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Kaygