire to develop their oral abilities and defeat their internal fears. Though their choices
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are increasingly oriented towards written performance, learners show a considerable interest

in oral practice (43 % percent). A careful reading into participants’ responses indicates that

unlikeable attributes which are involved with anxiety oblige them to be uninterested and

reluctant. Despite this result, learners demonstrate that they have the desire to reduce their

affective difficulties by selecting pleasant cooperative instructions counting group discussion,

role play and songs.

3.2.2.3. Learners’ Anxiety Levels are Different

According to informants’ answers, the researcher distinguishes between three types of

learners; learners with high level of anxiety, learners with low level and others who are non-

anxious learners. It is important stating that being aware about their affective difficulties’

level in oral practice is in itself strength for those learners i.e. this awareness will drive them

to be psychologically ready to cope positively -with the help of their partner -with their

anxiety. In addition, 87% percent of them declare that their anxiety has nothing to do with

their personalities and that it is a result of different learning setting conditions that can be

academically treated.

At the interactional level, the comparison between the percentages denotes that

learners feel fears when they orient their speech to their teachers and others may have Phobia

of speaking to them: (more than 50% percent select speaking to peers and 19% percent select

speaking to teachers). This Phobia has different reasons including internal and external factors

like lack of self-confidence and classroom pressures ; as negative evaluation respectively i.e.

that most of the students feel themselves -at least-less anxious or at ease when they perform

the TL with their classmates rather than their teachers. Simultaneously, there are other

learners who have high levels of anxiety which prevent them from using the TL with anyone.

3.2.2.4. Negative Evaluation is the Primary Source of Learners’ Anxiety

As it is previously mentioned, there are obstacles that prevent learners to practise oral

language easily; the results of their questionnaire emphasize this notion and give justifications

to learners’ interaction’s withdrawal with their teachers then with their peers. Reading and

studying the percentages of reasons resulted in learners’ anxiety display that learners’

pressures at affective and social levels are the primary sources of learners’ anxiety rather than

cognitive ones. Narrowly, the high percentages of anxiety sources are given to shyness with

36% percent, fear from students’ number with 46% percent and fear from teacher’s evaluation
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with 52% percent. However, the percentages that are given to cognitive sources are less

comparing to those of the affective and social ones; 43% percent of learners are anxious due

to their low proficiency level and 25% percent of them feel themselves anxious because of

lack of ideas during an oral performance.

In similar context, students’ number is another anxiety source that learners refer to,

and it is thought that this factor has a negative influence on learners with low self-confidence

and low self-esteem and who have always doubts about their ability of being a successful oral

language performer. Most of the time, anxiety of these learners starts before their performance

takes place because their fears begin to appear as soon as their teacher appoint them and they

think that all their classmates will orient their eyes to them and some will criticize them. The

difficulties of learners of large classes may enhance if their partner does nothing to help them.

Unlike group works, anxiety under this factor flourishes in lockstep session; mainly if the

individual competition among learners reaches its apex.

The source that creates anxiety is not necessarily limited to classmates’ pressures;

teachers are sometimes a source of anxiety for some learners. Speaking about teaching agents

as an anxiety provoking-situation factor leads us to speak about their evaluation. Evaluation

is one of the important and main roles of the FL teacher which is -in fact-unlikeable for the

majority of learners-if not all of them.

Indeed, fear from teacher’s evaluation can be found in both anxious and non-anxious

learners, but its existence with the first type of learners is more remarkable and influential and

may be at extreme cases harmful physically and mentally. At academic level, this influence is

reflected through their poor performances and through the deterioration of their level and the

permanent delay in their learning process that teacher may observe through long-term

assessment.

The statistics relevant to this research point show that teacher’s evaluation is still

regarded as a real threat from learners’ part; for 52% percent of students, evaluation is the

main cause of their anxiety in oral performance and for 24% percent of them it is one of the

causes of their social anxiety. In other words, anxiety may enhance if the teacher’s evaluation

is negative i.e. if his evaluation is exposed in the way that reduces learners’ motivation, self-

confidence and self-esteem, learning achievement will be decreased.
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Classification of feedbacks derived from students’ choices display that they prefer

indirect correction from teacher’s part or peers’ corrections as techniques to reduce anxiety

and avoid any type of harm. Outcomes of negative evaluation include: lack or the absence of

concentration on the given task; especially in tests. Learners may make silly mistakes, forget

things and give wrong answers because of their nervousness and fear. It is observed that some

of those nervous and fearful learners discover later that they had the right answers but due

their social anxiety pressures they did not better perform the oral task. In short, systematic

way of feedback -giving is considered as a motivating factor that drives learners to make their

efforts in oral performance and give their best.

3.2.2.5. Anxiety Attributes are primarily Psychological

Because of anxiety nature there is always attraction towards what is affective, then

social rather than cognitive. The major anxiety reactions that are primarily recorded by

learners are fears, nervousness and inhibition in addition to speaking slowly, making pauses,

errors and silence.

Broadly, statistics display that 53% percent of learners are exposed to anxiety that is

associated with fears, 48% percent of them become inhibited and 36% percent feel

nervousness. These reactions can easily and mainly affect learners’ oral production and cause

errors. In addition, the careful reading of anxiety causes’ and anxiety sings’ rates show us

that anxiety reactions are not limited to affectivity but they extend to social ones including

introversion and communication avoidance.

The psychological attributes that are stated above usually drives learners to be more

careful in speaking (making pauses, speaking slowly), and the results denote that students

increasingly refer to both attributes (60% percent and 51% percent respectively) in order to

avoid inaccuracy and hesitancy. However, this care usually influences learners’oral

performance negatively; they may repeat sentences, meanings or introduce meaningless

utterances with mistakes of grammar or pronunciation. On the contrary, other learners speak

quickly when they are anxious as an attempt to prevent any threats that may hinder their oral

practice such as: words’/sentences’ or ideas’ escapism, teacher’s or peers’ interruption or

intervention or other internal negative voice or fears.
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3.2.2.6. Anxiety has Social Attributes

As their responses show, learners’ signs of anxiety differ from one to another; and this

difference mainly depends on the level of anxiety that a learner is exposed to. Some students

with high levels of anxiety may refer intentionally or unintentionally to more undesirable

reactions or strategies to cover or to cope with their harmful anxiety. For instance, some of

them prefer to be beyond the entire class or “introverted”, they do not like wide interaction

mainly with peers and prefer to be passive, they may answer a question or give comments

with objectivity and simultaneously, they avoid speaking about subjective points such as

personal experiences.

3.2.2.7. Group work is Strength for Oral Practice Anxiety

In order to alleviate learners’ anxiety in oral practice, language practitioners apply

some techniques in the form of activities in order to develop their learners’ oracy skills and

liberate them from their internal pressures that cover their performance. In this context, the

researcher proposes a number of activities and gives his informants the choice to rank them

according to their preferences.

For the first glance, it is remarkable that learners prefer activities that involve small

groups and pairs such as group discussion, debates then dialogues and also instructions that

require more authenticity like simulations and role plays. There are some teaching methods

that emphasize and highlight the significant use of these two techniques in order to improve

learners’ oral communication.

In the same context, learners show interest in activities which involve entertainment

like games and songs; half of the students rank songs and games among their preferable

instructions. This is mainly because by practising their TL through these less academic or free

instructions they may feel themselves more liberated from the usual, strict and academic

instructions. There is an agreement among researchers in all the fields that whenever there is

something new and unusual, it is considered as a motivating factor for going forwards in their

learning process.

For language practitioners, being aware about the types of instructions that learners

like to deal with TL oral practice is not enough as a motivating factor for them, especially if

these activities are oriented to ones who have affective difficulties or troubles. Moreover,
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teachers need to have an idea about the major topics and themes that their learners like and are

interested in. According to informants, their major interested themes are the social ones or

those relevant to personal experiences because these topics are part of their daily life and- at

least- they have experienced some of or they have ideas about them as a result of previous

readings.

3.3. Description and Interpretation of Teachers’ Questionnaire

In addition to students’ questionnaire, the researcher uses teachers’ questionnaire (see

appendix (02). The latter is administered to thirty one (31) University permanent and part -

time teachers who taught oral expression, however only

Teachers are given the opportunity to answer as freely as possible the proposed

questionnaire (see appendix 02). The questionnaire contains eight questions administered to

forty University teachers but for some unknown reasons; only thirty one of them respond to

positively. It attempts to reveal their experiences in teaching EFL oral expression for the

purpose of examing learners’ anxiety in terms of difficulties, attributes and reasons related to

and teachers are simultaneously given the opportunity to state objectives of teaching oral

practice and their suggestions for creating a comfortable climate in oral sessions.

3.3.1. Description of Teachers ‘Answers

Question 01

The researcher asks this question in order to reveal practitioners’ experiences in

teaching EFL oral expression. Teachers’ answers show that their periods of experiences are

balanced between three and twenty four years.

Question 02

The researcher asks this question to identify the objectives that EFL teachers want to

achieve with their learners in oral sessions. Teachers’ answers display that there is a kind of

agreement among them concerning objectives of teaching oral expression. All the teachers

(31teachers) mention that encouraging learners’ interaction and communication, and 74%

percent of teachers show that making them feel at ease when speaking and helping them to

express themselves spontaneously is one the main objectives of oral expression teaching.
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In addition, 84% percent

target language communication strategies an

and paralinguistic features of language as one of the important objective of oral expression

teaching. However, only 38%

learners speak like the natives when practising the target language.

Objectives

-Involving Interaction and communication

-Making students feel at ease when they speak.

-Helping students express themselves

spontaneously

-Developing target language communication

strategies.

-Employing prosodic and paralinguistic features

of language.

- Trying to speak like natives.

Table 3.12:

The bar-graph below display objectives that

oral expression.

Bar-graph 3.4: Objectives

Some teachers suggest other objectives which touch directly and primarily learners’

psyche such as having self-confidence, getting rid of shyness and encouraging learners to

speak regardless to their mistakes.
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In addition, 84% percent of the teachers state that oral practice helps in developing

communication strategies and 65% percent of them select employing prosodic

and paralinguistic features of language as one of the important objective of oral expression

teaching. However, only 38% percent of these respondents select the objective of making

learners speak like the natives when practising the target language.

Objectives Teachers’ Number

Involving Interaction and communication 31

Making students feel at ease when they speak. 29

Helping students express themselves fluently and
23

Developing target language communication
26

Employing prosodic and paralinguistic features
20

12

3.12: Objectives of Oral Expression Teaching

graph below display objectives that EFL teachers tending to realize when teaching

Objectives of EFL Oral Expression Teaching

Some teachers suggest other objectives which touch directly and primarily learners’

confidence, getting rid of shyness and encouraging learners to

speak regardless to their mistakes.
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of the teachers state that oral practice helps in developing

employing prosodic

and paralinguistic features of language as one of the important objective of oral expression

the objective of making

Percentage

100%

94%

74%

84%

65%

38%

teachers tending to realize when teaching

Some teachers suggest other objectives which touch directly and primarily learners’

confidence, getting rid of shyness and encouraging learners to
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Question 03

This question is asked by the

which contributes in creating learners ‘anxiety in class.

Statistics display that

challenge for some learners and obstacle for others and it

comes in touch with some individual diff

EFL context is not a primary reason for learners’ oral practice obstacles and that it is

teacher’s role to create a comfortable

difficulties including anxiety.

Teachers’ Answers

- EFL context contributes in creating learners ‘anxiety in

class.

- EFL context does not contribute

‘anxiety in class

Table 3.13: EFL Context and Oral Practice Anxiety Relationship

The pie-chart below shows the relationship between EFL context and oral performance

anxiety.

Pie-chart 3.9: EFL Context and Oral Practice Anxiety Relationship
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This question is asked by the researcher to know whether EFL context is a factor

which contributes in creating learners ‘anxiety in class.

Statistics display that 84 % percent of teachers claim that EFL context in itself is a

challenge for some learners and obstacle for others and it may make things best or worst when

comes in touch with some individual differences. However, 16% percent

EFL context is not a primary reason for learners’ oral practice obstacles and that it is

role to create a comfortable climate in class that prevents or at least reduces their

difficulties including anxiety.

Teachers’ Answers Teachers’ Number

in creating learners ‘anxiety in
26

does not contribute in creating learners
05

EFL Context and Oral Practice Anxiety Relationship

chart below shows the relationship between EFL context and oral performance

EFL Context and Oral Practice Anxiety Relationship

84%

- EFL context contributes in creating
learners ‘anxiety in class.

- EFL context does not contribute in
creating learners ‘anxiety in class
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researcher to know whether EFL context is a factor

claim that EFL context in itself is a

may make things best or worst when

% percent of them state that

EFL context is not a primary reason for learners’ oral practice obstacles and that it is the

climate in class that prevents or at least reduces their

Teachers’ Number Percentage

84%

16%

EFL Context and Oral Practice Anxiety Relationship

chart below shows the relationship between EFL context and oral performance

EFL Context and Oral Practice Anxiety Relationship

EFL context contributes in creating
learners ‘anxiety in class.

EFL context does not contribute in
creating learners ‘anxiety in class
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Question 04

This question is asked by the researcher to reveal the importance of accuracy and

fluency among teachers in oral practice when the speakers are uncontrolled oral language

performers.

According to the figure below 87 % percent of practitioners

of accuracy and fluency in oral language but with much emphasis on the first element rather

than the second one. On the contrary, the rest of them (13 %

elements are of the same importance and we can no longer speak about language acquisition if

we are not accurate or fluent and that both elements are objectives for oral practice and signs

of language skillfulness.

Teachers’ Answe

-Accuracy is more important than fluency

-Both; accuracy and fluency are important.

Table 3.14: Importance of Accuracy and Fluency in

The pie-chart below exposes the significance

practising EFL oral language.

Pie-chart.3.10: Importance of Accuracy and Fluency in
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This question is asked by the researcher to reveal the importance of accuracy and

fluency among teachers in oral practice when the speakers are uncontrolled oral language

According to the figure below 87 % percent of practitioners highlight the importance

of accuracy and fluency in oral language but with much emphasis on the first element rather

than the second one. On the contrary, the rest of them (13 % percent )

elements are of the same importance and we can no longer speak about language acquisition if

we are not accurate or fluent and that both elements are objectives for oral practice and signs

Teachers’ Answers Teachers’ Numbers

Accuracy is more important than fluency 27

Both; accuracy and fluency are important. 04

of Accuracy and Fluency in Teaching EFL Oral Expression

chart below exposes the significance of two elements; accuracy and fluency when

Importance of Accuracy and Fluency in Teaching EFL

87%

%

-Accuracy is more important
than fluency

-Both; accuracy and fluency
are important.
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This question is asked by the researcher to reveal the importance of accuracy and

fluency among teachers in oral practice when the speakers are uncontrolled oral language

highlight the importance

of accuracy and fluency in oral language but with much emphasis on the first element rather

percent ) claim that both

elements are of the same importance and we can no longer speak about language acquisition if

we are not accurate or fluent and that both elements are objectives for oral practice and signs

Percentage

87%

13%

Oral Expression

elements; accuracy and fluency when

EFL Oral Expression

Accuracy is more important

Both; accuracy and fluency
are important.
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Question 05

The researcher asks this question in order to identify the difficulties that teachers face

with anxious oral performers. Teachers’ views are different but in general they show a kind of

agreement about the major and the minor ones. Moreover, all the teachers agree about the

difficulties that they encounter in anxious oral setting, but in different proportions. Some

teachers add that learners share with them these difficulties which appear as hindrances for

their oral practice achievement, and their effects on teaching are less than their effects on

learning.

Statistics show that 64% percent of teachers see that inhibition as one of most

difficulties that they face when teaching oral expression to uncomfortable learners, and 58%

percent of them refer to lack of linguistic abilities as a hindrance for classroom oral practice.

Avoidance of risk-taking and nervousness are also viewed by more than half of the teachers

(58%percent) as hindrances for oral performance.

Additionally, according to teachers’ responses that representing 26% percent,

introversion is one of the minor obstacles that prevent some learners from participating in

classroom discussion. In contrast, uncontrolled physical actions are simultaneously seen by

half of the practitioners (48% percent of them) as a hindrance for oral practice and a sign for

unstable psyche. However, 61 % percent of these respondents share the same view that

learners are not well motivated if not demotivated and according to them it is obstacle that

widely causing classroom discussion failure.

Teachers’ Difficulties Teachers’ Number Percentage

-Learners’ inhibition. 20 64%

-Students’ lack of linguistic abilities. 18 58%

-Students’ avoidance of risk-taking and participation 18 58%

-Uncontrolled physical actions. 15 48%

-Nervousness. 17 54%

-Learners’ introversion. 08 26%

-Lack of Learners’ motivation. 19 61%

Table 3.15: Difficulties Encountering Oral Expression Teachers
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The bar-graph below exposes difficulties that EFL teachers facing

expression.

Bar-graph.3.5: Difficulties Encountering Oral Expression Teachers
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The aim behind asking this question is to show the reasons that contribute in creating

oral performers’ anxiety. Like difficulties, respondents’

performance relevant to anxiety refers to some major and minor factors of different sources.
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graph below exposes difficulties that EFL teachers facing when teaching oral

Difficulties Encountering Oral Expression Teachers

The aim behind asking this question is to show the reasons that contribute in creating

oral performers’ anxiety. Like difficulties, respondents’ answers show that poor oral

performance relevant to anxiety refers to some major and minor factors of different sources.

Practitioners’ selection shows that there are different causes for oracy practice anxiety.

As a result, statistics show that 71% percent of teachers state that oral performance anxiety

occurs due to fear of making mistakes in front of classmates and teacher, and that 45%

learners’ fear of peers’ criticism as a reason for this psychological

half of the teachers (48.50 % percent) consider shyness and lack

confidence among the main causes that leading to anxiety.

More than half of practitioners (58% percent) claim that lack of vocabulary

cause for learners’ anxiety resulting in decreasing their oral production and

quality. Teachers’ answers show that half of them (52% percent) believe that oral

performance anxiety can be caused by negative evaluation of some of some teachers.
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when teaching oral

Difficulties Encountering Oral Expression Teachers

The aim behind asking this question is to show the reasons that contribute in creating

answers show that poor oral

performance relevant to anxiety refers to some major and minor factors of different sources.

causes for oracy practice anxiety.

t of teachers state that oral performance anxiety

occurs due to fear of making mistakes in front of classmates and teacher, and that 45%

reason for this psychological

half of the teachers (48.50 % percent) consider shyness and lack

% percent) claim that lack of vocabulary can be a

and making it of lower

quality. Teachers’ answers show that half of them (52% percent) believe that oral

uation of some of some teachers.
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Table 3.1

The bar-graph below displays causes that creating EFL learners’ oral language anxiety.

graph.3.6: EFL

Question 07

This question is asked by the researcher in order to know the

procedures and tasks that used to create a relaxed atmosphere in class in oral expression

session. Teachers’ answers showed that they dealt with this situation differently.

Moreover, 55 % of respondents

interested topics and 42% percent of

choose or suggest types of tasks to be performed in class. The strategy of indu

repeat receives no much support among practitioners in which only 35.5

it in their answers.
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Learners’ Anxiety Reasons

-Fear of making mistakes.
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-Learners’ shyness.
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Table 3.16: Learners’ Anxiety Reasons

graph below displays causes that creating EFL learners’ oral language anxiety.

EFL Learners’ Oral Language Anxiety Reasons

This question is asked by the researcher in order to know the

procedures and tasks that used to create a relaxed atmosphere in class in oral expression

session. Teachers’ answers showed that they dealt with this situation differently.

respondents say that they involved learners in choosing their

interested topics and 42% percent of them state that they give their students the opportunity to

choose or suggest types of tasks to be performed in class. The strategy of indu

no much support among practitioners in which only 35.50% of them

Learners’ Anxiety Reasons Teachers’ Number
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18
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graph below displays causes that creating EFL learners’ oral language anxiety.

Anxiety Reasons

This question is asked by the researcher in order to know the techniques and

procedures and tasks that used to create a relaxed atmosphere in class in oral expression

session. Teachers’ answers showed that they dealt with this situation differently.

that they involved learners in choosing their

ve their students the opportunity to

choose or suggest types of tasks to be performed in class. The strategy of inducing learners to

0% of them mention

Percentage
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In contrast, the use of group work and aids in teaching oral expression receive much

support among teachers in which 84% percent and 64.50% percent of them respectively

choose them as techniques for creating a comfortable classroom climate. At evaluation level,

statistics display that 87% percent of teachers mention that they evaluate learners in the way

that does not hurt their feelings and another percentage of 58% extend favour or support to

establish a good relationship with their learners.

Procedures for Anxiety Alleviation Teachers’ Number Percentage

-Involving learners in choosing their interested topics. 17 55%

-Giving learners’ the opportunity to suggest activities to be

performed in class.
13 42%

-Inducing learners to repeat. 11 35.5%

-Evaluating learners’ performances positively (avoidance of

negative criticism )
27 87%

-Using group work. 26 84%

-Using aids 20 64.50%

-Establishing a good relationship with learners. 18 58%

Table 3.17: Procedures for EFL Oral Language Anxiety Alleviation

The bar-graph below shows some pedagogical implications that can be invested by EFL

teachers in order to reduce their learners’ oral language anxiety.

Bar-graph.3.7: Procedures for Oral Language Anxiety Alleviation
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Question 08

This question is asked by the researcher in order to give respondents more space for

adding other procedures and techniques that can be invested to reduce their learners’ anxiety

when performing oral tasks.

At an early stage, some teachers prefer to question their learners in order to know what

they expect from learning or engaging in this module and what their interests are.

At instructional level, teachers suggest the use of debates and games and role plays

and they insist on the investment of more authentic aids frequently. However, others look for

more relaxed atmosphere by introducing songs, lyrics, jokes and humourous situation from

time to time.

At the linguistic level, practitioners say that they allow learners to make mistakes, use

L1 in some cases and provide them with necessary vocabularies for a given topic or task.

Teachers’ answers show also an emphasis on raising both students’ and teachers’ awareness

of affect’ role in learning and on promoting cooperation between the two partners.

3.3.2. Interpretation of Teachers ‘Answers

Teachers’ answers show that learners have affective troubles which influence their oral

performance differently and in return they encounter difficulties when teaching EFL oral

expression.

As it is previously mentioned, the researcher focuses on anxiety as one of the affective

variables that has impacts on learners’ oracy abilities’ development, then learning process

achievement. Teachers ‘questionnaire is designed to examine this variable in oral

performance and it identifies objectives of teaching this oracy skill, attributes that learners

show due to anxiety which creates a discomfort to them ,reasons that give birth or feed this

affective construct and strategies suggested for its alleviation.

Narrowly, the present work tries to examine EFL anxiety in oral practice by exposing

its borders in terms of sings and citing some pedagogical implications that can be used in

order to alleviate its level thus its impacts on students’ performance.
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3.3.2.1. Psychological Stability is a Necessity

Reading and studying teachers’ answers display their awareness about oral

communication significance in language learning. In addition, there is an agreement among

them that fruitful EFL oral practice needs more from them and their learners. This agreement

extends to reach objectives which help to reduce or prevent negative responses and improve

learners’oral abilities.

At social level teachers believe that interaction and communication are the major

objectives of teaching oral expression but simultaneously between 94% percent and 74%

percent of them reveal the importance of other objectives through which the former involves.

The intended objectives are primarily relevant to learners’ psyche like providing comfortable

classroom climate which is supported by 94% percent of them. This means that they are

aware about the interrelated link between interaction and secured environment.

In other words, if learners feel comfort in class they will at least perform oral tasks

given regardless to the number of mistakes they make and this will prevent communication

from breaking down and increase their interaction. In the same context, most of practitioners

(84% of them) select strategic competence as a second support for achieving successful

communication. Their selection shows that learners; whether they are poor or good and

whether their oral abilities’ lack is of internal or external factors, they need communication

strategies.

Comparing to psychosomatic objectives, linguistic ones are of less importance; 65% of

teachers select -as an objective-the improvement of prosodic and paralinguistic features’ use

in oral practice .This classification justifies for the second time the significance of affective

conditions in achieving successful oral performance. According to respondents, psychological

stability is one of the key-conditions for learning the target language.

This study is directed to deal with anxiety as one of the hindrances that affect learners’

oral performances. In this context, 84% percent of teachers view that EFL context is an

obstacle for learners and it may create their anxiety. This view can be justified by various

cases; for instance students who have got limited abilities in oracy or literacy skills or go

through psychological troubles mostly but not necessary have unsuccessful learning

experiences. The latters often state as de-motivating factor and prevent them from taking risks

and making challenges. Hence, teachers, as partners, have the role to break these obstacles
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and increase their learners’ motivation through the use of motivating instructional and

authentic tools. As it shown by the majority of teachers (87% percent) peaking about

motivational and relaxed classroom atmosphere is important when learners practise oral skill,

but this does not ignore the emphasis on accuracy and fluency.

3.3.2.2. Anxiety has Psychological and Physiological Attributes

Due to anxiety, oral performers may consciously or unconsciously show attributes that

may break down communication and hinder teaching and learning processes. Teachers’

responses mention that major attributes shown by learners are primarily psychological.

Justifications that can be referred to are that the nature of anxiety influences largely learners

and gives birth to affective undesirable classroom attributes like inhibition, nervousness, de-

motivation, lack of interest in addition to silence and introversion which reflect social

reluctance as a social attribute.

Likewise, these psychological disabilities are of a great negative impact on leaning

process achievement comparing to cognitive ones. But, we can no longer ignore the

importance of these abilities in communication process because their lack can be one of the

reasons that give birth to some undesirable reactions and responses that learners show in

classroom and affect them psychologically and socially.

Unlike psychological attributes, physiological actions (laughing, smiling, breathing

troubles…etc) that anxious performers may adopt intentionally or unintentionally receive no

much importance from teachers’ part may because they think that these body behaviours do

not necessarily influence learning and create interactional difficulties either with teacher or

with peers. Practitioners consider all these behaviours (psychological physiological and

social) reflections as obstacles not only for oral practice then language learning but also for

teaching and they mention that it is necessary to tackle the sources of anxiety .

3.3.2.3. Positive Feedback is a Motivating Factor

A careful reading into teachers’ responses shows that learners may become anxious

performers when they feel themselves unable to express their ideas. But, it is not necessary

that these learners are linguistically incompetent or that due to their linguistic disabilities they

will feel anxiety and become uncontrolled performers. In other words, learners may be
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unable to produce correct utterances because of fear of making mistakes, fear of teachers’ and

peers’ criticism.

In similar context, practitioners (52% of them) confess that their evaluation is usually

a source of their learners’ anxiety. In short, this group of teachers is aware that positive

evaluation and feedback can be a motivating factor that alleviates this affective response

level. Despite this fact, there is still an ignorance of this positive procedure in academic

settings in which teachers evaluate their learners’ oral production negatively without taking

care to their feelings.

3.3.2.4. Cooperative Instructions are Effective for Anxiety Alleviation

The examination of an uncomfortable learning setting appeals for an urgent need of

techniques ’ and procedures application oriented for removing or reducing signs of learning

discomfort. Procedures taken by practitioners in order to alleviate oral performance anxiety

For instance, a group of teachers show no much support towards learners’ involvement in

classroom decisions like suggesting activities and choosing topics of their interest in oral

sessions.

In reverse, statistics display that between 42% percent and 55% percent use these two

procedures and few of them mention that they ask their learners at the beginning of the

academic year about their interested instructions and topics in order to get an idea about and

take them into consideration they prepare their courses. Some of them refer to personal

teaching experiences in which they use role plays, songs to introduce entertainment and make

oral practice more enjoyable.

Group works and teaching materials are widely involved in oral expression sessions

due to the individual differences found within the same group. They are considered as

motivating factors mainly for those who undergo learning disabilities at different levels.

Procedural items selected by teachers are not only limited to instructional ones but

they extend to learners’ affectivity. Regarding to the nature of “anxiety”, teachers show an

interest in applying techniques that create a comfortable classroom climate which alleviates

impact of this psychological trouble. Broadly, the majority of respondents know that some of

their reactions may hurt poor learners’ feelings and lead to undesirable results. For this

reason, they show tolerance, comprehensibility and adopt humanistic techniques which help
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to establish good relationship between classroom partners and create a safe interactional

environment.

3.4. Classroom Observations Analysis

At this stage, the researcher analyses classroom observations that are involved at

different levels including ; course observation and oral test where students behaviours are

examined in addition to teacher’s ones.

3.4.1. Course Observation

The observational practice done by the researcher during one semester (eight oral

expression sessions) displays about different topics that are discussed in different forms.

Moreover, two sessions are devoted to short talks presentation about Cultural issues in

Algeria , four sessions are oriented for topic discussion involve lockstep setting (two sessions

for interculturality, one session for Algerian Identity and one session for feminism). However,

the other sessions are also directed for topic discussion about “Culture and its effects on one’s

identity” but in the form of group works where learners are required to take different roles in

the oral discussion. The main objective of such observational practice is double edged:

-Observing anxious students’ behaviours during their oral performance and their effects on

quantity and quality.

-Noticing teacher’s efforts in order to reduce students’ anxiety.

3.4.1.1. Short Talk Presentation Observation

 Teacher’s Behaviour

The teacher greets her students, then she asks them to arrange tables in U shape which

allow them to see one another. She is sitting on her desk facing the students (on right side of

the U shape).Then, she names groups and states talks expected to be presented orally by each

group. After that, she asks for a voluntary group to present its talk. Because there is no

response from students’ part the teacher calls one of the groups and encourages it to start.

Teacher‘s interventions in the two sessions take different forms including comments,

explanations and questions addressed either to groups’ members or to the audience in order

to widen discussion space.
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 Students’ Behaviour

Students appear uncomfortable when their teacher invites them to the stage for

presenting their talks. Groups’ members show different attributes that indicate their

discomfort and worries. For instance, a number of students frequently perform their talks in

front of peers before they face the whole class.

During their talks’ presentation students adopt some reactions either consciously or

unconsciously. These reactions include fears, difficulties in pronouncing words, change in

voice and a considerable access to mistakes-making (e.g. grammar) which sometimes

followed by self-correction. Students also appear perplexed and their presentations lack

consistency; they mention things, forget or repeat others, and when things are likely to

worsen; as their pale or red faces, poor learners activate their reading skill instead of oral one.

In addition, when they face the whole class, worried and apprehensive learners start moving

right and left constantly , change sitting positions when speaking, look either at the teacher or

fixe their sights on one side and address one or two classmates. It is important to state that few

learners are able to manage their discomfort when presenting their talks in which their

unwelcome attributes decrease and signs of comfort restoring take place.

After the presentation, a kind of comfort covers some faces and it is chiefly interpreted

through their eyes and smiles. Owing to frets, some oral performers hurry up to their seats

before teacher addresses them, however others forget the direction to their seats. In other

cases, distress is associated along with students’ oral presentation and its level increases when

the teacher invites the audience to participate in discussing the topic in hands by asking

questions or giving comments. As a result, they show helplessness, embarrassment or they

answer the given question or questions nervously. It is observed that most of the questions

followed oral presentations are involved by the teacher and only few ones are from students’

part. In both sessions devoted to oral presentations no more than eight students volunteer to

take turn and comment with few words differently or answer the given questions.

On the contrary, other learners are unable to take risks; they are not able to face the

class and present their talks. For instance only three groups present their works (between 10 to

15minutes) in the first session of oral presentation; however the remaining ones refuse to

expose their talks giving different justifications. But, the researcher as an observer notices that

some students prepared their talks but they cannot claim that to the class.
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Generally, more than half of students have a little control over their oral performance

and most of the talks are not well presented. Classroom discussion is modest and too limited

in terms of timing and production of quantity and quality.

3.4.1.2. Topic Discussion (Lockstep Session vs. Group Work Session)

 Teacher’s Behaviour (Lockstep Sessions)

The teacher is standing in the front and facing her students. She greets them then

introduces the topic to be discussed. Because there is no immediate response from learners’

part the teacher reintroduces the topic differently by focusing on key words e.g. “feminism”

and significant ideas e.g. “man vs. woman” “power of man vs. weakness of woman”.

The teacher usually intervenes to direct students’ thinking when she feels that there is

a kind of reluctance or that classroom discussion will break down. Her interventions cover

questions to be answered and views to be supported or criticized. Additionally, the teacher

sometimes gives her personal views or experiences to make learners comment on and give

their personal ones.

 Students’ Behaviour (Lockstep Sessions)

Teacher’s introduction of the topic (e.g. interculturality, Algerian identity and

feminism) is followed by a silent period of about two minutes. However, her interventions

encourage a number of students to take turn and involve in classroom discussion. Students’

oral participation characterizes by a number of features that reflect their anxiety and

uneasiness in interpreting ideas and expressing opinions and views.

The researcher observes that participants appointed by the teacher are likely to be shy

or hesitated and worried as their reactions indicate. These participants show inhibition; they

speak with difficulties using pauses, they lack relaxation and can not express their ideas freely

and naturally. They start an idea then shift to another one using short or uncompleted

sentences with little consideration to their structure and this often makes them nervous .They

usually repeat words, expressions and their dissatisfied production builds around the same

idea.

It is also noticed that learners make mistakes that are supposed to be “taboos” for

them. These mistakes are of different sorts and most of them are relevant to pronunciation of

familiar words, respect of grammatical points and formation of meaningful sentences. It is

important to state that cases of self-correction are not widely involved at this stage.
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Other students appear lost; pale face, looking confused, looking down or up for a

considerable time as they are looking for something missing; words or ideas, or going blank.

It is observed that these reactions are commonly relevant to students appointed by the teacher

unexpectedly. As a result, their verbal reactions are not satisfied; they repeat classmates’

thoughts or simply say “the same” , answering with one or two words “yes”, “no” and add no

more or smile for a moment and say nothing.

Another category of learners that most of them sitting at the back of class tries to avoid

any contact with the teacher. Furthermore, once the teacher asks about their opinions or

comments about something saying:“what about the others” and directs her sight to them,

these students make themselves busy; they turn right or left, look for or writing something or

do anything else. As respondents, these learners behave differently; they become helpless or

shy saying some words softly, smile and remain silent or show no interest in classroom

participation either by answering nervously “I have nothing to say” or by using some head

and facial mimes. Unlike oral talks sessions, nervousness and facial mimes are frequently

adopted by learners during the four sessions that involve individual participation.

It is observed that lockstep classroom participation is too limited; few participants take

turn differently. It is also noticed that there is a reticence or laziness on the students’ where

they keep silent during the whole session. Learners’oral production is too restricted and of

average level, their period of speech is too short (two or three minutes) and involves a kind of

humble discussion.

 Teacher’s Behaviour (Group work Sessions)

The teacher is standing in the front and facing the class; she greets her students, then

asks them to arrange tables in the form that allows for them sit in groups which contain four

students. She introduces the topic to be discussed in groups “culture and its effects on one’s

identity”. She gives them the opportunity to discuss the target topic and focuses on key words

then she asks each group to deal with a cultural aspect (religion, language, traditions...etc) and

expose its effects on one’s identity. At this stage, the teacher acts as a supervisor; she guides

them when they build their ideas and tries to motivate those who display discomfort,

reluctance and reticence.

 Students’ Behaviour (Group work Sessions)

Comparing to lockstep session, a kind of relaxation covers learners’ oral performance

when they work in groups; the way they address one another and their facial expressions
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make the observer feels that they liberate themselves from some undesirable responses

including: shyness, fears, worries and nervousness. Moreover, students’ oral production

increases though there is a shift to the mother tongue “Arabic” from time to time and

allowance for mistakes-making and self-corrections , this on one hand. On the other hand, it is

also observed that few learners are highly motivated; they intervene whenever their peers use

L1 or make mistakes to remind them to use English or correct their faults respectively.

With regard to the wide range of individual differences that involve with learning

group structure, it is difficult to identify all sources of high, average or low levels of anxiety

that oral performers showing in some cases and help them to cope with. Broadly, while most

of the students give an impression of being psychologically stable or at least not highly

anxious when they work cooperatively, others either keep silence for one hour and half or

display inability to conceal their embarrassment and worry when the teacher looks at them or

talks to as it is demonstrated by their speech and facial expressions.

In short, regardless to the quality of oral production involves in group work session,

there is a remarkable augmentation associated with its (output) quantity and timing.

3.4.1.3. Interpretation of Course Observation

Observational practice is mainly directed to examine attributes showed by anxious

learners when they are asked to perform oral tasks, in addition to teacher’s efforts for

alleviating their anxiety levels. The researcher observes students’ oral performance and

checks their anxiety depending on what is recorded by FL literature as oral language anxiety

attributes.

During his observation journey, the researcher observes that oral performers

experience discomfort that makes them expose to low, average or high level of anxiety. At

talk presentation stage, the observational practice displays that students have no or a little

control over their oral performance due to fear and worry which negatively influence their

abilities and result in low oral production quality. This situation is likely to associate with a

number of behaviours which hinder their oral practice and they usually indicate their anxiety

level.

Moreover, behaviours shown by groups’ members before, during and after presenting

their talks reveal their affective side and its effects on cognitive and social ones. At affective
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level, students show various reactions including fear, shyness, hesitation, inhibition and

nervousness related to different factors. At the beginning of the session, students appear

hesitated and uncomfortable when their teacher asks for a voluntary group to present its talk

orally. During the presentation, learners who are not able to cope with their apprehensions at

this stage are expected to be shy or more panicky and uncontrolled as their bodily reactions

and facial expressions demonstrate. These attributes include red cheeks, edgy looks, voice

change, and moving left and right frequently. As a reaction, the teacher encourages verbally

one of the groups and invites it to join the stage as an initial step for decreasing their

discomfort.

Besides, reciprocal setting boosts learners’ anxiety mainly for those who consider their

social group as a source of threats. In other words, learners see that facing and addressing the

whole class in a foreign language is a menace that may involve undesirable ideas. Such

thoughts are interpreted differently among students. These students may adopt different

positions when they talk, fixe their sights on one side and address one or two classmates.

Engagement into these negative ideas may increase anxiety levels and result in low oral

performance which appears inexcusable for some language practitioners, this on the one hand.

On the other hand, fear from negative evaluation drives anxious students to look for

excuses such as; forgetting to prepare the talk or being unprepared, in order not to present it

reciprocally. This point justifies why anxious learners usually perform better in literacy skills

and escape to when they face difficulties in oral ones. In the present study, learners who are

incapable to manage their oral performance anxiety, they sometimes refer to reading of what

is expected to be verbally presented.

Learners’ performances show that they are usually submitted to certain social

pressures that influence them unconstructively. These pressures are resulted from fear of

teacher’s and peers’ negative evaluation. It is worth to state that anxious participants can

liberate themselves from high levels of fear and worry and attributes associated with during

their presentation or after speech closing which is not the case of others. Observations also

reveal that students are less anxious in grouping session rather than lockstep session. For

example, when the teacher brings in the topic to be discussed in lockstep session, learners

respond negatively to and a kind of hesitation wraps some faces.
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In addition, most of oral practice anxiety symptoms are exposed in lockstep setting.

These symptoms can be seen through two different categories of anxious students. The first

category is concerned with learners who struggle with their anxiety when they are asked to

perform tasks orally. However, the second category refers to anxious students who favour to

be silent, do not take risks and make efforts to avoid classroom oral practice. In other words,

anxious students prefer to be active listener and passive speaker, but if they decide voluntarily

or involuntarily to give up such passiveness, a number of signs are likely to accompany or

characterize their performance affecting their oral production in terms of quantity and quality.

Broadly, first category performers experience lack of control due to anxiety and its

outcomes. Participants show hesitation as an initial step but within performance their worry

and fear become more obvious and cannot be covered up. Most of the time, being uncertain

about the ability to perform a given oral task is associated with lack of self-confidence.

Things may get worse with inhibited learners who are supposed to be highly anxious as their

unsatisfied performance shown; they are unable to behave naturally and their speech is

interrupted by unexpected intervals which affect unenthusiastically structural form and ideas’

construction.

Furthermore, this type of participants may easily become nervous if they first feel

themselves incapable to interpret their thoughts with harmony; they may experience lack of

concentration, remember things and forget others. Second, if they sense that what is

performing or has performed is not what has to be produced. In return; nervousness typically

gives much access to mistakes-making as well as pronunciation, grammatical and structural

ones and prevents learners to control what is produced and correct errors made within.

The second category of anxious learners who are influenced by anxiety to the degree

that often prevents them to say any word. Consequently, they attempt to mask their

discomfort and use multiple behaviours in order to avoid eye-contact with their teacher.

Accordingly, they prefer to be far from participation by taking seats at the back of the class

and making themselves busy as: turning right or left, looking for or writing something

whenever they feel that they may be invited to share their ideas with the class. These learners

may react differently if they are inevitably engaged in classroom participation; feeling of

helplessness that is sometimes associated with shyness may reach its apex in which it

eliminates any attempt of participation. They may say few words then be lost or respond
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softly or nervously as “I have nothing to say” or avoid communication totally through the use

of head and facial mimes.

Concisely, reactions that are exposed by anxious learners in lockstep sessions

influence negatively learners’ production in terms of quality and quantity and open a space for

reticence and laziness. In short, these responses originated from classroom anxiety standing as

obstacles for positive oral performance then for skill abilities improvement.

Unlike lockstep sessions, learners appear less anxious in grouping sessions; their

performance gives an impression of being less apprehensive, less hesitated and able to engage

in classroom discussion. In addition, working with groups bestows participants a larger space

for practising the TL; students who belong to a group of their choice provides them with

safety. Such safety makes students believe in their abilities, take risk, as a result their anxiety

decreases and they are heartened to share their thoughts with their groups.

Furthermore, comfort that learners feel when they work cooperatively, as their facial

expressions show, motivates them and encourages them to take turn in participation without

giving much consideration to errors-making and peers’ evaluation. Justification that can be

given to such optimistic reaction is that threats are generated from facing a large audience and

expressing thoughts or presenting a public speech are supposed to be reduced when they

practise the TL collaboratively. In return, the space given to negative responses as shyness,

fears, worries and nervousness becomes narrow and an access to a group discussion takes

place differently.

Moreover, pressures that learners feel when they confront their teacher are likely to be

diminished if not disappeared because they have the chance to practise the TL without

expecting negative evaluations or impression from teacher’s part. In other words, being

affiliated to a group makes students liberate themselves from undesirable feeling and receive

teacher’s interventions with less or no tension.

 Teacher’s Behaviours Interpretation

Regarding to the ways that teacher organizes her class in different sessions (lockstep

and grouping sessions) and addresses her learners, it is obvious that she is aware that any

learning setting may involve difficulties. Furthermore, the negative response that students

demonstrate at the beginning of oral expression sessions reflects their troubles. Therefore, the
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teacher tries to motivate and encourage them to participate in classroom discussion through

the use of different techniques and tactics. These techniques include: group works and short

talks’ presentation which are associated with motivational interventions or tactics of varied

sorts.

Firstly, classroom physical design is an important factor which contributes in learning

setting success; it helps teachers to control their classes and facilitate classroom interaction.

For example, using U shape is likely to be used in short talk presentations where learners have

opportunity to face each other and interact easily. Secondly, instructional techniques adopted

by the teacher like presenting short talks and working into groups, support students with a

comfortable or less a tense environment and offer them chances to perform oral tasks and this

is likely to affect optimistically their speaking abilities. In other words, the more they practise

oral skill, the more they experience their anxiety and learn how to cope with.

These techniques give an admission to speaking skill practice; such access can be seen

through an increase of performers’ number and output quantity where learners have

opportunities to perform something in front of the class, as it is displayed in short talks’

presentation and grouping sessions.

Thirdly, teacher’s interventions that take varied sorts during the eight sessions are

done in purpose. The teacher refers to these intercessions whenever it seems that

communication may break down owing to factors relevant to learning setting; as well as

affective ones. Largely, these interventions can be seen as motivational tactics adopted by the

teacher when she sees that learners show negative responses such as: silence, helplessness,

worries fears. In return, motivational tactics that are involved by the teacher include; asking

questions, exposing private experiences, expressing personal views and looking for comments

in order to direct learners’ thinking, seek relevant ideas and encourage introverted and shy

learners.

In short, procedures of inducement (choosing factual themes, exposing their own

experiences and expressing personal views, using cooperative learning technique) are mainly

taken on by practitioners for two purposes; to hold up communication in general and

particularly, to establish sociable relationships which generate a relaxed or less restless

atmosphere.
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3.4.2 Description and Interpretation of Oral Test Observation

In addition to the observational practice involves in non-testing settings, the researcher

observes oral performers’ attributes or behaviours in testing setting (second term oral

expression exam of the academic year 2015-2016 ) and teachers’ reaction associated with (see

Appendix 04)

3.4.2.1. Description of Oral Test Observation

 Students’ Behaviours

In oral test, the researcher observes that higher levels of reactions are primarily

affective. Statistics demonstrate that 69% percent and 48% percent of them show fear/ worry

and inhibition with difficulties in pronunciation respectively. In addition, 66% percent of

learners also show lack of control at grammatical and structural levels. For example; they

make grammatical mistakes such as: “he like” instead of “he likes”. “I went there ....and they

ask me...”.Some learners make grammatical mistakes and directly correct these faults when

they recognize them and this may happen with them frequently during their performance.

However, more than one third of participants 38% percent and 45% percent of participants

display respectively shyness and nervousness.

Besides, learners’ oral performance is characterized by short and long pauses in which

53% referring to and some of appear lost, helpless or blocked. For different reasons, other

students (31% percent of them) speak quickly which makes the teacher interfere and advise

them to speak slowly. Despite the teacher’s interference, these learners are unable to control

themselves when performing; but it is noticeable that nervousness is a common feature in

their performance as it is displayed by their facial expressions. However, another category

representing 28 % percent of students speak slowly and softly; this reaction drives the teacher

to intervene and ask them to speak loudly or repeat what they saying clearly.

At physiological level, participants demonstrate differently in terms of facial

expressions and corporal reactions which are principally related to affective responses. It is

found that 41% percent of students smile or laugh when their teacher asks them to start or to

carry on after short or long pauses. Students’ facial reactions are not limited to smiling and

laughing but they extend to lacking of eye-contact.
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Furthermore, there are other facial expressions taken on by students (54 % of them)

during oral test performance as: confused looks, colourless faces and vibrated voices or red

cheeks and sweated forehead. In addition to facial attributes, participants (28% of them)

expose other bodily behaviours like : moving body left or right from time to time, playing

with hands, balancing or diddling legs, touching or abrading nose and cheeks by hands more

than one time, swallowing spittle frequently causing dry mouth…etc. The table below shows

reactions notably demonstrated by anxious learners.

Students’ Behaviours Students’ Number Percentage

-Fear / worry 29 out of 42 69%

-Shyness 16 out of 42 38%

-Nervousness 19 out of 42 45%

-Inhibition (with difficulties in pronunciation) 20 out of 42 48%

- Speaking quickly 13 out of 42 31%

- Speaking slowly and softly 12 out of 42 28%

Making mistakes (grammar, structure) 28 out of 42 67%

-Making short/long pauses. 22 out of 42 53%

-Smiling or laughing 17 out of 42 41%

-Lack of eye-contact. 11 out of 42 26%

-Other facial expressions 23 out of 42 54%

-Bodily actions 12 out of 42 28%

Table 3.18: Students’ Reactions during Oral Test

The bar-graph below displays attributes shown by EFL oral performers and their levels in the

form of percentages.
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Bar-graph 3.8: Students’ Reactions during Oral Test

 Teacher’s Behaviour

Teacher prepares ten topics and gives her students the opportunity to choose one of;

these topics are designed in the light of classroom discussions taken place during the whole

semester. In oral test, teacher takes chiefly the role of an assessor but she intervenes inevitably

when there is something which increasingly hinders students’ performance or makes it

unclear and incomprehensive.

3.4.2.2. Interpretation of Oral Test Observation

Tests are considered as a source of fear and worry to learners, but these feelings may

influence their performance unconstructively if they reach certain levels. As far as oral

performers concerned, students display dissimilar psychological and corporal attributes that

interpret their discomfort in testing. But, statistics show that higher rates of reactions are

primarily emotional. Additionally, reactions recorded in the table above are usually

interrelated to one another in different ways .i.e. a reaction can be a cause or an outcome of

another.

The study exhibits that the majority of students is disparately exposed to troubles

which are also expressed in the form of emotional and physiological responses. Deeply,
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apprehension, fret and their outcomes that students feel before and during oral test are

interpreted through their external reactions. These reactions are primarily related to facial

expressions which including; looks of confusion, pallid faces and vibrated voices.

Moreover, statistics denote that 48% percent of participants (48% of them) become

inhibited during oral test. Inhibited learners find difficulties to pronounce words with changes

in voice as vibration of and sudden glottal stops. This situation is likely to get worse with

other students who are unable to control themselves and show loss, helplessness and

blockage. The effect of such behaviours may be read through various responses as well as;

facial expressions, making short or long pauses more than one time, having blocks or going

blank. Speech breaks made by performers rarely result in ending their performance before

saying something meaningful or harmonious.

Testing and evaluation may not leave poor learners’ minds and increase disagreeable

outcomes. These displeasing outcomes may enhance owing to classroom pressures which

make them unable to invest their abilities constructively. These outcomes can be reflected

through making errors and recurrent correction that may disturb learners and boost their

nervousness and shyness.

Unlike nervous performers, non-nervous ones try to be more careful; they speak

slowly and softly. In other words, they may be worried of making mistakes like pronunciation

and syntactic ones; they may also be shy or introverted learners who have little or no

significant experiences in oral practice. These factors are expected to create or increase their

negative feelings whenever they are asked to perform oral tasks; especially if they are coupled

with lack of self-confidence and low self-esteem.

As it is previously mentioned, emotions can be identified through corporal or external

reactions that are typically regarded as reflective mirrors of what happening inside. Moreover,

facial expressions stated previously represent the major part of physiological behaviours with

54 % percent. Anxiety external reactions are not necessarily related to facial changes but they

may extend to playing with hands, abrading nose and cheeks frequently, balancing or diddling

legs.
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3.5. Discussion and Conclusions

The present study tries to examine EFL anxiety in academic context by exposing its

attributes relevant to oral practice, and citing pedagogical implications that can be used to

alleviate its levels. Practitioners highlight the significance of speaking skill when they teach

foreign language, and insist on providing a relaxing atmosphere as a key-condition in order to

maintain communication and increase classroom interaction. They show that EFL context

involves difficulties as anxiety which hinder learners’ oral practice and decrease their abilities

in.

The present study indicates that EFL learners’ negative attitudes towards oral

performance can be a result of anxiety as a psychological trouble which is likely to involve

with oracy skills. Moreover, the results show that owing to anxiety, EFL learners behave in

different ways in oral practice. These ways differ from one learner to another as it is shown by

participants at different stages of the study including lockstep setting and oral test i.e. levels of

discomfort that learners displayed and outcomes relevant vary among learners where there are

learners with low levels and others with high levels.

It is important stating that dealing with EFL anxiety in oral practice in terms of signs

and alleviation techniques gives an access to its feeding sources. These sources are of

different sorts regarding to the complexity of learning setting dimensions and

interrelationships that involved within. The main reasons involved in the study are fear of

making mistakes, shyness, negative evaluation and lack of self-confidence and linguistic

disabilities. Due to these causes learners may engage in dissatisfied oral practice experiences

which appear as demotivating or factor whenever oral practice takes place. The negative

attitude that students show towards speaking skill may be a result of these unpleasant

experiences. Other anxiety sources can be recognized through the identification of EFL

anxiety attributes and pedagogical orientations related to in order to reduce its level.

Though the research is not concerned with anxiety causes, the latter can be used to

justify some learners’ attitudes and help us later to plan for remedial practices. In fact, we are

more concerned with results that derived from activating the three research tools

(questionnaires, classroom observation and oral test) and which related to the intended

research points.

Anxiety as a psychological construct is likely to be interpreted in oral performance in

the form of psychological and physiological reactions as shown in the study. In the

questionnaires, the majority of respondents (teachers and students) mention that anxiety is
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principally identified through a number of emotional responses and corporal reactions; the

latters are considered as reflects of the former ones. In some cases, it is impossible or difficult

to diagnose oral performers’ emotional states if there are no bodily actions involved within.

Between 36% percent and 64% percent of informants agree on the following reactions

as anxiety attributes: fear, inhibition, and nervousness, silence, smiling or laughing, speaking

softly or slowly, making errors in addition to different uncontrolled body actions. Besides,

practitioners consider these undesirable reactions as difficulties for teaching and learning and

as hindrances for oral communication and classroom interaction. Likewise, observational

practice involved at different phases; reciprocal settings and grouping settings reveals

comparable results with differences concerning levels of attributes and their effects relevant

to.

The chief behaviours displayed by anxious students in disparate oral settings are fear,

nervousness, inhibition, shyness, making errors and pauses, reluctance, silence or

communication avoidance which associated with a wide range of physiological attributes as

well as; facial expressions that including; hesitated looks, pale face, lack of eye-contact,

smiling, laughing and head mimes. Corporal reactions also include bodily actions as well as

hands and legs movements. These psychological and corporal attributes are often interrelated

in a complicated manner that is difficult to identify the way they are built and experienced by

participants or diagnose their outcomes independently.

Profoundly, lockstep settings witness the most anxious scenes since language anxiety

is likely to emerge and boost in. Hence, students expose the foremost attributes stated above

with significant degrees which typically affect learners’ oral production quantity and quality

unenthusiastically i.e. debilitating effects of these unpleasant emotional and physiological

reactions can be seen through negative social reactions which result in low oral performance.

Language anxiety reactions confined to reciprocal setting make the researcher

distinguishes between two kinds of anxious EFL oral performers. The first type is mainly

concerned with inhibited and nervous students whose behaviours lack control and they are

unable to cope with their anxiety enthusiastically. These performers appear shy or hesitated

and fearful initially, but these behaviours are expected to develop into inhibition or

nervousness mainly because of social pressures. Negative evaluation entailed by teacher or

/and peers is one of these pressures which increase learners’ displeased emotional responses

and make them adopt several reflects as well as facial expressions.
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In their responses, 52% percent of practitioners highlight the notion of Horwitz et al.

(1986) which claims that negative evaluation is a significant source of FL anxiety which has

detrimental effects on learners and may cause failure. For example; negative evaluation may

create nervous learners who are likely to be less attentive, make silly errors that are often

followed by self-correction and expose to cognitive difficulties connected to different internal

processes such as; thinking, retention, retrieving or rehearsal. However, other teachers (48 %

percent of them) pay no attention to their learners’ emotional side when they assess them;

they may focus on linguistic disabilities and neglect emotional or affective intricacies. The

ignorance of this important dimension can be a demotivating factor for speakers and a reason

for learning malfunction.

The second type of anxious learners involved in lockstep setting appears more fearful

and unable to take turn in classroom oral practice; their communication apprehension prevents

them from taking any step to liberate themselves from such fear and from its effects.

Consequently, they tend to sit down at the back and adopt communication avoidance strategy

to keep away from classroom interaction. Among communication avoidance reactions that

students refer to: being silent, making themselves busy; as looking for something or turning

right or left in order to avoid eye-contact with their teacher.

Nevertheless, these passive or reluctant students may become active if they are invited

insistently by their teacher to contribute in classroom discussion as happened in some cases.

But, their reactions are possible to be more negative and nasty comparing to the former type

of anxious learners. These unlikeable attributes include being helpless and unable to say any

word, saying two or three words and going blank, answering softly or using head mimes and

facial expressions to show reluctance, disinterest and laziness. It is important mentioning that

though fear is attached with learners’ performances, reactions related to it differ in terms of

sort, degree and effect from one learner to another as shown above.

As it is previously mentioned, evaluative situation is considered as a source of anxiety.

In foreign language context, fear and worry covered oral performers ’ behaviours in test are

natural reactions but if these responses reach a certain level they usually cause troubles and

difficulties of different degrees which may hinder oral output. In this study, the minority of

testees show no negative feelings; they may have little fear and worry but their attributes do

not indicate an outstanding negative influence of. This optimistic response may refer to the

involvement of positive variables as well as motivation, self-esteem, and self-confidence, this

on the one hand.
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On the other hand, statistics indicate that the majority of students experience notable

fear and worry (69% of them) in oral test but their reactions vary in terms of type, level and

effect. In other words, the ways students behave and react emotionally and physiologically

during oral test frequently point out the level of their anxiety. Horwitz et al. (1986) refer to

this notion when he considers “test” as a direct reason for FL anxiety and “test anxiety” as a

significant component of: “Oral tests have the potential of provoking both test-and oral

communication anxiety” (Horwitz et al., 1986: 127-128). Besides, though there are common

anxiety reactions caught up by students in evaluative situation and non-evaluative one, levels

of these reactions in the former situation often differ from those of the latter and have a

greater influence on their performance. In this context, facial expressions and bodily

movements are considered as key-reactions that help to diagnose different anxious situations

and identify learners with higher levels of anxiety.

Deeply, levels of fear, inhibition, shyness and nervousness increase when assessment

takes place as their associated attributes showing. Inhibited learners appear increasingly

uncontrolled and their attempts to restore their comfort; as taking speech pauses are useless

and at worst situations, they may become lost or helpless and their performances are generally

coupled with worthlessness. Similarly, shy students who are likely to be silent in classroom

are not able to perform positively. They are extensively exposed to mistakes-making; their

shyness increases when they face the teacher and address him especially if they do that for the

first time i.e. lack or absence of classroom oral practice increases shy and silent learners’

anxiety, decreases their abilities and lessens their learning achievement.

In reciprocal setting, nervous learners make a considerable number of mistakes that

often followed by self-corrections, however their level of nervousness may increase in testing

setting especially if they make mistakes and correct them frequently or compare between what

is prepared and what is actually exposed.

Psychological difficulties that EFL oral performers face, unpleasant attributes and

outcomes related to are considered as obstacles for oral practice improvement which need

effective techniques to reduce these impediments. The major key-condition that should be

taken into consideration at this stage is to provide learners with a comfortable atmosphere

when they practise the target language orally. Hence, language practitioners are required to

use helpful procedures that decrease learners’ oral language anxiety levels and increase their

output in terms of quantity and quality.
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In this context, respondents highlight the importance of group works in oral skill

practice. While learners (65% percent of them) show a significant interest in practising the TL

in small groups, teachers emphasize on two important procedures. First, 84% percent of them

accentuate value of them invest instructions that encourage working cooperatively such as:

group discussions, humanistic tasks that involve personal experiences and role plays. Second,

55% percent of teachers draw attention to the worth of giving oral performers opportunities to

contribute in classroom decisions; as well as topics to be discussed orally. This procedure is a

motivating factor which helps to establish a good relationship between the two partners. For

instance; the majority of students prefer to discuss social topics and speak about successful

personal experiences.

At practical level, students display a kind of comfort in grouping setting as opposed to

lockstep one which shows limitations that create or increase learners’ language anxiety.

Comfort associated with the use of group works results in enhancing students’ output amount

in addition to accuracy and fluency that are involved through peers’ correction. This comfort

takes various phases or forms like: relaxing facial expressions, lack of hesitation and

confusion, notable decrease of unlikeable reactions (fear, worry, shyness, nervousness,

inhibition, silence...etc), in addition to considerable classroom participation. Such

participation results from reduction of negative evaluation’s fear and communication

apprehension that are largely related to lockstep or reciprocal settings which stand as primary

obstacles for oral practice.

Besides, being belonged to a group of own choice gives learners a feeling of safety

and security. Profoundly, working with members that are supposed to share similar features

as; gender, age, level, interest and association makes oral performers feel protection from

expected threats like negative evaluation which is mostly attached with communication

apprehension and their undesirable outcomes. The benefit of this cooperative technique can

be of great deal if it is associated with effective oral tasks as discussion and role play.

Similarly, the use of group work is beneficial for teacher since it makes him /her closer

to his/her students and gives him/her the opportunity to identify their different kinds of

individual variations over time.

In addition to group work, the teacher tends intentionally to apply some tactics when

classroom oral discussion takes place. These tactics take multiple forms as well as; designing

class in U shape which helps her to identify learners with emotional difficulties, using verbal

praise, inviting them to take turn in classroom discussions through asking questions, revealing
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private experiences, stating personal views and problematical or challenging views to be

commented on.

In the evaluative situation (oral test), the teacher makes her students choose by chance

one of the topics that have been already performed in classroom; this procedure is done in

purpose. The teacher knows that her students are expected to be anxious and worried because

their performance will be graded, for this reason she attempts to reduce their anxiety level by

introducing familiar topics.

3.6. Conclusion

The foregoing part is purely practical where the researcher examined EFL anxiety in

oral expression. It exposed anxious students’ attributes in different settings and revealed

teacher’s procedures in order to reduce their anxiety levels and maintain classroom

communication. This chapter analysed and discussed the data collected by research tools,

arrived to the results that would answer the research questions. In other words, the analysis

interpreted and discussed statistics and figures resulted from information gathered by research

instruments. These instruments included: students’ questionnaire, teachers’ questionnaire and

course observations which took place in dissimilar settings (lockstep setting and grouping

setting) in addition to oral test .Interpretation and discussions of the collected data helped in

drawing conclusions. These conclusions were drawn by the researcher in order to test

research hypotheses. The next chapter will support the results stated in chapter three and give

the major pedagogical implications and suggestions that help to create a comfortable

atmosphere where EFL learners’ affective difficulties diminish, motivation increases and

learning achievement improves.
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4.1. Introduction

The present study deals with anxiety as a psychological influence in EFL learning

which creates learners’ difficulties in oral practice. This chapter deals also with two focal

points; the first is related to EFL oral practice challenges in DLU English department and

reasons involved within. The second point is concerned with classroom implications that can

be used in order to develop positive and constructive learning environment that reduces EFL

oral performers’ anxiety, increases their motivation and enhances their oral abilities. At this

level, the researcher attempts to state the major classroom procedures and techniques

including successful learning experiences and strategies. Besides, the present section exposes

recommendations and suggestions that can create a supportive learning environment.

4.2. EFL Oral Practice Challenges in DLU English Department

Teachers may face certain difficulties with oral class which hinder target objectives’

achievement. These difficulties differ from one setting to another and they are seen by

practitioners as challenges that should be taken into consideration in order to improve EFL

oral performers’ level. But as far as we concern, focus will be on challenges that have

relationship with psychological influences or have effect on learners’ psyches. Challenges

involved in this section are learners’ autonomy and learners’ individual differences

Learning English as a foreign language needs an autonomous learner; a learner who

takes responsibility to develop his abilities and participate dynamically in his learning

experience. In other words, autonomy is considered as strength in EFL learning context where

learners are expected to expose to a large quantity of TL input in order to develop their oral

abilities without leaving space for undesirable psychological reactions or influences as

anxiety, this on the one hand. On the other hand, teachers can contribute in enhancing

learners’ autonomy development and take it as a challenge by acting alternative roles as

guider, adviser, facilitator and motivator since such challenge needs “lengthy, progressive and

continuous process”. With reference to the present study, it is observed that Algerian EFL

learners are not autonomous or they lack autonomy and the majority of them are not aware

about its significance in learning process development.

Crowded class is another challenge that can be faced by language practitioners, it is

likely to be characterized by multilevelness and this increases teacher’s difficulties when he

interacts with learners as the case of oral language classes. In other words, oral expression
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teachers are not considered crowded class a pedagogical challenge but a penalty because it

may contain a wide range of individual differences and thus it needs different techniques and

instructions, much time and efforts. The following table shows samples of crowded classes in

DLU English Department.

Educational Level Number of Students

-First year : group 1 42 students

-First year : group 2 44 students

-Second year : group 1 43 students

-Second year : group 2 41 students

-Third year : group 1 39 students

-Third year : group 2 31 students

Table 4.1: Number of Students per Class or Group (Bouhass, 2008: 107).

4.3. Reasons for EFL Oral Disabilities in Local Context

With a careful reading into the local EFL learning situation data, one can deduce that

some features relevant to are considered as causes for learners’ oral disabilities. The studies of

Bougandoura (2012) and Idri (2014) deal with this issue and state the following reasons:

 Lack of classroom oral practice opportunities due to crowded classes and insufficient

time of speaking which is one of the major characteristics of Algerian learning setting.

 Gaps found in learners’ linguistic abilities such as: vocabulary, grammar structure and

pronunciation which hinder them from keeping their communicative act on.

 Concentration on correcting learners’ grammatical errors rather than developing their

vocabularies (pragmatic competence).

 Absence or lack of real-life activities and audiovisuals’ use for teaching oracy skills

(listening, speaking).

 Classroom interaction dominated by L1 (Arabic) use and its impact on students’ and

teachers’ pronunciation.

 Having authoritarian traditional teachers and passive traditional learners; learners have

no opportunity to choose or suggest oral topics or tasks.

 Negative influence of affective difficulties on learners’ oral performance such as

anxiety.
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 Absence use of the TL (English) within the social community.

4.4. Implications for Reducing EFL Oral Classroom Performance Anxiety

Language researches and studies devoted to ELT setting increasingly focus on

students’ speaking performance. That is why; the primary goal of the present study is to

identify the major techniques that lessen EFL oral performers’ anxiety levels and improve

their communicative abilities.

The effects of language anxiety on learning achievement and learning process;

including FLL context need urgent interventions mainly from teachers’ part, learners and

parents. Language researchers consider language anxiety as a challenge for teachers in which

they tend to create conditions that allow students opportunities to communicate in a

comfortable and supportive environment. The intended conditions can be generated by

applying effective techniques and adopting motivating attitudes. Depending on what has been

found from the obtained results in chapter three and on literature oriented to EFL context, a

number of techniques and attitudes are suggested to both teachers and learners respectively to

manipulate foreign language classroom anxiety (Tallon, 2007: 07-08)

But, before dealing with these deliberate techniques, it is necessary that teachers

acknowledge the existence of foreign language anxiety. De Andres (2003) states that if

teachers neglect the inner needs of learners, the latter will be unable to increase their learning

efforts. In other words, learners’ partner should take into consideration that due to anxiety and

not owing to lack of abilities or inadequate background, they (learners) may appear

uncontrolled and uncomfortable when they perform orally using a foreign language (Horwitz,

Cope, 1986: 131). For instance; Tallon (2007) invites teachers to take care and show interest

to students sitting in the back row not saying anything, then he advises them to give up the

traditional view that saying learners having seats at the back and keeping silence are bored or

disinterested or unmotivated (Tallon, 2007: 10).

Thus, the identification of anxious learners is imperative and recommended to

facilitate classroom interaction. Lynch (1992) refers to this point and suggests two tools or

ways (formal and informal) for identifying anxious learners and measuring their anxiety; the

first tool is the FLCAS developed by Horwitz et al. (1986), however, the second one is

practitioner’s trained eye that can identify students’ experiencing anxiety (Lynch, 1992: 07).

According to Lynch, having an idea or being familiar with class individual variations as
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affective difficulties and particularly anxiety assists teacher in adopting appropriate attitudes

that helping in learners’ anxiety reduction.

The undesirable reactions shown by learners when experiencing anxiety in FL context;

as those stated in chapter three demonstrate that they are commonly highly motivated to avoid

classroom oral participation; they appear fearful, unprepared, indifferent and uncontrolled. As

a reaction, Horwitz et al. (1986) say: “we can help students reduce their anxiety levels by

focusing on the students’ characteristics that are causing the anxiety, as well as by focusing

on what we do as teachers and what goes on inside the classroom”(Horwitz, Cope, 1986:

131). Pedagogically, educators and practitioners have two options when they deal with

anxious oral performers; first, they should make classroom climate less stressful. Second, they

ought to help students learn how to cope with the existing anxiety- provoking situations.

Unlike first language (L1) learning, SLL and FLL settings need more motivated

learners because they will be exposed to a different language learning context. Therefore, it is

believed that the complexity of FLL like the English one requires the presence of motivation

as an important factor which primarily facilitates leaners’affective difficulties like anxiety

(Gardner, 1985). The observational practice that took place in the third section and the

analysis that followed made the researcher deduce that lack or absence of motivation from

learners’ part intervened as a factor which creates or increases their anxiety. As a suggestion,

it is advisable that teachers learn more about language anxiety and issues associated with

because this assists them cope with their learners’ affective troubles. Indeed, there is a wide

range of techniques recorded in FL anxiety literature (Horwitz, Cope, 1986, Dobson, 1992,

Lynch, 1992, Horwitz, Cope, 1996, Miller, 2003, Tallon, 2007, Churchill, Livingstone, 2008)

which can be used by practitioners in different language anxiety situations.

As it is previously mentioned, this section exposes effective implications and

motivational orientations that can be taken on as classroom procedures in order to alleviate

EFL learners’ anxiety in oral practice. The suggested implications may primarily cover:

teacher’s sociability, cooperative learning, humanistic techniques and rewarding but the

researcher adds others where she depends on the research findings including the observational

practice results. The present sub-section deals with pedagogical procedures that can be

implemented in two situations; non-evaluative situation and evaluative situation but more

details.
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4.4.1. Implications for Reducing EFL Oral Classroom Practice Anxiety (Non-evaluative

Situation)

As it is previously mentioned, EFL anxiety can accompany learners’ oral performance

whatever the situation is; including non-evaluative situation in which anxiety may associate

with every oral practice.

4.4.1.1. Teacher Sociability

Recent researches (Harkin, Turner, and Dawn, 2001, Horwitz, 2001) that have been

involved to study academic issues focus on the importance of the relationship between teacher

and his learners and the effects of such link on classroom interaction. In other words, being

friendly and sociable teacher with learners encourages them to interact with him/her freely or

at least in less stressful setting. Harkin et al. (2001) refer teachers’ sociability: “to the positive

social behaviours teachers show towards their students in the academic settings, as a

professional attitude or stance towards learners to encourage their autonomy, raise their

engagement, and improve their performance” (Harkin, Turner, Dawn, 2001: 82).

Accordingly, teacher sociability relates to the positive sociable behaviours that teacher adopts

in classroom when he interacts with his students. Harkin et al. (2001) consider teacher’s

friendliness as a part of professionalism in teaching because it increases learners’ autonomy,

encourages their contribution or classroom participation and enhances their performance

level.

Due to some social pressures like teacher’s and peers’ negative evaluation anxious

learners become inhibited and feel fear “social anxiety” , and consequently they are unable to

participate and integrate with their social group (Arnold, 1999) . As a reaction, they prefer to

be silent, passive and at extreme cases, they may become introverted. In fact, the issue of

teacher sociability is widely demanded as a necessary procedure or solution when it comes to

the alleviation of learners’ affective difficulties because if the teacher‘s interaction with his

learners is covered or characterized by obstacles, this will highlight learning difficulties.

Price (1991) deals with teacher’s sociability and its role in learners’ anxiety reduction.

He states that there are strengths that the teacher may refer to in order to minimize his/her

learners’ anxiety. Price (1991) considers teacher’s encouragement, support, and attention to

his learners’ efforts and interests as key-conditions for anxiety alleviation. There are other

language researchers such as Trickett and Moos (1995) who share Price’s view:
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“Most importantly, the level of perceived teacher support
had the strongest relationship with students’ feelings of
anxiety… Teacher support is defined as the help and
friendship the teacher shows toward students; how much
the teacher talks openly with students, trusts them, and is
interested in their ideas”

(Cited in Horwitz, 2001:120).

Trickett et al. (1995) draw attention to the value of support that teacher provides to his

students with and they relate strongly such support to classroom anxiety reduction. They

define teacher’s support as help and friendship that he shows to his students and which can

be verbally or through actions. Likewise, Kim (1998) arrives to the same deduction that some

learners who develop negative habits when they participate in oral sessions may experience

higher anxiety levels. In contrast, these levels may be kept to a minimum if learners find a

support from their partner. These views underline the notion of supportive learning

environment that necessarily demands practitioners’ full presence n order to minimize anxiety

levels.

Teacher’s sociability may take different forms and represent humanistic behaviours

that are interfered at different learning levels such as: behaving positively and building

respectful interpersonal relationships with learners, encouraging them, motivating them,

sharing close caring and trying to understand them. The next part of the research will expose

some important areas where teacher’ sociability can be invested in order to reduce learners’

anxiety.

 Being Empathic Teacher

Empathy is described as the ability to understand another person’s feelings,

experiences, and perceptions i.e. the ability to look at the world of others through their eyes,

the ability to put “oneself in their shoes”. Bassett and Smythe (1979) indicate that the

implications for teacher-student relations are obvious: “The more empathic you are [as a

teacher], the more likely you are to communicate accurately with your students, thereby

avoiding the misperceptions that lead to frequent conflicts” (Cited in Sellam, 2016: 160).

With reference to EFL context, Dobson (1992) comments that students feel frustration

and become inhibited when they are asked to use a new language and form meaningful

utterances: “The students frustrated by having to channel his mind into new language forms

that are so different from those he is accustomed to. Sometimes this inhibits the student,



Chapter Four .......................... Pedagogical Implications and Recommendations

146

making him unwilling to express himself altogether” (Dobson, 1992: 10). This means that

teacher should be comprehensible and sympathetic to student’s frustration and make him feel

that he is saying something worthy even if it is simple and effortless.

Teacher should play his role with sensitivity as alerting learners’ mood. He should not

ignore his learners’ gestures and facial expressions because such ignorance may develop an

unsatisfactory atmosphere of oral practice and lead to their reluctance. In addition, teacher

should be patient and think that EFL learners are expected to be under different internal

pressures as being ashamed and afraid to speak to someone using foreign language. Yet,

receiving their embarrassment positively will reduce their frustration and encourage them to

take risk and produce meaningful statements.

 Maintaining Positive Beliefs

As a psychological influence, anxiety has a complex relationship with several

elements like self-perceptions, feelings and beliefs which affect individual’s behaviours; such

complexity may reach its apex in FL context. Accordingly, Lynch (2001) says: “We conceive

foreign language anxiety as a distinct complex set of self perceptions, beliefs, feelings and

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

learning process” (Lynch, 2001: 02). In the case of anxiety, we are more concerned with

learners’ beliefs in their target language abilities rather than feelings and self-perceptions

toward it because most of the times these feelings and perceptions are guided by learners’

beliefs that generally design one’s mental imagery. It is important mentioning that a

considerable number of studies (Horwitz, 2001, Minor, Harvey, 2012, Capan, 2012) reinforce

learners’ positive beliefs in their language abilities and regard them as a significant factor for

motivation, self-confidence and self- efficacy and consequently these beliefs will improve

their language performance.

At an early stage towards anxiety reduction, helping learners to strengthen their self-

issues is important. Moreover, making learners believe positively in their abilities and expect

better from can gradually increase their self-issues such as self-confidence, self- esteem and

self-efficacy that are likely to enhance their motivation and alleviate their language anxiety. In

contrast, leaving students with negative beliefs relevant to their capacities may augment their

self-issues’ difficulties then their anxiety levels (Capan, 2012).
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Concerning EFL context, Minor et al. (2012) comment that beliefs then attitudes one

develops towards foreign language learning are considered as factors that influence learning

process differently (Minor et al., 2012: 01). In other words, if the teacher helps his partners to

develop positive beliefs and constructive attitudes towards foreign language learning abilities,

result will be positive and an increase in the target language achievement will be expected.

However, if the language practitioner does nothing to assist his learners building up

constructive beliefs or to make them change negative ones, the outcome will be

unconstructive and failure will become an expected result.

In fact, the research directed to the effect of learners’ beliefs over their affective side is

limited. For instance, the study of Horwitz (2001) argues that students’ negative perceptions

of their own communication abilities and beliefs developed within cause language anxiety

(Cited in Capan, 2012). In addition, Goshi (2005) suggests that “students with negative beliefs

about their learning English feel more foreign language anxiety”. Likewise, Goshi (2005)

views that EFL learners who develop negative beliefs about their learning capacities are

expected to experience from higher levels of anxiety, and these personal beliefs; whether they

are positive or negative may be interpreted by learners in the form of self-talk (Ibid).

Similarly, Pappamihiel (2002) shows that the effects of unhelpful beliefs will be of

great degree if they make learners engage in self-deprecating associated with permanent

destructive thoughts; as “I am stupid, I have low level, I cannot do it…” (Pappamihiel, 2002:

330). Similarly, Cheek (2015) mentions that negative self-talk disheartens students’

confidence and self-esteem, however positive self-talk is a useful method that learners refer to

so as to control situation they are in and build confidence before and during oral task

performance (Cheek, 2015). Depending on the studies of Sarason (1972) and Gibbons (1991),

Pappamihiel (2002) assumes that through time these negative thoughts adversely affect

students’ ability to take advantage of learning opportunities and to see themselves as

successful learners (Cited in Pappamihiel, 2002: 330).

Recently, language researchers (Bandura, 1997, Tallon, 2007, Alkaboody, 2013)

invite practitioners to address learners’ emotion and revive their mental imagery positively

by developing positive beliefs, feelings and expectations about their target language

capacities, hence maintaining feelings of self-efficacy (Gregersen, MacIntyre, 2014) or

healthy self- perceived proficiency (Bandura, 1997). In other words, teachers should inform

students that their irrational and negative beliefs and ideas about their TL learning abilities
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and fears of failure should be avoided because they influence their learning process

unenthusiastically.

While Bandura (1997) counsels teachers to foster learners’ successful learning

experiences, avoid negative evaluation and encourage cooperative learning among learners

(Bandura, 1997), Tallon (2007) suggests for them two enthusiastic procedures; the first one is

to get individual tutor or join a language club where they have concurrently the opportunity to

practise the TL freely and learn how to cope with their anxiety (Tallon, 2007: 11). Tallon

believes that make learners expose to a considerable target language input outside classroom

may help them to feel comfort and reduce their anxiety. The second procedure is to discuss

with students reasonable expectations for successful language learning and help them to

develop more realistic expectations. For instance; telling to EFL students that it is not

necessary to speak English fluently after two years because this takes years of continuous

language study and practice, but they should have the basic elements of as linguistic ones.

However, Alkaboody (2013) agrees with Bandura (1997) and insists on upholding

learner’s positive self-imagery by avoiding negative attitudes and reactions. Moreover,

learners are often expected to have unsatisfied or low self-image about themselves at the

beginning of their learning process. But if their performance is received positively regardless

to its mode (wrong answers, mistakes…etc) this will be a motivating factor for them.

Nevertheless, many students become demotivated because of embarrassment they feel after

being forced to perform orally in front of the class (Al kaboody, 2013: 52).

In short, the suggested motivational procedures are likely to provide students with

emotional and affective help that eliminates their mental blocks and fulfills gaps found in

their abilities.

 Preserving Learners’ self-issues

Being relaxed and motivated are largely connected with sensitive self-issues as self-

confidence and self-esteem mainly at the age of development which is associated with basic

education (primary, middle and secondary school education) where learner‘s self-image is

supposed to be ongoing flux; learner still has questions, doubts and worries about himself.

Yet, any undesirable or unexpected attitudes from teacher or peers may easily hurt these

sensitive self-issues. The effects of such negative reactions differ from one learner to another

but in general they may threaten their internal stability then become part of their learning
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experience which is expected to appear as hindrance in their learning process (Dörnyei, 2011,

Cited in Alkaboody, 2013: 52).

As an attempt to affect learner’s self-image in a positive way, teacher manages to

make his learner feel that his self-worth is protected, gain self-confidence and be in a safe

learning environment. The following strategies are detected by Alkaboody (2013) for learners

self-issues protection

 Providing learners with successful learning experiences.

 Encouraging learners verbally, by giving gifts and grading them.

 Avoiding social comparison.

 Promoting cooperation instead of competition.

 Convincing learners that mistakes are part of learning process and not a sign of

deficiency or failure.

Teaching learners the strategies that maintain self-confidence and make them believe

in their learning abilities whatever the task is. This procedure is commonly seen by learners as

a support for carrying their learning process. In return, learners can use these strategies when

they feel classroom insecurity and successful application of such strategies shows them that

they are able to cope with unlikeable responses (Alkaboody, 2013: 52). In other words, there

is a critical relationship between language anxiety and self-issues; the latters are likely to

generate negatively from undesirable beliefs about learning capacities (Feltz, 2008, Cited in

Cheek, 2015)

 Encouraging Assertiveness Practice

Assertiveness practice is oriented to convert negative psychological responses such as

anxiety, panic, fear of failure and their correlations as low self-esteem into positive

interactions with others i.e. it aims to decrease the interpersonal conflicts and threatening

situations that learners experience from in an assertive manner (Churchill, Livingstone, 2008).

Assertiveness training can be applied in different learning contexts; counting FL

learning, thus why some researchers as Miller (2003) describe it as “a broad approach” and

insist on teachers to use it in their classrooms. This type of training is used in academic

settings to teach learners who have difficulties like anxious ones how to express themselves

orally without fears. This procedure includes teaching learners appropriate strategies to face

threats that menace their performance. Miller (2003) states: “assertiveness training is used as

part of communication training in settings as diverse as schools” (Miller, 2003: 04).
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According to Miller (2003) assertiveness practice is a part of communication training

that applies in classroom under teacher’s supervision and control. In addition, such practice is

necessary in learning settings where a wide range of individual differences mainly affective

ones are involved within.

Language practitioners can apply assertiveness practice techniques after they notice

types of difficulties that their learners face and outcomes derived from “patterns behaviours”.

Miller (2003) returns to show that the choice of these techniques should be appropriate to

anxiety. In this context, he states: “Role-plays usually incorporate specific problems for

individual participants, such as difficulty speaking up to an overbearing boss; setting limits to

intrusive friends” (Ibid, 10).Accordingly, the teacher can use “role plays” to reduce learners’

fears towards TL use such as lack of fluency or accuracy in oral performance.

Miller (2003) adds that anxious language learners are likely to be familiar with

strategies that can reduce their anxiety outcomes like fears when they express their thoughts

orally. Miller says: “This approach (assertiveness practice) helps participants to learn new

ways of expressing themselves as well as how it feels to be assertive…especially for

participants who may be shy and feel uncomfortable…” (Ibid). In short, Miller (2003) invites

implicitly language practitioners to teach their learners different techniques that can alleviate

their anxiety in which their self-confidence and self- esteem increase.

Similarly, Woodrow (2006) concurs with Miller (2003) and insists on the importance

of teaching anxiety alleviation strategies to learners. Woodrow (2006) inserts that because of

anxiety students may be prevented from enjoying the TL oral practice; as in classroom oral

reports and conversations with peers or with other English speakers (Woodrow, 2006, Cited

in Huang, 2011). As a reaction, Woodrow (2006) puts forward some strategies that can be

utilized by students with teacher’s help when they engage in different forms or academic oral

practice .These strategies are cited by Huang (2011) as follows:

 Allow for planning, preparation and practice time

It is important giving learners adequate planning time which enables oral performers

to be familiar with what they want to say. In other words, learners are offered opportunities to

work individually, in pairs or in small groups before they face the class and present their

works, as a result they can rehearse and modify what they want to express. This planning
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helps learners build or restore their confidence that may decrease owing to their higher levels

of anxiety (Arnold, 1999, Cited in Huang, 2001).

Arnold (1999) advises teachers to give learners time for task preparation as in

conversations where performers are required to consider the three competences: linguistic,

sociolinguistic and strategic (Canale and Swain, 1981) “the student is not prepared for this

kind (conversation) and if he is pushed into it, he will make so many errors that the

experience will be counter-productive” (Cited in Huang, 2001).

 Take a few deep breaths

Breathing is a fundamental element in speaking. Holding breath through the nose and

exhaling it through the mouth is very useful for anxious speakers. Such breathing is used to

release tension and slow down the heart rate, and it is advisable to repeat it more than one

time until one feels a kind of comfort as well as learners with higher levels of anxiety.

 Know the first 60 seconds like the back of your hand(preparing the first minute

speech)

It is obvious that the starting point of a public speech is the most difficult step for

anxious learners, but preparing the first minute speech before they face the whole class is

useful in order to avoid the most nerve-wracking phase (the opening). Once learners start their

performance, the process gets much easier as they move along.

 Think positively

Teachers can intervene to remind their learners that they should show their best

because no one wants to sit down and listen to insubstantial talk or engage in a bad

conversation. They can also encourage them with reference to their successful learning

experiences and make them think what they are going to perform as a challenge or a goal and

he wants them to achieve it.

 Start speaking after inhaling

Shortness of breath which is associated with anxiety can aggravate nervousness levels

when learners speaking. Consequently, it is worthwhile to speak after inhaling a full breath.

 Experience builds confidence

Teachers should advise their learners to create opportunities for practising the target

language outside classroom in order to enlarge the space of oracy skills’ practice. They should
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also remind them that it not easy to practise a foreign language with accuracy and fluency and

they need to spend time, efforts and learn how to remove hindrances they face.

Figure 4.1: Strategies for Anxiety Alleviation in Academic Oral Practice

(Adapted from Woodrow, 2006).

 Involving Positive self-talk

As it is previously mentioned, anxious learners may suffer from some thoughts that

influence negatively their oral performance and distract their attention and concentration. For

instance, predictions of failure before starting the task, self-degradation thoughts and the pre-

occupation with the consequences of doing poorly. These learners need for an internal voice

‘positive self-talk’ which can help them to eradicate or at least decrease the impacts of these

undesirable ideas.

Rubin (1975) and Lynch (1992) refer to the notion of positive self-talk and show its

significance in maintaining a certain degree of comfort. While Rubin (1975) claims that FL

learners are often uninhibited if they combat their inhibition by positive self-talk, Lynch

(1992) mentions that language students’ journals display that they develop different

strategies; including positive self-talk to cope with their classroom. Lynch (1992) adds that

anxious learners talk to and give themselves advice and urge themselves through the language

learning process (Lynch, 1992: p07).Correspondingly, Arnold (1999) considers positive self-

talk as a means for self-encouragement that poor learners refer to in order to save themselves

from debasing situations(Arnold, 1999: 67).
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Similarly, the study of Donley (1997) indicates that when learners engage in written or

oral tests, they them anxious but it simultaneously denotes that they can cope with this

difficulty by using some successful strategies such as positive self -talk: “They (anxious

learners) reported several successful coping strategies, including getting the unpleasant task

over with, deep breathing, and positive self-talk” (Horwitz, 2001: 120). Being able to

encourage themselves through internal voice assists anxious performers to reduce their

anxiety levels; especially if they are found in learning environment that lacks teachers’

support and is marked by overcrowding.

4.4.1.2. Maintaining Motivational Learning Environment

Motivation is a key-condition in language learning process; it aims at increasing

learners’ feeling of satisfaction which is seen as a significant factor to reinforce achievement

behaviour. It also encourages them to give their best and offers them the feeling of being

proud of themselves.

 Motivational Techniques

Teachers can adopt different techniques for motivating their students as well as the

anxious ones; in fact there are several sorts of motivational strategies that some of them have

been already presented in the previous sub-section. Accordingly, Dobson (1992) states that

reviving motivation and strengthening its presence among EFL students is a primary

responsibility of teacher and he relates principally this positive affective variable presence and

absence to learning process success and failure respectively. In other words, teacher’s positive

attitudes and outlooks in conversational sessions may provide his students with fresh or

renewable motivation each time. Among these enthusiastic attitudes Dobson (1992) mentions:

smiling and giving praise where it is deserved, being responsive to learners’ difficulties and

showing belief in their oral abilities in speaking English (Dobson, 1992: 15).

Dobson (1992) goes deeply in this context and states some motivational techniques

with reference to Earl Stevick (1987)’s study. According to Dobson (1992) these techniques

are procedures which increase learners’ motivation in conversational sessions and make them

contribute in easily and freely. The intended procedures are classified as follows: the joy of

discovery, the satisfaction of control and the elation of use and they are regarded as sources to

reinforce the students’ desire to learn English (Ibid).
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First, the joy of discovery is done by making students discover English through

researches and investigations. The benefits of these discoveries are different including;

learning something new and of learners’ interest ,remembering it better than that having

explained to them and stimulating learners for dealing with further explorations. Second,

being good controllers of English increases learners’ motivation; such control makes them

satisfied and gives them feeling of confidence and accomplishment which has great

importance in maintaining their enthusiasm. Third, the elation of use is related to provide

learners with ways to practise English orally outside the classroom as speaking with natives;

this contact is regarded as the best source of motivation since the elation comes from

authentic communicative situations (Dobson, 1992: 17).

From another perspective, Lynch (1992) reminds practitioners that communication

tasks may be a source of threat for FL learners, thus he advises them to use appropriate

teaching strategies that motivate learners since there are teaching methods (Natural approach,

Suggestopedia) that design particular techniques for language anxiety alleviation. These

techniques have been already dealt with in this chapter (Lynch, 1992: 04).

 Dörneiy‘s Model of Motivation

Owing to the importance of motivation in language learning context, several notions

and hypotheses developed in this research point in order to create inspirational learning

environment. Dörneiy (2001) investigates largely in this area and arrives to build up a model

of motivation which is recognized as the preeminent researcher in motivation in language

learning. In his book Motivational Strategies in the Language Classroom (2001), Dornyei

depicts motivation as a process and not as a quality; Dörnyei also demonstrates how learners

and teachers can generate, maintain and reflect on motivation. The model is accompanied by

strategies that involve the three stages (generating motivation, maintaining motivation and

reflecting on). However, the way in which some of these strategies can be practically invested

is not evident (Cited in Bankier, Wright, 2012: 43).

Moreover, Dornyei (2001) views motivation as a complex and varied issue that

changes over time; this variable increases or decreases due to a wide variety of influences

including affective ones at different stages in the learning process. The three phases of

motivation are classified by Dornyei (2001) as follows: generating initial motivation,

maintaining and protecting motivation and positive self-reflection on motivation. The figure
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below shows components of motivational teaching practice oriented for creating and

maintaining motivational learning environment in non-native language classes.

Figure 4.2: Components of Motivational Teaching Practice in the L2 Classroom

(Dornyei, 2001: 29)

Creating the Basic Motivational Conditions

*Appropriate teacher behaviour.

*A pleasant and supportive atmosphere in the classroom.
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*increasing learner
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Maintaining and protecting motivation

*Making learning stimulating and enjoyable.
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self-confidence.
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*Setting specific learner’s goal.
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*Allowing learners to maintain a positive social image.

*Creating learner autonomy.

*Promoting cooperation among learners.

Motivational

Teaching Practice



Chapter Four .......................... Pedagogical Implications and Recommendations

156

The first phase takes place before learners start any learning action and it aims at

getting them excited and eager to know what they are going to learn. At this stage, teachers

work on increasing students’ expectancy of success and creating their positive beliefs about

the target language. Generating initial motivation phase states strategies that promote

integrative motivation and raise students’ awareness of the instrumental value of the target

language (Bankier, Wright, 2012: 43).

The second phase “maintaining and protecting motivation” maintains and protects

motivation that is generated in the first phase otherwise it will fizzle out and the objective will

be not achieved. The involvement of this phase is associated with learners take the first steps

of learning action and strategies that maintain and nurture motivation such as providing

students with successful learning experiences. Maintaining and protecting motivation phase is

increasingly concerned with self-issues enhancement; such as self-confidence, self-esteem

and self-efficacy and their effects on developing positive self-image. The latter has an

enthusiastic impact on learners’ attitudes and achievement i.e. learners are likely to adopt

constructive attitudes towards the target language and be out of or reject the destructive

attitudes as anxiety (Ibid: 44).

The last phase “positive self-reflection” is concerned with “after task performance”

and towards goal achievement where learners reflect positively about the learning experience

that they are engaged in, and this makes them carry on without giving up. The main strategy

involved at this stage is giving rewards which may take different forms; such as grades and

finishing class early when students work hard (Ibid).

4.4.1.3. Cooperative Learning

Cooperative learning has been well developed by the 1980’s simultaneously with the

emphasis of Learner-Centered Approach in EFL classrooms. According to Prince (2004)

working with peers under the guidance of teacher is the major aspect of this type of learning;

learners work in groups and they are often rewarded for their success. In addition to

individual practice, cooperative one is systematically used to facilitate learning and achieve

some educational goals related to the academic curriculum (Prince, 2004, Cited in Seifert,

2009: 202).
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 Characteristics of Cooperative Learning

Besides, Lee (2006) highlights the significance of cooperative learning in FL context

and states primary features that characterize such collaborative practice and form its strengths.

Lee (2006) classifies these characteristics as follows: first, developing positive independence

where each learner has a task to be done or a goal to be achieved and simultaneously the

whole group has a common goal that all members contribute in its realization. Second,

supporting reciprocal interaction where each learner is encouraged to participate, help others

and learn from each other. Third, improving social skills in which oral performers negotiate

meanings and exchange ideas and views and as a result they will develop interactional skills.

In short, cooperative practice is the basis for oracy skills improvement; it reinforces active

participation, fosters a sense of belonging and emotional support and offers a considerable

space in order to practise the target language (Lee, 2006: 02).

 Cooperative Learning and FL Classroom Anxiety Correlation

Likewise, Crandell (1999) mentions that cooperative learning is helpful for poor oral

performers because it eases their learning and makes some undesirable affects like anxiety

less than usual. Crandell (1999) says that:

“Cooperative learning has been showed to encourage and
support most of the affective factors which correlates
positively with language learning; i.e. reducing (negative
or debilitating) anxiety, increase motivation, facilitating
the development of positive attitudes towards language
learning, promoting self-esteem”

(Crandell, 1999: 227).

Crandell (1999) underlines the role of cooperative learning in order to alleviate

learners’ anxiety. He displays that this kind of learning increases positive attitudes that

minimize anxiety. This view is not new; Young (1990) shows learners feel themselves more

comfortable when they practise the TL oral form in small groups rather than in front of the

class. Indeed, these learners find more space for practising the TL in pairs or in small groups

rather than working individually where the classroom climate is stressful for them due to

lockstep pressures such as; negative evaluation of teacher or peers. Similarly, Riasati (2011)

claims that group work and pair work are effective techniques so as to decrease anxiety level,

increase motivation and remove worry of scores” (Riasati, 2011: p 912). It can be deduced
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that instructional condition (individual work, pair work or group work) is strength for oracy

skills’ practice.

 Group Work and EFL Oral Practice Anxiety

The use of group work in oral settings enhances students’ communication

opportunities and target language practice. This major cooperative aspect increases learners’

input in which more than one learner are speaking at the same time. Many researchers

(Slavin, 1983, Harel, Long, Porter, 1985, 1992, Chamot, O’Malley, 1987, Kagan, 1994)

believe that cooperative learning is the chief anxiety-reducing procedure. Kagan (1994)

comments that getting students work cooperatively (pairs and small group) reduces their

anxiety and gives a wide access to target language practice. Oral practice activities that can

be done in pairs or in small groups are: giving and comparing answers, quizzing each other,

making and presenting interferences about readings, commenting on reading materials or

others’ productions (Cited in Lee, 2006: 02-03).

Correspondingly, Williams (2009) insists on the usefulness of pair work and group

work activities’ use in language classroom: “…in pairs/groups, students can feel more

comfortable because they are talking with their friends and their English is the same, so if

they make a mistake, they do not feel very bad and they do not feel anxious” (Cited in Riasati,

2011: 912). Williams (2009) views that learners’ friendly relationship makes them talk to

each other with comfort and without take much care to mistakes-making as they do with their

native speakers. Additionally, Dobson (1992) claims that it is impossible to make students of

a large learning group participate individually and at the same time. Accordingly, working

with a large group or group of a significant difference in proficiency levels (more advanced

learners vs. less advanced learners) in oral sessions seems useless and the appropriate way to

deal with is to use groups : “In this situation, (large group with different proficiency levels) it

is advisable to divide the class into small groups led by advanced students who should

develop the group discussion according to teacher’s instructions and under his constant

supervision” (Dobson, 1992: 13). Dobson suggests to divide a large learning group into small

groups of three, four, five or six and to assign for each group a leader from the advanced

learners to ensure groups dynamics but under teacher’s supervision.

Dobson (1992) explains the advantages of this cooperative procedure: “The strengths

of such cooperative practice are restricting classroom competition, offering learners with

affective difficulties the chance to practise the target language freely and confidently and
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stimulating the advanced learners by being groups’ leaders” (Dobson, 1992: 14). Group

work as a technique enlarges the space of practice in large classes and reduces competition

levels that are involved in paradoxical setting (more advanced learners vs. less advanced

learners) which may be developed into anxiety.

As a supervisor, the teacher should move from one group to another to oversee the

works given. At this level, teacher’s supervision may take different forms counting; he may

control behaviours and attitudes and offer help.

Unlike grouping setting, lockstep setting involves only one student to speak at a time

and others students may be active listeners, passive listeners or a mixture of both. The

comfort that oral performers feel in group work is of significant outcomes if it compared to

lockstep setting which is characterized by teacher-centred communication, learners restricted

practice chances and constrained communicative situations that are largely involved by

communication apprehension and fear of teacher’s and peers’ negative evaluation.

Likewise, Bouhass (2008) highlights the worth of grouping setting comparing to

lockstep one with reference to Algerian context; Bouhass says that lockstep setting involves

only one student to speak at a time and others students may be active listeners, passive

listeners or a mixture of both. It is important stating that in some FL contexts as the Algerian

one, classroom is generally the only space for practising English orally and language

professionals consider this practice limitation as the main cause for their limited

communication skills that influence negatively their classroom attitudes (Bouhass, 2008: 62).

Besides, practice the TL through small groups makes learners use natural language i.e.

being in a natural environment that involves friendship, intimacy, acquaintance or social

association or contact facilitates oral interaction .Consequently, their language becomes more

conversational and their speech more spontaneous where language switches take place such

as; Classical Arabic, Algerian dialects and French, this on the one hand. On the other hand,

this friendly, familiar or intimate milieu helps students who unable to say a word in oral in

classroom to take risk and perform as much as they can (Andrade, Williams, 2009: 10).

At learner-teacher relationship level, group work builds a close link between

practitioners and their students. This feature is widely associated with foreign language

context where teacher acts different roles and adopt different attitudes and positions to

achieve multiple objectives.
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Among teacher’s roles that are largely developed in oral practice settings: controller,

motivator and facilitator. In addition, putting up and maintaining a positive relationship with

learners is required from teachers to adopt quite flexible attitudes as “laissez faire” in order to

reflect to his pleasantness which appears necessary in some cases. This form of sociability

encourages performers to ask help and advice from their teacher, binds physical closeness,

reduce the distance and create a “psychological proximity” between the two classroom agents

(Bouhass, 2008: 64).

Besides, the use of small groups in oral performance is likely to beak routine learners

feel when joining oral class. In other words, depending on the same technique in teaching

oracy skills as oral expression is considered as de-motivated factor which supporting learners’

silence or reticence in oral communicative situations. In FL learning context, investing several

techniques as well as group work bestows oral practice a different taste, enlarges its space

among learners and encourages innovation and thrill within.

The qualities of group work mentioned above are considered as motivating factors for

learners to be active performers in oral classes. Feeling of comfort and safety, familiarity,

sense of belonging, friendship, enjoyment and renewability enhance learners’ appreciation

towards oral practice and augment their motivation.

 Small Groups Discussion Techniques

Group work offers opportunities for speaking English in Classroom, especially in large

classes. However, groups’ supervision needs from teacher to circulate from one to another,

provide help and advice where it is necessary. Dobson (1992) reveals some discussion

techniques relevant to group works for the purpose of removing pressures covered learners’

behaviours. These techniques are outlined as follows:

 Dividing the class into small groups of three to six people students.

 Giving each group a different discussion topic and outlining it.

 Allowing the groups to discuss their topics for ten (10) minutes.

 A group representative or spokesman reports orally (for five minutes or so) group’s

collective thoughts to the entire class

 Giving class members the opportunity to ask the group questions on ideas expressed by the

reporter (Dobson, 1992: 62).
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Simultaneously, Dobson (1992) suggests some systematic procedures as solutions for

some difficulties which both teachers and learners experience in oral practice “speech-making

in English. While teachers’ oral sessions are threatened by breaking down communication

situations, learners are expected to be hesitant, reluctant and reticent. In short, the aim of these

procedures is to make classroom speeches less traumatic and distressing, more motivated and

rewarding. The suggestions are classified by Dobson (1992) in the following manner:

 Assigning speeches to advanced students.

 Allowing student or students (in group work) to choose their speeches’ subjects.

 Making time limit for speech preparation (five to ten minutes).

 Asking the students to write out his speech in advance and check the incorrect forms so as

to make them feel comfort when they address the whole class orally.

 Giving oral performers the freedom to select their position when they present their short

talk.

 Asking the class members questions about what has been presented. This will give the oral

performer a few minutes to relax before the audience addresses him with questions (Dobson,

1992: 60).

 Grouping and Flexible Classroom Interaction Association

Speaking tasks that are used in group /pair work bestow learners several occasions to

perform positively the given tasks and provide more secured environment which enlarges

space of practice and increases learning benefits. Broadly, (Long, Adams, McLean, Castanos,

1976) claim that cooperative tasks encourage learners to give fuller answers when interacting

collectively which is not the case of lockstep setting activities (Cited in Lynch, 1996: 111).

Likewise, Porter (1986) states that collaborative tasks help learners to pick up each other’s

errors and correct them; this makes them more attentive when they speak and simultaneously

learning something new from each other. Indeed, it is impossible to state all the strengths of

grouping setting but as far we are concerned this setting supports relaxed atmosphere by

making learners feeling at ease. Thus, their production increases with a remarkable attention

to accuracy and fluency.

Condition under which learners interact with one another in classroom is crucial for

determination of their feelings i.e. classroom physical organization has an effect on making

oral performers either comfortable or uncomfortable when they speak (Brown, Anderson,

Shillcock, Yule, 1984: 38). In favour of learner-learner interaction in pairs or group works
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Brown et al. (1984) mention that learners perform best oral tasks when they interact with

those who are from the same class (Brown, Anderson, Shillcock, Yule., 1984: 37). Lynch

(1992) supports this view because it maintains class cohesion in which learners tend to help

one another as they do in pair works and group works. In his study, Lynch (1992) arrives to

the result that students who learn English in a foreign language environment rely heavily on

the support of their peers both emotionally and academically (Lynch, 1992: 07).

In short, Brown et al. (1984) and Lynch (1992) favour classroom oral practice which

involves learner-learner interaction rather than learner-teacher interaction since the first type

of communication or contact is associated with relaxation, comfort and feeling at ease.

With reference to the study of Lyman (1981),Seifert (2009) records three strategies

that support cooperative learning, enhance learners’ oral and make classroom interaction

flexible and meaningful (Seifert, 2009: 204). The tables below show these strategies and the

features of each one of them in terms of group type, teacher’s role and learners’ role.

“Think, Pair, Share” strategy, Lyman (1981).

Strategy Type of groups involved What the teacher
does

What the students do

Think, Pair,
Share

(Lyman, 1981)

Pairs of students,
sometimes linked to one
other pair.

Teacher poses initial
problem or question.

.

First, students think
individually of the
answer; second, they
share their thinking
with partner; third, the
partnership shares their
thinking with another
partnership.

Table 4.2: Think, Pair, Share Strategy (Lyman, 1981)

(Cited in Seifert, 2009: 204).

Think, Pair, Share strategy that developed by Lyman (1981) requires the use of pairs

in which the teacher introduced initial question or problem to be solved in a systematic way.

This strategy involves three steps; the first step entails to think and develop individual idea s

relevant to the answer. The second step is to make each student sharing his developed

thoughts with his partner. The third step requires from pairs to share their ideas with one

another.

Owing to psychological influences as well as anxiety, students do not get along with a

variety of partners in small groups. For instance, for a number of social prejudices make some

learners assume privately that their partners have no thing or little to contribute to their

personal success; including liberating from affective difficulties (Seifert, 2009: 203). In this
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context, Cohen (2004) mentions that it is the role of teacher to intervene and explain the

significance of cooperation in learning and show that the benefits got from being in contact

with learners of diverse talents are necessary for success (Cited in Seifert, 2009: 204).

4.4.1.4. Instructional Design

With anxious learners, oral practice needs some conditions so as to be fruitful; in the

sense of making these learners liberated from negative emotional responses relevant to

anxiety, and creating more relaxing atmosphere in classroom. Brown et al. (1984) state: “The

first problem we were concerned with was motivating the pupils to talk... (tasks with) different

contents and different demands would be likely to sustain the interest and attention of most

pupils” (Brown et al.,1984: 48). Accordingly, choosing interesting tasks variously in addition

to the way teachers invest them to be supportive for their learners is a motivating factor that

reduces their classroom pressures. Arnold (1999) agrees with this view and claims that

teachers should plan their lessons from the students' perspective. In other words, teachers

should ask themselves whether an activity may be embarrassing or anxiety-provoking for

students, and insist on providing activities that address varied learning styles and strategies in

classroom (Arnold, 1999: 67).

Oral instructions that can be oriented as a remedy to anxiety should be attractive,

varied and in the light of learners’ interest like relaxation tasks which usually take the form of

games (Horwitz, Cope, 1996). Thus, anxious learners may better perform oral tasks which are

part of their previous experience and of their interest. With reference to the work of Palacio

(1998), Horwitz (2001) deduces that instructions’ selection and orientation are crucial

components that affect classroom climate and that their impacts extend to reach learners’

performance .i.e. poor selection and orientation of tasks are associated with high anxiety

levels (Horwitz, 2001: 119). According to Horwitz (2001) tasks can be more effective as a

remedy to higher levels of anxiety if they are accompanied by clarity in orientation because

unclear or disoriented oral tasks may lead to confusion and embarrassment about how to

respond or act. Horwitz (2001) implicitly appeals for “group affiliation” that the learners need

to feel in class and this interprets the desire of providing “a positive classroom climate” which

classroom partners look for. Otherwise, learners will be lost, and that high and low rate of this

affiliation decrease or increase the levels of language anxiety, respectively (Ibid).

Speaking about oral performance when learners answer question or comment on

something in the target language is different in its impact from an oral test. The word ‘test’ in
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itself makes learners anxious but differently. In tests, learners who have debilitative anxiety

may fail in test before starting; their fears, their negative ideas and experiences will appear

and destroy everything. At this level, it is the role of the teacher to alleviate anxiety levels by

preparing a test that reduces these levels. Young (1999) states that in order to decrease or

prevent anxiety, the oral test should be reliable, valid with clarified items, in addition its

content or format and length should be appropriate to the given time (Young, 1999, Cited in

Aydin, 2009: 20).

In short, these views show that offering learners with strong support and interest in

terms of instructions’ selection and design are encouraging issues for anxious learners in oral

setting i.e. this procedure reduces their anxiety levels and creates a feeling of comfort which

inevitably influences positively their oral performance. Dobson (1992) agrees with this view

and asserts that taking into consideration learners’ interest is strength for teaching and

learning; “You should know your students well enough to anticipate what will or will not

interest them” (Dobson, 1992: 13). Dobson (1992) also advises language practitioners to use

a variety of tasks or topics in order to deal his learners’ interest differently. He adds that

setting that is full of individual differences is expected to involve an atmosphere charged of

tensions, thus it is preferable to avoid controversial subjects as that related to politics and

religion in order to shun anxiety-provoking situations (Dobson, 1992: 15).

4.4.1.5. Humanistic Tasks

The interest in psychological influences in language learning is reflected in some

modern teaching approaches which decrease the impacts of affective variables as well as

anxiety on learning process and improves motivation. Approaches that deal with such issues

are widely classified under “Humanistic education”. Moskovitz (1978) states that humanistic

approaches treat learners as humans; they address them not only intellectually but also

emotionally i.e. humanistic education takes learners’ emotional state into consideration; the

way learners learn is influenced by their feelings about themselves and towards learning

setting (Cited in De Andres,2003).

Speaking about humanistic teaching leads to speak about Natural Approach developed

by Terrell 1977 and Suggestopedia; the approach taken on by Lozanov, 1978 and tasks

relevant to. Generally, humanistic activities are instructed in order to facilitate classroom

interaction and make it less stressful or free i.e. humanistic tasks are introduced in order to
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maintain classroom agents’ relationship that predominantly influenced by emotional

difficulties such as anxiety (Richards, Rodgers, 2001: 100-176).

 Humanistic Tasks in the Lens of Natural Approach Practice

In the light of Natural Approach, language practice is done through activities which

foster target language acquisition in which there is no significant emphasis on errors’

correction and no demand for early speech production, thus affective filter is lowered i.e.

learners are given enough time to acquire the target language items naturally i.e. teachers do

not expect from learners to perform perfectly (full correctness) or form long and complex

sentences accurately and this makes learners comfortable or less anxious. This is well

expressed by Krashen and Terrell (1995):

“…the fact that there is no demand for early speech production
reduces the anxiety of the students considerably…When they do
begin to speak , production in the form of single words and short
phrases as responses is accepted in a positive manner…Thus, any
sort of attempt at speaking is rewarded positively. Finally, errors
of any form are not corrected directly”

(Krashen, Terrell, 1995: 59).

The value of classroom activities is measured by the degree to which the affective

filter is lowered with reference to anxiety as an affective difficulty. Deeply, Natural Approach

is primarily practised through two types of activities; the first type is affective humanistic

activities however the second type is problem-solving activities. Affective humanistic

activities are used to involve learners’ feelings, desires, opinions, reactions, ideas and

experiences. They take different forms including; dialogues, interviews, information about

one’s self, in addition to activities that involve imagination and visualization.

 Dialogues: they are commonly short and interesting dialogues that contain guidelines

as weekend activities.

 Interviews: learners are divided into pairs who are given a series of questions to ask

their partners, interviews focus on students’ themselves, their wants, needs, feelings,

emotions (Krashen, Terrell, 1995: 100-101). Such type of interviews has two main

strengths; firstly, students know each other in a more personal way that lowers their

affective filters, secondly they are given many opportunities to practise the target

language with low level of anxiety (Ibid: 103).
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 Information about yourself: learners use personal information as a basis for

discussions or state opinions about particular issue or topic.

 Imagination and visualization Activities: there are several of experiences where the

students asked to imagine a particular situation, person or interaction then describe

these experiences to the whole class or in small groups which are the major mode of

practice.

Problem-solving activities are the second space of practice in which students look for

an answer to a question, problem or situation, the rate of these activities’ success is associated

with the rate of learners’ interest in the situations involved within. Like humanistic activities,

problem-solving activities are commonly done through group work where students have the

chance to practise the target language freely. This type of practice is made through authentic

materials such as; newspapers, magazines, brochures, advertisements (Krashen, Terrell, 1995:

109).

The major forms of problem-solving activities are: open dialogues, slide shows,

panels, individual reports, presentations, films…etc which are done in groups or in pairs, in

addition to games that are instructed by the teacher as a reward for learners when they do

something worthy (Ibid: 123-124) (see Appendix 09). These activities aim at maintaining

students interest, attracting their attention and ensuring comprehensible input.

 Humanistic Tasks in the Lens of Suggestopedic Practice

Suggestopedia is a humanistic foreign /second language teaching method that gives

much importance to affective dimension. It can be applied through a combination of

techniques including: physical relaxation and visualization exercises, affirmations and

relaxing music.

These techniques are based on suggestive principles: human mind is limitless, learning

should be associated with joy and absence of tension to strengthen self-esteem, learner’s

memory abilities should be expanded, inability to learn with speed, little conscious efforts and

a great amount of pleasure (Nieves, 2012: 125). Making learners feel security is important in

language learning, thus music, visual images and relaxation exercises are employed by

practitioners in order to achieve such goal (Richards, Platt, 1992, Cited in Wilson, 2006: 155).

Suggestopedia has been developed by Lozanov in 1960’s and widely used in Eastern

Europe; this method provides the affective and humanistic condition needed for language



Chapter Four .......................... Pedagogical Implications and Recommendations

167

learning. Accordingly, the capacity of the human mind is limitless if the appropriate

conditions exist; these conditions may cover: relaxed state, high self-esteem and comfort

(Nieves, 2012: 128). Furthermore, a suggestopedic teacher is interested in getting learners

engaged in communication in the target language. The achievement of such goal requires

from teacher to avoid correction except if it is necessary and to do it in a tactful, indirect and

relaxed way. In other words, overcorrection will discourage learners and make them lose their

confidence. As it is previously mentioned, the major techniques employed by Suggestopedia

are relaxation exercises, affirmations, rhythmic breathing, music therapy, visualization

techniques, dramatization, songs and games (Nieves, 2012: 138).

Relaxation exercises make students relaxed and they include: stretching, side bends,

wave of tension and relaxation, head flops, throat tension/relaxation, twists, shoulders flexing,

walking in place, eye rotation in addition to whole body relaxation. Relaxation exercises and

behavioural contracting are among techniques increasingly recommended for FL anxiety

alleviation in oracy skills. Moreover, the first technique “relaxation exercises” has been

developed by Benson‘s (1973) study of “Relaxation Response” and it refers to some exercises

that make learners feel relaxation as breathing exercises. These exercises include: stretching,

side bends, wave of tension and relaxation, head flops, throat tension/relaxation, twists,

shoulders flexing, walking in place, eye rotation, in addition to whole body relaxation

(Nieves, 2012: 138).

The second technique “behavioural contracting” refers to a method of anxiety

reduction for anxious students who have difficulties to attend classroom and deal with tasks

given. These learners are required to spend a specific time on a task as they do an oracy task

in language laboratory then report back to teacher their achievement (Horwitz et al., 1986:

132).

In similar context, Dobson (2012) suggests other types of strategies; mindfulness and

meditation that affect optimistically learners’ self- issues such as; self-esteem, self-efficacy,

self-confidence and their beliefs. However, the application of these strategies or therapeutic

practices needs from teacher much of time and adequate expertise in this domain. In other

words, application of such techniques requires from teachers to be in contact with specialized

counselors, therapists and learning specialists. (Dobson, 2012: 31).
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Speaking about relaxation exercises leads to speak about self-regulation skills which

are widely demanded in language anxiety situations: “Self-regulation is “the self-control of

thought, action, and emotion” (Zelazo and Lyons, 2012, Cited in Dobson, 2012: 07). In

related context, Gardner (1985) states that FL learning situations need more motivated

learners because they will be exposed to a different learning context. Thus, it is believed that

the complexity of this dissimilar context like the English one necessitates the application of

motivating strategies which makes learners coping with anxiety. It is important stating that

learning more about language anxiety in terms of causes, attributes and effects part helps

teachers to choose effective strategies to cope with (Gardner, 1985: 56).

Broadly, foreign language learners may feel anxiety related to every task or specific

tasks; oracy or literacy tasks. This undesirable feeling over academic tasks makes them lack

or lose control which affects negatively their performance as the case of oral quizzes and

tests. At this stage, researchers highlight the importance of control and mention some self-

emotional regulation techniques as “coping, metacognition and mindfulness” that help

learners to uphold such control and avoid deleterious effects of its total loss.

Several researchers have dealt with this issue; Ader and Erktin (2010), Zelazo and Lyons

(2012) and stated some forms of emotional regulation ways as language anxiety reduction

strategies; coping, metacognition and mindfulness. These techniques are likely to be

developed in FL context where learners may experience high levels of anxiety.

First, coping is a response used by anxious learners to get through stressful situations

and it has a direct effect on anxiety levels. Learners try to cope with their anxiety by

developing emotional self- regulation through relaxation and positive self-talk. Second,

metacognition is a response that indicates self-regulation of cognition; learners are required to

develop positive metacognitive beliefs and feel confident in their abilities of storing,

retrieving and rehearsing Tajrishi and Jadidi (2011) claim that students with more positive

metacognitive beliefs are better at coping with anxiety, however those with more negative

metacognitive beliefs report higher levels of anxiety.(Cited in Dobson, 2012: 18).

Third, mindfulness is also a technique that can be used in order to reduce anxiety; it

refers to the positive way that can be utilized to deal with negative emotions related to

anxiety: “Students using mindfulness are more likely to understand when they are

experiencing anxiety” (Dobson, 2012: 17). Likewise, Zelazo and Lyons (2012) say that

“Mindfulness is similar to keeping an on-going mental log of a person’s mental and physical
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activities”. Instead of being apprehensive, worried and uncontrolled, learners are required to

be aware about their present emotional situation and understand it in order to react mentally

and physically in a positive manner. In other words, students are likely to concentrate on their

actions and thoughts in order to avoid negative reactions that primarily affect their

performance in difficult situations. Metacognition is closely related to mindfulness because

the former can be increased in the light of the latter. Researchers are aware about the

usefulness of mindfulness in different language contexts. Thus, they insist on introducing its

exercises (e.g. breathing) at an early age of childhood because it is a very important time for

emotional self-regulation skill development (Dobson, 2012: 21-22).

In addition to relaxation exercises, Nieves (2012) advises teachers to use visualization

exercises, affirmations, dramatization, songs and games as anxiety reduction techniques. First,

relaxation exercises are mentally relaxing exercises that help learners to liberate their minds

from preoccupations outside classroom. They refer to a guided imagery where learners

activate their imagination positively; as walking along the beach, looking at a flower when

opening or a mountain sunrise…etc. The utilization of relaxation and mental exercises gets

the body-mind connection in development (Nieves, 2012: 138).

Second, affirmations are statements and messages used by the teacher to induce

learners believe that learning is fun, joy, easy and possible. Among the affirmations that can

be made by the language practitioners: “I know everyone will achieve today’s objectives” or

“today we are going to have fun and enjoy the class”. Such affirmations develop learners’

self-esteem, make them adopt constructive attitudes towards learning and feel that they can

learn easily. Third, dramatization is a suggestopedic technique that supports interactive oral

production and authenticity and it takes different forms including; dialogues, role plays, skis

or sketches. It helps learners involve in the learning process by applying what has been learnt

(Nieves, 2012).

Fourth, music and songs are significant components of Suggestopedia. According to

Lozanov (1988, 1991) certain types of classical music (popular music, religious music) create

a mentally relaxed state that enhances cognitive process. These two techniques are

increasingly supported by suggestopedic practitioners in foreign language learning context in

which they utilize them primarily with children. For instance, learners are asked to listen

calmly and intuitively to a dialogue associated with music, the feeling that is generated by

music or songs help learners to relax and acquire the presented exposure (sentence
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construction, vocabulary, pronunciation) without difficulty. Finally, teaching with

suggestopedia enlarges the leisure space to the use of games that is a relaxing means that

learners see it as a play not work. Games promote pleasant, informal and relaxed atmosphere

in the classroom (Cited in Nieves, 2012: 140). In short, making students learning different

anxiety reduction techniques and relaxation is likely to improve their coping skills.

 Humanistic Tasks Effectiveness

Humanistic tasks are of double edges; they help teacher to learn more about his

students and help learners to learn more about one another by engaging in suitable situations

that involve inter-related factors ; language, images , authenticity , personal experiences....etc.

For instance, the teacher can start his lesson with a situation (an invitation to a restaurant or a

birthday) which permits his learners to know more about one another and this will gradually

lead to a great access for classroom interaction and production. This technique allows teacher

to know his learners’ profiles including the slow, the shy, the anxious, the dynamic…and

interact with them in the way that corresponding to.

Humanistic tasks that are concerned with group works and directed for affective

difficulties’ alleviation have a number of their strengths which are seen more as a remedy to

FL learning affective difficulties (Cited in De Andres, 2003).

First, humanistic techniques make learners practise oral language in small groups

which create for them a sense of belonging mainly for those undergo from lack of self-

confidence and low self-esteem due to anxiety. Second, they give them time for preparing

themselves, organizing their ideas with the help of the group members before the final

performance. Third, they enhance the quantity and the quality of learners’ production in terms

of practice opportunities, degree of accuracy and fluency. Finally, they encourage inhibited

and introverted learners to expose orally their personal experiences, interests, feelings and

opinions. They also liberate them from the constraints of academic setting, and make them

establish more secured interpersonal relationships with their peers and their teacher (Cited in

De Andres, 2003).

In short, language teachers should be aware about the importance of applying

humanistic techniques in FL classrooms in order to alleviate their learners’ anxiety.

Moskowitz (1978) comments that being language instructors should change the old fashion of

teaching and learning by investing humanistic side in order to prepare successful language
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learners (Cited in De Andres, 2002). In other words, humanistic tasks have changed the image

of authoritarianism and centredness that characterize teaching and given an access to learners’

human dimensions’ involvement in practice. Thus, the aim of using this kind of tasks is to

achieve tolerance and create a supportive learning atmosphere.

4.4.1.6. Rewarding

Rewarding is one of learning reinforcements used by teachers to motivate their

learners especially who are less successful. Seifert (2009) comments that teachers often

reward their learners in grouping sessions either partially or completely for the success in

order to help the group achieve something worthy (Seifert, 2009: 209). Accordingly, offering

rewards to learners for their classroom achievements is a significant motivating factor for

them mainly for those who lack comfort and stability. Similarly, Ching (2012) states: “Their

(rewards) purpose relates to improving behaviour for learning with pupils achieving changes

in their behaviour and taking responsibility for their actions” (Ching, 2012: 34). According

to Ching (2012) giving incentives to anxious learners is an important stimulus that alleviates

their anxiety frontiers, then gradually helps them to change their negative behaviours towards

learning process. Likewise, Onwuegbuzie, Bailey, Daley (1999) consider reactions of anxious

learners as legitimate responses and teachers can offer rewards for learners who experience

positively anxious situations and succeed to cope with their anxiety and reduce its levels

(Cited in Wilson, 2006: 158).

Moreover, giving incentives creates an atmosphere of competitiveness among learners

in classroom, and encourages anxious learners to ignore their anxiety and take risk through

language task performance i.e. when a teacher gives meaningful rewards to student with

emotional difficulties, this will support language use (Arnold, 1999: 67). Thus, rewards are

instrumental or extrinsic motivation forms and they may take different forms such as: grades,

certificates, special privileges, gifts... (Kulkarni, 2014: 188).

4.4.1.7. Physical Environment Design

Speaking about classroom design regardless to small groups has also its effect on

learners; mainly if it comes to mixed schools as the case of Algeria where we find large

classes including the two genders; male and female learners. Worth (1992) recognizes this

fact and appoints out that:
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“…exposure to others is a threat, and that the teacher has the

power to force learners into such threatening situations…we

would need to create an alternative physical environment, make

reduced teacher power visible and turn threatening others into

classmates”

(Worth, 1992, Cited in Crandell, 1999: 150).

The way learners sit in classroom has an important role in determining learners’

psychological state and their participation mode. For instance, some shy learners do not like

lockstep sessions because standing up in front of a large audience drives them to be inhibited,

afraid and more exposed to mistakes-making. However, others like female students feel

discomfort when they sit closed to, near or in front of male learners. E.Horwitz (2001) refers

to this point and insists on well organized physical classroom design where the social

structure of the class is taken into consideration. E. Horwitz claims: “Language teachers

would like to know the sources of language anxiety so that classes may be organized in a

manner which minimizes student anxiety reactions” (E. Horwitz, 2001: 119). An attempt to

identify anxiety sources and reduce its levels teachers make their learners feel free by giving

them the opportunity to choose the group affiliated with or pair-work partner, sit down in the

way they prefer as; L shape , U shape and circling shape because the more freedom they feel

the more qualified production they give.

Classroom size is another challenge that developed countries taken into consideration

so as to create more stable atmosphere. The study of Spencer and Blades (2006) shows that

class demographics proves to be an essential factor in providing physical and psychological

backgrounds for instruction and learning to occur .i.e. learners’ number can affect positively

or negatively their practice and decrease or increase their hindrances. For example, Japanese

English students are widely required to sit in a ring and involve conversations about what they

want where the mother tongue use is not forbidden. Moreover, Spencer and Blades (2006)

state that physical settings affect behaviours such as attendance and concentration and

attitudes like motivation and self-esteem. As a reaction, some developed countries (U.K and

U.S.A) have attempted to reduce class size in order to create a comfortable climate and

encourage students’ achievement (Cited in Wilson, 2006: 155).
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4.4.2. Implications for Reducing EFL Oral Test Anxiety (Evaluative Situation)

Test is generally regarded as a source of anxiety which may differ in its level from one

learner to another, but such level is likely to be higher in FL oral performance (Tallon, 2007:

10). Furthermore, Chastain (1988) asserts that language test is associated with ego preserving

fears as lack of self-confidence and low self-esteem, thus students’ responses may not be

constructive. Nevertheless, the teacher should be careful at this stage in order not to increase

testees’ fears; he should adopt constructive evaluative practice rather than destructive one as

well as overcorrection because the latter is seen by students as a failure and this may boost

their anxiety levels (Cited in Nuranifar, 2014: 05).

4.4.2.1. Constructive Evaluative Practice

Language researchers agree that EFL oral performance anxiety is important but

difficult; however its importance and its difficulty are likely to increase if it is associated with

evaluative practice (Horwitz, Cope, 1986:132). Evaluation enhances learners’ anxiety and

makes them unable to cope with undesirable situations relevant to. Indeed, teachers can not

give up such pedagogical procedure but they can adapt some techniques that decrease impacts

of this procedure on learners. In other words, the teacher should select corrective practices

that reduce learners defensive reactions’ levels resulted from TL anxiety. Thus, instead of

being destructive practices, evaluative procedures become constructive and motivational.

4.4.2.2. Impact of Constructive Evaluative Practice

Moreover, the way that teacher and learner interact with each other is important to

decide emotional state of learners. Many studies have shown (Horwitz et al., 1986, Dobson,

2012, Horwitz, 2001) that teacher’s attitude is one of the crucial factors that lead either to

produce or to reduce language classroom anxiety. Horwitz et al. (1986) say that “As students

appear to be acutely sensitive to target language corrections, the selection of error correction

techniques should be based on instructional philosophy and on reducing defensive reactions

in students” (Horwitz, Cope, 1986: 131). Accordingly, teachers should be careful when they

correct their learners’ errors because they may carelessly hurt them and put an end to their

learning process.

In the same context, Capan (2012) claims “What amplifies learners’ FLA levels is not

the idea of being corrected by the teacher but the teacher’s manners in correcting errors, and

thus, recommends that FL teachers pay scant attention while correcting learners’ errors”
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(Capan, 2012:132). Accordingly, learners become anxious not because their teacher is going

to correct their errors after each performance but because they are afraid of the way or manner

that he/ she will use to correct these errors; is he going to correct their errors in a harsh way or

not? This view of evaluation mode is not new, Dobson (1992) claims that learners feel fear

not from receiving feedback but to the manner that it is given. For instance, shy and afraid

students usually remain silent; they prefer to avoid participation in classroom discussion

rather than perform with mistakes and receive harsh or negative evaluation (Dobson, 1992:

12).

4.4.2.3. Techniques for Constructive Evaluative Practice

Language researchers (Horwitz et al., 1986, Dobson, 1992, Tallon, 2007) suggest

different ways in order to involve constructive evaluative practice which in return it reduces

learners’ psychological influences as well as anxiety associated with oral practice. Tallon

(2007) warns FL teachers from overcorrection and counsels them not to correct every single

error produced by students i.e. teachers should make their learners be at ease where they

accept their incorrect answers and they evaluate them positively in order to increase their

desire to use the target language without any obstacles (Tallon, 2007: 12).

Teachers are invited implicitly language practitioners to learn about the appropriate

techniques for errors’ correction where the choice of techniques’ use should be depended on

strong objective basis. Thus, the manner where practitioners correct their learners’ errors is a

significant factor either to motivate or de-motivate them. In similar context, Dobson (1992)

states that an immediate correction of errors may inhibit EFL oral performers. He adds that

learners’ oral performance may contain mistakes as natural stage in communication practice

but teachers should be careful or wise in their corrective practices in order not to hurt his

learners. In other words, an inappropriate interruption for correcting mistakes may influence

negatively learners’ production. This means that teachers can correct the major mistakes

immediately; however it is preferable to keep other minor mistakes until the students finish

their speeches.

Furthermore, if the teacher shows negative or disappointed reactions to his learners’

performances such as: harsh errors’ correction bad remarks, he will cause or increase their

anxiety -if it is found- and he will gradually deteriorate instructor-learner relationship. In

contrast, if he comments positively on his learners’ performances, this will primarily motivate

and encourage them to go forward in their learning process. At the level of correcting errors,
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teacher should convince their learners that errors are part of language learning process and try

to liberate them from the feeling of being foolish when they make mistakes (Young, 1992:

166).

It is important stating that teachers should convince learners that errors are part of

learning “an indicator of ongoing learning process” and evaluating them in an optimal

manner encourage meaningful interaction (Tallon, 2007). On the other hand, Alkaboody

(2013) appeals for learners’ mistakes tolerance that is seen as an important norm which

contributes in learning group cohesiveness and improvement and it indicates that new

information is acquired or learnt (Alkaboody, 2013: 49).

From another perspective, Davies (2000) advises teachers not to place much emphasis

on fluency and accuracy in order not to create or enhance learners’ fear and worry and drive

them to be reluctant and passive. In other words, practitioners should urge their students to get

their attention off the language and not to care about mistakes they make when they speak

about their experiences, express their views and feelings in front of the class (Cited in

Ladjalli, 2011: p 109). Davies (2000) also counsels teachers to pay attention to the way they

give correction and feedback especially in the sessions devoted to free communication and to

encourage learners and direct them for self-correction. Accordingly, teacher’s negative

evaluation is expected to hurt oral performers emotionally, enhance their anxiety and decrease

their oral abilities. Thus, it is preferable to get performers correct their mistakes without

debasing them. In this context, he suggests the following basic techniques for self-correction:

repeating the incorrect form with a questioning intonation, giving the correct form or the

beginning of it, repeating the sentence up to the error and giving multiple choices (three

choices). However, if the learner fails in self-correction, it is advisable to move to peers’

correction then teacher’s correction (Cited in Ladjalli, 2011: 109-110).

Correspondingly, De Andres (2002) declares that teachers’ negative way of errors’

correction enhances learners’ barriers towards the TL and creates for them a permanent fear

of inadequacy and deficiency. Then, she mentions one of the techniques that increase

learners’ motivation and decrease their fears. The technique is built around focusing on

students' strengths rather than weaknesses when teachers give feedback (De Andre, 2002: 03).

Correspondingly, McCroskey (1986) suggests ways for the teacher in order to avoid hurting

anxious oral performers; these ways can be summarized as such:
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 Eliminating grading on participation.

 Providing assignment options rather than restricting them to formal classroom

presentations.

 Allowing for voluntary seating choices so that the learners can be at their ease.

 Course-structuring so that students are provided with full information and instructions

without having to seek for extra external communication contact with either teacher or

other peers.

 Pin-pointing on communication apprehensive learners and forcing undesirable

participation is to be avoided (Cited in Sellam, 2016: 150).

Additionally, undesirable practices also include hectoring the student or ignoring the

problem of classroom anxiety definitely. Apprehensive learners should not be bullied into

participation because this would worsen their own state and potential damage to their self-

esteem becomes unavoidable and too real. However, their complete withdrawal is not

advisable either because it will lead to less attention, less involvement, less satisfaction or

poor academic outcomes (Sellam, 2016). In short, learners’ success and perseverance in FL

learning is largely depended on both teacher’s ability to minimize the debilitating effect of

classroom anxiety and learners’ ability to cope with anxiety which cannot be prevented or

avoided in some situations (Young, 1999, Cited in Andrade, Williams, 2009: 04).

4.4.3. Techniques for Alleviating EFL Anxiety in Oral Test

In similar context, Williams (2009) claims that teacher plays a crucial role in creating

an anxiety -free learning environment. He adds that the first thing that should be done by

language teachers is to remove their students’ fear of tests and scores and such procedure is

highly recommended in FL learning and it can be more useful for them (Cited in Riasati,

2011: 912). Dobson (2012) claims that when students feel they are getting attention and

support of their teachers, they feel less anxiety for instance, teachers can discuss the test with

their students such as types activities or questions, their number, their length, bonus questions.

Likewise, other researchers (Lee, 2009, Ahmed, Minnaert, Kuyper, Werf, 2012, Kim,

Oh, Chiaburu, Brown, 2012) point out that the way test questions are ordered influences

learners’ performance. The study of Chen (2011) shows that students with high levels of

anxiety benefit from tests with questions ordered from easy to hard, and they perform better

on tests with adaptive questions i.e. if a student gets a question wrong, the next question is

expected to be easier in order to make recuperating grades lost on the former question (Cited
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in Dobson, 2012: 28). Accordingly, students will feel more confident with this type of testing

and they can build confidence by starting with easier questions and as a result a decrease of

anxiety levels takes place (Ibid).

4.4.3.1. Underhill Oral Test Model

Test anxiety literature has suggested additional techniques and ways (Dobson, 1992,

MacIntyre, 1995, Underhill, 2003) directed for lessening FL test anxiety levels then its impact

on learners. In his work “Testing Spoken Language” Underhill (2003) divides “test process”

into three stages: “before test, during test and at the end of test” and suggests for each stage

techniques that are likely to be associated with.

At the first stage “before test” Underhill (2003) reminds practitioners that treating oral

testee like a specimen under microscope may make him react negatively; he may show

defensive and suspicious performance. However, dealing with oral performer as human being

helps him to perform positively. The teacher can use the first name of the learner, put name to

the faceless testee, describe the purpose of the test-even if he knows it already and mention

the likely duration (Underhill, 2003: 42-43).

At the second stage “during test”, foreign language oral test is a challenge or a source

of anxiety to learners, thus it is likeable to give them time for relaxing before learners start

their oral conversation. Furthermore, oral performers can be given one or two minutes to

make a personal conversation which will help them to relax the atmosphere and encourage

free conversation. Additionally, it is advisable to give learners the impression of interest in

their opinions and experiences; it is not necessary to agree with them but showing that you are

interested in their concerns and you desire to talk with them as human beings not as test

folders. At the last stage “the end of test” Underhill advises teachers to make their learners

leaving test room with a sense of accomplishment; feeling that they have done something

interesting , to give them the score or result if it is appropriate or possible and thank them

for their interaction (Underhill, 2003: 42-43).

4.4.3.2. Oral Test Monologues

Test monologues are spoken tests that basically involved with individual performance

for the purpose of reducing anxiety associated with. MacIntyre (1995) recommends language

practitioners to give their learners the choice of making monologues on a pre-selected topic

when they test them, this type of oral performance is likely to reduce their anxiety levels



Chapter Four .......................... Pedagogical Implications and Recommendations

178

since there is no interviewer ‘teacher’ which is the primary source of such affective

difficulty. Accordingly, MacIntyre (1995) proposes two types of monologue: live monologue

and recorded monologue that can be invested in oral language test; including second language

and foreign language contexts (MacIntyre, 1995: 126).

First, test live monologue refers to speaking interactively by taking the role of speaker

and audience at the same time as asking and answering questions. The use of live monologue

as an oral practice submitted to evaluation “test live monologue” eliminates risks of being

negatively evaluated or criticized during performance. Second, test recorded monologue is

another type of spoken test in which learners record their monologues about a topic of their

choice. With comparison to live monologue, the recorded one is less stressful because

audience threat is eliminated during the performance (MacIntyre, 1995).

4.4.3.3. Oral Test Instructions

There are several techniques that can be done when testing FL learners in oral tasks

and the major feature is authenticity i.e. learners are engaged in authentic communicative

situations. These techniques or oral tasks can be also invested in other skills as writing and

reading. Underhill (2003) mentions the following techniques: conversation, oral report, role

play, interviews, form filling, disconnected questions and answers, reading blank dialogues in

which the performer is asked to read and complete orally the missing lines, describing a

picture or a sequence of pictures, giving a summary of a recorded or a written story or

passage, reading aloud, translating a native language text into the target language and

repeating a series of sentences or utterances ( Underhill , 2003: 45-46).

4.5. Recommendations

In addition to the pedagogical implications stated in the previous sub-section, the

researcher adds a number of recommendations depending on the results obtained from the

present study and on what is recorded in literature oriented to FL anxiety alleviation. A

number of studies (Pappamihiel, 2002, De Andres, 2003, Tallon, 2007, Williams, 2009,

Seifert, 2009, Dobson, 2012) have dealt with the significance of teacher’s role in motivating

students and developing their learning abilities. In this context, it is important focusing on the

attitudes that should be adopted and reinforced and those should be avoided by language

practitioners with emphasis on FLL context counting the Algerian one.
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4.5.1. Attitudes to be reinforced

Different dimensions intervene in language learning generally and foreign language

learning particularly and they involve diverse desirable and motivational attitudes that

encourage learners to do their best. Young (1992) counsels practitioners to be tolerant and

comprehensible with anxious learners and he considers tolerance and comprehensibility as

key-conditions for learners’ coping strategies. In this context, Pappamihiel (2002) advises

teachers to allow for a reasonable silent period, give English language students extra waits

time, permit the use of the students’ native language with classmates and not demand that

students talk in front of the class (Cited in Pappamihiel, 2002: 345-346). Likewise, Williams

(2009) believes that being a broadminded and an intelligible teacher helps him to establish a

friendly relationship; such link gets learners interact with him easily and this positive contact

between the two partners increases learning efficiency (Cited in Riasati, 2011: 912).

At practice level, Lynch (1996) states that teachers should relax their control over

classroom interaction in order to give learners the opportunity to talk freely. In return, this

will reduce their learners’ difficulties in speaking skill and extend their competence in.

Moreover, offering learners freedom to talk in classroom does not mean that teachers

eliminate or abandon classroom control but they may introduce some alternative activities as

games where ordinary teacher’s and learners’ communicative roles are realigned; teacher’s

control is to chose interested tasks and make grouping and not restrain learners’ production.

Johnson (1987) goes deeper in this point and proposes the following suggestions as

ways to enhance mutual trust between teacher and his learners and between learners

themselves:

 Encouraging students to express their ideas, thoughts, feelings, intuitions, hunches, and

reactions in group discussions.

 Convincing them that expressing acceptance and support toward each other and working

cooperatively is beneficial for their learning abilities’ improvement.

 Persuading them to reject non supportive behaviours that shut off future cooperation;

such as silence and reluctance (Cited in Sellam, 2016: 161).

From another perspective, Crook all and Oxford (1991) state that teachers can discuss

successful language learning strategies with students and review these throughout the

semester (Cited in Tallon, 2007: 13). Additionally, Aida (1994) claims that learners will
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appreciate teachers who are able to identify anxious students and who attempt to take steps to

reduce their nervousness (Cited in Wilson, 2006: 157).

Furthermore, Dobson (1992) suggests a technique that criticizes learners’ performance

in the way that progresses it and not in the manner that retreats it. However, if this technique

is neglected students will not make a significant progress in target language oral performance.

Dobson’s technique is to train a learner to listen carefully to what other students say during

the class period. By evaluating his classmates’ performance silently, he should become more

aware of his own errors and areas of difficulties (Dobson, 1992: 10). Crook all and Oxford

(1991) adjoin that teachers can deal with anxiety directly and explicitly through training by

helping students consider the factors that affect their learning i.e. the emphasis is on how to

learn rather than on what to learn, and liberate them from mistaken beliefs that they develop

about a foreign language learning (Cited in Tallon, 2007: 13).

Similarly, Arnold (1999) mentions that creation of opportunities to discuss openly

anxiety as an affective hindrance is tremendously helpful for learners because they view their

teacher’s acknowledgement of the reality of anxiety as a support. In other words, anxious

students almost always benefit from finding out that they are not alone in their struggles.

Therefore their talk about anxiety in terms of sources, behaviours or symptoms and strategies

for coping with helps them to understand that language anxiety episodes can be temporary

and not inevitably develop into a lasting problem (Arnold, 1999: 67).

Additionally, parents can teach their children skills they need to feel control over their

learning process; the advantage of being their parents assists them to interact with their

children easily and makes them speak about their anxiety sources and reactions without

hesitation (Dobson, 2012: p 30).

At testing level, literature records several recommendations and pieces of advice

proposed by language researchers (Seifert, 2009, Dobson, 2012) for the purpose of decreasing

learners’ test anxiety that is largely associated with oral performance. In this context, Chastain

(1988) says that language test is associated with ego preserving fears as lack of self-

confidence and low self-esteem, thus students’ responses may not be constructive.

Nevertheless, the teacher should be careful at this stage in order not to increase testees’ fears;

he /she should avoid overcorrection because it is considered by students as a failure and this

may increase their anxiety levels (Cited in Nuranifar, 2014: 05).
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Phillips (1992) also advises teachers to display to their oral testees that they are aware

of the possibility of being afraid and worried before and during test and that such feelings are

expected to be present in evaluative situations. Accordingly, practitioners are likely to focus

on communication rather than on learners’ undesirable feelings associated with their

performance and to test them in pairs or in groups in order to diminish or dispel performers’

nervousness (Cited in Wilson, 2006: 162- 163).

As an attempt to reduce such fear and worry, Dobson (2012) counsels teachers to

address test anxiety at an early age is beneficial since it can minimize its levels i.e. if teachers

know how to deal with or how to help test-anxious learners earlier; their test anxiety levels

can be reduced over time. Dobson (2012) appends that it is preferable to make anxious

learners perform the given task without being timed: “Several of my students freeze up when

doing timed assessments. These students feel much more comfortable if they are not being

timed” . Broadly, test anxiety levels may increase with learners having oral disabilities; these

performers are commonly exposed to frustration because they are not performing as well as

their peers , but if these anxious testees are assessed without time limit, they will feel a kind

of comfort and they are encouraged to do their best (Dobson, 2012: 30-31).

Depending on the study of Brophy (1999), Gregersen and Horwitz (2002) commonly

try to focus on the foremost procedures or measures that lessen high levels of test anxiety.

These studies they classify these procedures as follows: creating a warm atmosphere in the

classroom, helping students to see that making errors is not a taboo or unusual in language

learning, projecting themselves a caring teachers who want to enhance their learners’

achievement and not as authoritarian teachers who look for their mistakes and assess them

negatively, insisting on learners’ strengths rather than weaknesses as being faultless in oral

performance and showing them that they are ready to offer help whenever they need it (Cited

in Wilson,2006: p 161).

Gregersen and Horwitz (2002) also advise practitioners to control learners’ emotional

state during their performance and ask them to picture themselves as calm when they make

an error, then encourage them to carry on and keep talking regardless to the error made

“continuation of speech should be given precedence rather than errors”( Wilson,2006: 161-

162). When evaluative practices take place, it is wise for teacher to take on roles of facilitator

and supporter and use an encouraging style instead of ironic and threatening style that some

refer to when asking questions or looking for comments from learners’ part. For instance, the



Chapter Four .......................... Pedagogical Implications and Recommendations

182

practitioner can learn learners’ first names and call them by and give positive feedback as

verbal praise (Tallon, 2007: 12).

4.5.2. Attitudes to be Avoided

As opposed to constructive attitudes and procedures, there are destructive and

unfavourable ones that should be shunned or rejected. According to many researchers

(Horwitz et.al, 1986, MacIntyre and Gardner, 1989, 1994 Arnold, 1999, Horwitz, 2001,

Lynch, 2001) evaluative practice and expectations that are involved within from oral

performers’ part are the major sources of their anxiety. Consequently, it is worthwhile to

avoid assessment ways which increase learners’ levels of anxiety and make them

uncontrolled. In this context, Cameroon (1991) and Arnold (1999) mention respectively that

when learners are assessed under unmotivated conditions; such as giving them the right to

respond with only one answer for each question in a limited time or assigning tests with

ambiguous and unfamiliar items types can create their anxiety or increase its levels. Tallon

(2007) explains that these constraints give birth to some unlikeable thinking processes when

learners seek for answers, such processes affect testees negatively and they are expected to be

anxious (Cited in Tallon, 2007: 10).

Correspondingly, Seifert (2009) warns teachers from adopting evaluation methods that

give an access to destructive or insupportable competition which is associated with

unenthusiastic feelings. This competition is expected to influence negatively learning group

cooperation and cohesiveness and hinder classroom interaction where learners behave as

enemies and their social and cultural issues intervene as obstacles that prevent them from

working cooperatively and helping each other spontaneously (Seifert, 2009: 202).

In addition to negative evaluative and corrective reactions, there are other attitudes

which should be avoided by teachers that are mostly done unconsciously and result in

learners’ discomfort. Dobson (1992) reminds teachers of the notion of learners’ centredness

rather than teachers’ centredness; accordingly EFL teacher should be careful from being the

only speaker or the major one in oral sessions. In fact, teachers may not realize that they do

almost all the talking because they want to keep the session lively and interesting. However,

students may feel boring to be listeners, nearly all the time. In other words, the teacher should

not monopolize oral sessions but he/she should lead students’ practice (Dobson, 1992: 11-12).

Similarly, MacIntyre (1995) warns teachers to be the centred agent in classroom who gives

instructions, assigns tasks and evaluates learners’ performances. This attitude restricts
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classroom agents’ relationship and makes it freeze i.e. partial or total ignorance of learners’

contribution in classroom interaction kills learners’ abilities and supports learners’ reticence

and reluctance (MacIntyre, 1995: 96-97).

4.6. Conclusion

This section exposed some pedagogical implications and motivational procedures that

can be utilized by EFL practitioners in order to alleviate learners’ anxiety levels when they

perform oral tasks, and create a safe atmosphere that motivates and encourages them to do

their best. In fact, the remedial practices tackled by the researcher will be effective if they are

applied in systematic way and cooperatively. In other words, these practices may be useful in

some situations rather than others due to the particularity of the target learning group

(number, time, learners’ individual differences…). Though these techniques are usually

selected by teachers, they need much involvement from learners rather teachers since they are

learner-centred practices i.e. if these learners are not ready or are not motivated enough to

overcome their anxiety , the intended practices are likely to become useless.
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General Conclusion

The present research tackles language anxiety as one of the psychological influences

that affect EFL learning process with a particular emphasis on speaking skill. Indeed, the

researches devoted to anxiety impacts on language learning reveal contrasting views i.e. some

showed that this emotional response had positive effects however others displayed that it had

negative influence on learning. This has enlarged the space of polemical discussion among

language researchers and in return it has asked for new studies which may narrow such

discussion and arrive to consistent results.

Despite these inconsistent results, the notion of debilitating anxiety is widely dealt

with in the most significant investigations where their findings confirmed negative effects of

anxiety on oracy skills including speaking i.e. anxiety is associated with learner’s inability to

present his ideas and express his opinions in the target language. This inability is interpreted

by the feelings of fear, apprehension, frustration which are likely involved when oral practice

takes place.

Besides, studies that the researcher exposed in the theoretical part demonstrate that

anxiety may correlate with other variables like self-esteem, motivation, and autonomy in a

complicated way which creates difficulties for studying its effects on learning process or

measuring its levels purely. This is one of the justifications or reasons that leads to

contradictory findings in investigations developed in this research area. Studies also show that

these variables can contribute to language learning process differently; either in the form of

dynamics or in the form of barriers. As dynamics, these variables support language learning

process by increasing achievement; but as barriers they hinder this process by decreasing it.

Furthermore, by exposing the relationship between anxiety and other variables in

language learning it is hoped that borders of this psychological variable can be identified in

the way that holds up language learning process. However, it is recognized that links involved

between these elements increases researchers’ confusion and doubts towards the results found

and makes them think that it is difficult to get pure examination of anxiety. Despite this fact,

most of the researches carried out for studying anxiety as a psychological influence insist on

the importance of motivation and autonomy in language learning and advise teachers to work

for creating motivational environment and autonomous learners in order to their emotional

control.
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Since the work dealt with FL anxiety in oral practice, the researcher stated the main

concepts related to it in terms of definition, components (communication apprehension, fear

of negative evaluation and test anxiety) in addition to the way developed to measure its

levels (FLCAS) which is considered by language researchers as strength because its appliance

gave more consistent results. The concepts stated above were used by the researcher as

starting points to identify major reactions of EFL anxiety in oral practice show its impacts on

learners’ performance.

Furthermore, the notional part refers to the main views dealt with anxiety attributes

and classroom procedures in literature but with much emphasis on foreign language context.

The identification of these elements drives the researcher to use three instruments

(questionnaires, classroom observation and oral test) to collect the data needed in order to

activate the study and get results. The methodological part mentions in details the steps

followed by the researcher in order to provide answers to the research questions. It focuses on

the target participants and instrumentation in addition to other details about learning setting

conditions. This part is practically revealed in the third chapter where information gathered by

the research tools are submitted to analysis. In the analysis, the collected data were described

then interpreted and the results got from such description and interpretation were used to

serve the research questions.

Though there are other studies which investigate oral language anxiety and arrive to

findings where they identify its attributes and suggest techniques for alleviating its levels in

EFL context, we can no longer refer to them as final results. This can be justified by

particularity of each learning setting entailed in each investigation like learning group

members’ individual differences stands up as an obstacle, which disallows researchers to

generalize their findings and consider them as final results and make them assume that

anxiety can be interpreted through other behaviours or signs with different levels and effects.

In other words, the results got from examining language anxiety in Algerian EFL context can

not be generalized to other EFL context or even to other learning setting belonged to the same

learning context.

In this concluding section, results are exposed from general to specific ones in order to

give readers the opportunity to consider the findings of the study which test the hypotheses

and give answers to the research questions.



General Conclusion.....................................................................................................................

187

Depending on the analysis the researcher deduces two important things. First, EFL

students are aware about the importance of being good users of an international language, and

particularly they are aware about the significance of being good speakers because language is

primarily spoken not written. But, by following their questionnaire‘s answers attentively, it

can be recognized that they experience emotional difficulties which stand as obstacles for

their target language oral practice. These obstacles can be sufficient reasons for their low

performance or reluctance shown at different stages of this study; including lockstep settings

and oral test where they are often unable to remove these barriers.

Second, EFL teachers are conscious that learners are expected to experience internal

difficulties which affect their oral performance negatively and may decrease their learning

achievement i.e. they acknowledge that low oral performance is not always an outcome of

learning disabilities but it can be resulted from anxiety that EFL learners feel when they

practise speaking skill. Accordingly, they draw attention to the importance of creating a safe

learning atmosphere that motivates learners and encourages them to engage in classroom oral

practice. This awareness is not a common feature among EFL teachers because a group of

them (42% percent) gives no attention to the effects of negative evaluation on learners’

psyche and on their performance as it is shown by their answers of the questionnaire.

Moreover, respondents’ answers demonstrate that EFL learners’ anxiety reasons are

primarily of emotional and social sorts in addition to cognitive ones. In this context, these

informants mention shyness, lack of self-confidence, making of mistakes, teacher’s negative

evaluation and lack of vocabularies that both partners partly agree on. Particularly, they

concur that pressures involved socially are also sources of FL classroom anxiety; especially if

they come in touch with personal or internal lacks. In other words, shyness or lack of self-

confidence that learners undergo in reciprocal setting, fears of making mistakes and receipt

classroom associates’ undesirable evaluative reactions may intervene together to create or

increase anxiety levels.

The causes that have been stated above can be considered as justifications to low

grades, helplessness, lack of appreciation and unlikeable feelings that EFL Algerian learners

revealed earlier in this study when the researcher decided to deal with research point.
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The analysis shows also that dissatisfied oral practice experiences may appear as a

demotivating factor whenever oral practice takes place and result in unpleasant performance

.This notion can be seen through students’ responses which denote that their reluctance

towards EFL performance is a result of undesirable experiences associated distinctively with a

complex collection of unpleasant feelings relevant to anxiety. In other words, learners

undergo this archaic anxiety may perform the given oral task or tasks in unsatisfied manner or

they may avoid communication by using different behaviours including silence.

The results of the study display that there are different attributes adopted by anxious

learners when they are asked to perform orally; this variation in anxiety signs may refer to

reasons of anxiety and its level; whether learners have high level or low of level anxiety and

whether he is able to cope with or not.

Learners’ anxiety is interpreted in the form of psychological and corporal reactions

and they are usually interrelated or built up in a complicated way that makes one wonders

which type of reactions is the most important. But, it is observed that physiological attributes

associated with their fears and worry help to identify the level of anxiety i.e. theses

behaviours or bodily language can be seen as reflected mirror of psychological responses that

anxious learners show in different situations.

The analysis of the collected data reveals different details related to the issues in

questions. While the questionnaires arrive to name fear, inhibition, nervousness, silence,

speaking softly or slowly, making errors and uncontrolled body actions as major attributes of

FL anxiety classroom observation involved Lockstep and grouping settings discloses other

additional behaviours.

The observational practice confirms respondents’ claim about anxiety attributes and

adds that learners may behave in other ways where psychological and physiological reactions

are present; these reactions include: shyness, reluctance, making pauses and communication

avoidance which is interpreted through different facial expressions and bodily movements

such as; hesitated looks, pale face, lack of eye-contact, head mimes in addition to hands and

legs movements.

Though anxiety takes place in EFL setting may be generally interpreted by oral

performers through the same reactions, levels and effects of such attributes may differ from
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one setting to another and from one learner to another as shown by their performances and

result in forming different profiles.

The analysis shows that EFL learners experience higher levels of anxiety in lockstep

settings because learners are required to face and address the whole class using a foreign

language and expecting negative reactions from their teacher or peers. The way learners react

at this stage makes the researcher distinguish between two kinds of anxious oral performers.

The first kind is concerned with learners who show shyness or hesitation and fear in the

beginning of their performance then they become inhibited or nervous by the end of their oral

performance. Justification that can be given here is that these learners may experience social

pressures when they are evaluated by their teacher or peers. The researcher refers to this

explanation because teachers can be a source of anxiety if they react negatively. Such

negative attitude is likely to influence learners not only emotionally by being nervous and

inhibited as their facial expressions show but also cognitively like creating difficulties in

thinking, retention and retrieving which usually result in making errors as well.

The second kind of learners is concerned with those who experience higher levels of

communication apprehension which prevent them from participating in classroom discussion

and drive them to adopt behaviours that make them out of any threatening situation i.e. their

inability to liberate themselves from communication apprehension leads them to be passive by

sitting at the back of class and being silent and to avoid communication by making themselves

busy and shunning eye-contact with teacher. However, once their teacher calls them to take

part in classroom discussion, these learners often respond but in a negative way as showing

helplessness and reluctance using head mimes and different facial expressions.

To sum up, performance of oral tasks poorly or escaping to the simplest and the most

negative strategies like silence in order to cope with language anxiety is not advisable and not

desirable. In other words, these strategies are not recommended because they leave learners

with their inability to encounter positively their emotional troubles and decrease their oral

practice opportunities. In short, low oral performance and communication avoidance that are

mainly resulted from social evaluative anxiety and communication apprehension obstruct oral

skill improvement as a chief aspect of language learning achievement.

Anxiety may reach higher levels in evaluative situations as displayed by learners in

oral test which is in itself a source of anxiety thus their reactions are expected to indicate
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clearly this situation. The study demonstrates that anxiety is likely to be experienced by the

majority of learners in oral test, but with different levels ranged between higher and lower

levels. Moreover, inhibited learners’ oral performance is widely associated with speech

pauses and in the most unpleasant situations they show loss or helplessness. Shy learners

often perform negatively because their anxiety may increase in oral test and reach higher

levels. This situation can be referred to two reasons; the first reason is that these shy learners

have no significant opportunities to practise the TL orally in classroom that help them to

liberate themselves from shyness, the second reason is to perform the TL in front of the

teacher and the possibility of negative performance as making a considerable number of errors

and getting a bad mark.

With nervous learners things are different; comparing to non-evaluative situation, the

evaluative one witnesses higher levels of nervousness where learners are extensively exposed

to errors making but these faults are usually followed by self-corrections. It is worth

mentioning that self-correction of mistakes is significant evidence that their unsatisfied oral

performance is not due to low linguistic competence but a consequence of psychological

difficulties and social pressures related to. Despite the fact that the attributes stated above help

in identifying anxiety in oral practice EFL teachers consider them as difficulties for teaching

EFL oral expression.

In addition to the attributes of EFL anxiety, the present study examines classroom

implications devoted to alleviate its levels in oral practice. In fact, the observational practice

gives an access to a limited number of classroom procedures due time constraint and limited

experience of the teacher in charge of oral expression sessions. The main procedure used by

the teacher is group works which make learners more active and motivated comparing to

lockstep settings. In other words, the comfort that learners feel when they work with their

peers influences their performance optimistically and encourages them to contribute to group

discussion. This comfort is likely to be a result of fears removing or decreasing since the main

threats involved in reciprocal settings are eliminated in grouping settings. At instructional

level, group discussion and role play enlarge the space of classroom participation and give

learners including anxious ones the chance to speak with classmates with less or no fears. In

fact, there are other types of oral activities as games which make oral practice enjoyable and

learners mention that when more than half of them select this instructional material.
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Besides, the teacher can use simple techniques or tactics as those involved in the study

and which include using U shape for class design, verbal praise, stating private experiences

and personal views…etc. These tactics have three main advantages; first, they assist teachers

to control students and facilitate classroom interaction. Second, they encourage, motivate

anxious students and make them feel at ease when they take the first step to express

themselves or carry on their speeches. Third, they help teacher to establish a good relationship

with learners where positive attitudes are involved and negative ones are avoided. At this

level, the researcher includes a sub-section in the fourth chapter which deals with attitudes

that are likely to be adopted and others which should be avoided by teachers when they

interact with their learners. Concerning evaluative practice, the study highlights the

importance of introducing interested and familiar topics in order to decrease testees’ anxiety.

In fact, we can longer state all classroom procedures and tactics that assist in

alleviating oral performers’ anxiety within one study because each learning setting has its

particularities that involved within such as: learning group structure, individual differences,

teaching methods, teaching devices and teaching experience. However, the aim of the

researcher to enlarge the space of benefit drives her to insert a section for the main

implications recorded in literature and devoted to language anxiety reduction not only those

utilized in classroom but even outside it. It is worth reminding practitioners that these

implications may not be useful if they do not believe in anxiety existence and its negative

effects on language learning process, this on the one hand. On the other hand, anxious

learners should recognize that they are not alone and that there are several possibilities to

reduce levels of this psychological influence and its undesirable effects.

The findings of the study suggest that further research can be undertaken in several

ways. First, a similar study can be carried out but with students who study English for

Specific Purposes (ESP). At this stage, the researcher has different choices since the English

language is involved in all domains i.e. he has the opportunity to select one of the specialist

areas (economics, politics, Medecine…etc) in which students are required to speak English

with accuracy and fluency.

Second, another study can be dealt with in which the focus is on the way that anxiety

helps EFL learners in performing oral tasks positively ; the researcher can take the study of

Ehrman and Oxford (1995) as a starting point to draw his hypothesis about the positive

effects of language anxiety on good and excellent learners.
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Third, language anxiety can be examined in relation with other variables as

motivation, self-esteem, self-confidence; the investigation can be focused on the way anxiety

influences and/or is influenced by these variables.
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Appendix 01

Students’ Questionnaire

 Answer the following questions by putting a tick ( ) in the appropriate box.

1-Do you enjoy listening to English?

-Yes -No

2-Which type of language performance do you like best?

- Oral performance  - Written performance

3-Do you often answer in class?

-Yes -No

4-What type of classroom session do you like best?

-Lockstep session - Grouping session

5- Do you feel yourself anxious when you are asked to speak in English ? Tick in the

appropriate box.

-Yes. But with low degreeYes. But with high degree -No

6-Is anxiety a trait feature in your personality?

- Yes -No

7- When do you feel yourself at ease in speaking (i.e. you do not feel yourself anxious)

-Speaking to teacher  -Speaking to peers

-Speaking to both  -None of them 

8-Among the following reasons, which is the one that make you anxious in oral performance?

Reasons Often Rarely Never

-Shyness
-Students’ number
-Proficiency level
-Ideas ‘lack and escapism
Teacher’ evaluation/feedback
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9-Among the following behaviours, which one (s) that you show when you are anxious?

Behaviours

-Fear

-Nervousness

-Inhibition

-Speaking quickly

-Speaking Slowly

-Asking help

-Introversion

-Making pauses

-Keeping silence

-Smiling/Laughing

10-What kind of correction do you appreciate?

-Teacher’s direct correction -Teacher’s indirect -Peers’ correction -Self-correction.

11-Which of the following tasks do you prefer and make you feel yourself at ease? Rate them

from one (1) to eight (08) according to your preference.

Tasks Rank

-Group discussion

-Debates

-Simulations

-Role plays

-Dialogues

-Games

-Songs

12-What are the themes/subjects that you prefer to discuss orally with your teacher and

classmates?

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................
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Appendix 02

Teacher’s Questionnaire

*Please, put a tick ( ) in the appropriate box and try to answer the following questions below.

1-How long have you been teaching oral expression at University?

…....................................years.

2-What are the objectives that you want to achieve when you teach oral expression?

Objectives

-To make students interact and communicate

-To make students feel at ease when they
speak.
-To help students express themselves fluently
and spontaneously.
-To develop target language communication
strategies.
-To employ prosodic and paralinguistic
features of language.
-To try to speak like natives .
-Other (please specify)

3-In view of your experience, does EFL context contribute in creating learners’ anxiety in oral

practice?

-Yes  -No

-Why?

…...................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................

4-With uncontrolled oral language performers, do you focus on accuracy, fluency or

both?

a) Accuracy

-Why?

…...................................................................................................................................................

…...................................................................................................................................................

b) Fluency
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-Why?

…...................................................................................................................................................

.......................................................................................................................................................

c) Both

-Why?

…...................................................................................................................................................

.......................................................................................................................................................

5-What are the difficulties you encounter when you teach oral expression to uncomfortable

learners?

Teachers’ Difficulties

-Learners’ inhibition.

-Students’ avoidance of risk-taking and
participation.

-Students’ lack of linguistic abilities.

-Learners’ introversion.

-Lack of motivation.

-Uncontrolled physical actions.

-Nervousness.

-Others (please specify).

6-What are the reasons for learners’ anxiety when they perform oral tasks?

Learners’ Anxiety Reasons

-Learners’ fear of making mistakes.

-Learners’ fear of criticism and losing face.

-Learners’ shyness

-Lack of self-confidence

-Learners’ lack of vocabulary

-Teacher’s way of evaluation

-Other (please specify).
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7-What kind of procedures do you often plan in order to create a relaxed atmosphere in your

oral expression session?

Procedures for Anxiety Alleviation

-Involving learners in choosing their
interested topics.
- Giving learners’ the opportunity to suggest
activities to be performed in class.
-Inducing learners to repeat.

- Evaluating learners’ performances
positively (avoidance of negative criticism).
-Using group work.

-Using aids

-Establishing a good relationship with
learners.

8-Would you please, suggest other procedures and techniques for reducing oral performers’

anxiety.

…...................................................................................................................................................

.......................................................................................................................................................

..............................................................................................................................................
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Appendix 03

Oral Test

*The teacher in charge of the oral test suggested ten topics for practice. Most of these topics

have been already dealt with during oral expression sessions involved in the first term of the

academic year. The intended topics are:

1-How can you define Algerian identity?

2-How can you define culture?

3-“We should accept the others as they are”. Comment on?

4-What is meant by interculturality?

5-Does intercultural dialogue succeed in solving world problems?

6-Is Alienation a sign of strength or weakness?

7-“Religion is the major aspect of culture”. Comment on?

8-Do you think that women are treated fairly by men?

9-Do you think that “Feminism” succeed in raising women’s voice?

10-“Women between past and present-day”. Comment on?
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Appendix 04

Foreign Language Classroom Scale (FLCAS)

FLCAS has 33 items with which respondents express their extent of their agreement or

disagreement with statements about how they a foreign language in classroom and “are

reflective of communication apprehension, test anxiety and fear of negative evaluation.”

(Horwitz, 1986: 129).

As regards communication apprehension, several items are about nervousness felt when

speaking and other are about tension experience when listening. For example: item 4 is : “It

frightens me when I do not understand what the teacher is saying in the foreign language”,

and item is : “I start to panic when I have to speak without preparation in language class”.

Item 21 is an example of test-anxiety: “The more I study for a language test , the more

confused I get” and item three is an illustration of fear of negative evaluation : “It

embarrasses me to volunteer answers in my language class”. Certain items express a lack of

anxiety in the language learning situation as item 18: “I feel confident when I speak in foreign

language class’. (Ibid, pp 129-130).

Each item offers 5 types of response, ranging from “strongly agree” to “strongly

disagree”:Strongly Agree (SA)=5 ,Agree (A) = 4, Neither agree, Not disagree

(N)=3,Disagree (D)=2, Strongly Disagree (SD)=1. (Cited in Wilson, 2006: pp 178-179)

Foreign Classroom Language Anxiety Scale developed by Horwitz et.al (1986)

I never feel quite sure of myself when I am speaking in my foreign language class.

2. I don´t worry about making mistakes in language class.

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

4. It frightens me when I don´t understand what the teacher is saying in the foreign language.

5. It wouldn´t bother me at all to take more foreign language classes.
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6. During language class, I find myself thinking about things that have nothing to do with the

course.

7. I keep thinking that the other students are better at languages than I am.

8. I am usually at ease during tests in my language class.

9. I start to panic when I have to speak without preparation in language class.

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

11. I don´t understand why some people get so upset over foreign language classes.

12. In language class I can get nervous I forget things I know

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

14. I would not be nervous speaking the foreign language with the native speakers.

15. I get upset when I don´t understand what the teacher is correcting.

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

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

18. I feel confident when I speak in foreign language class.

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

20. I can feel my heart pounding when I´m going to be called on in language class.

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

22. I don´t feel pressure to prepare very well for language class.

23. I always feel that the other students speak the foreign language better than I do.

24. I feel very self-conscious about speaking the foreign language in front of other students.

25. Language class moves so quickly I worry about getting left behind.

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

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

28. When I´m on my way to language class, I feel very sure and relaxed.

29. I get nervous when I don´t understand every word the language teacher says.

30. I feel overwhelmed by the number of rules you have to learn to speak a foreign language.

31. I am afraid that other students will laugh at me when I speak the foreign language.
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32. I would probably feel comfortable around native speakers of the foreign language.

33. I get nervous when the language teacher asks questions which I haven´t prepared in

advance (Cited in Daniela Sorádová, 2015).

5-point
Likert Scale

Strongly
agree

Agree Neither
agree nor
disagree

Disagree Strongly
disagree

https://www.researchgate.net/publication/288823472_Foreign_Language_Learning_Anxiety
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Appendix 05

First Year Textbook Map
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Appendix 06

Second Year Textbook Map
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Appendix 07

Third Year Textbook Map
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Appendix 08

Classroom Physical Setting in Lockstep Sessions (Short Talks’ Presentation)

White board

Desk
Group Members
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Classroom Physical Setting in Lockstep Sessions (Topic Discussion)

Classroom Physical Setting in (Group works)

Teacher

T11

T12

T13

T14

T6

T15T10

T9

T8

T7

T1

T5

T4

T3

T2

White board

Teacher

S1 S2

S3 S4

S1 S2

S3 S4
S3 S4

S1 S2

S3 S4

S1 S2

S3 S4

S1 S2

Group1

Group2Group4

Group3

Group5
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Appendix 09

Natural Approach: Problems -solving Activities: Games

Games can take many forms and there are different sorts of elements which make up a game

activity…It is simple in many games to focus on particular words. One common technique is

to make up illogical combination and ask students (small groups) to figure out what is wrong

with the combination. For example:

-First game

What is strange about: a bird swimming, a table eating, a tree crying, a television laughing, a

person flying.

Questions: Has anyone ever seen a bird swimming? (I have), what kinds of bird (Penguins).

Has everyone seen a penguin? Do you know what a penguin is? (Black and white bird).

Where do penguins live? (Where it is cold). That’s right, they prefer cold climates. Can

penguins fly? (No, they walk and swim). Are they good at walking? No, they are clumsy (new

word) (Krashen, Terrell, 1995: p121-122).

-Second game

Other games focus mostly on discussion. In one such game each student has a word or a

description written on a sign taped on their backs, which others can see but they can not. They

may ask any question they want to other students or the latter can give them clues to help

them figure out what is written on the sign (Krashen, Terrell, 1995: p 122).



Abstract

Foreign language learning has known an increase in its research mainly at its

psychological foundation because of interference of a significant sort of individual differences

that act as obstructs for learning process. Anxiety is an individual variation which may

influence learners’ emotional state differently and result either in learning process failure. The

present study focuses on Foreign Language (FL) anxiety as a psychological influence which is

expected to affect first year English students’ oral production negatively and impede their

learning achievement differently. In addition, this investigation exposes classroom

implications or pedagogical procedures which are likely to create a relaxing atmosphere that

gives teachers and learners an access for positive and fruitful EFL classroom oral interaction.

Keys words: psychological influences, language anxiety, oral expression, cooperative

learning.

الملخص

لقد اتسعت مجاالت البحث الخاصة بتعلم اللغة األجنبیة السیما في المجال المتعلق بالجوانب 

إن القلق اللغوي .النفسیة التي تتدخل في عملیة التعلم كمعوقات أو حواجز تعرقل المسار ألتعلمي للمتعلم

أشكال مختلفة قد تكون  الفردیة التي تؤثر على حالة المتعلم ومساره الدراسي بتیعد من بین الفرو قا

تركز الدراسة التي بین أیدینا على القلق اللغوي كتأثیر نفسي یظھر عند ممارسة اللغة األجنبیة .سلبیة

شفویا كما ھو الحال عند طلبة السنة األولى  تخصص لغة انجلیزیة الذین یواجھون صعوبات في التحصیل 

لى الوسائل و الطرق البیداغوجیة التي من شانھا  ع ذه الدراسة تركز ھكما .  العلمي نتیجة لھذا السبب

خلق جو تعلمي مریح و تحفیزي للممارسة الشفویة للغة االنجلیزیة كلغة أجنبیة داخل القسم  مما یسھل 

.التفاعل بین األستاذ و المتعلم

.التعلم الجماعي–التعبیر الشفھي -القلق اللغوي–التأثیرات النفسیة :الكلمات المفتاحیة

Résumé

Les domaines de la recherche dans l’apprentissage des langues étrangères sont

évolutifs, particulièrement liés aux aspects psychologiques qui entravent le processus

d’apprentissage en termes d’obstacles dans le processus d’apprentissage de l’apprenant, ce

sont accrus et son processus sous différentes formes de manière négative. Notre étude porte

sur l’anxiété linguistique entant qu’influence psychologique dans la pratique de la langue

étrangère comme c’est le cas de nos étudiants de la spécialité langue Anglaise, qui éprouvent

des difficultés d’apprentissage. Cette étude vise a créer une atmosphère confortable de

l’apprentissage et de motivation pour la pratique orale de la langue Anglaise entant que

langue étrangère au sein de la classe, ce qui faciliterait le processus d’interaction entre

l’enseignant et l’apprenant.

Mots clés : L’influence psychologique – anxiété de langage- expression orale – apprentissage

coopératif.


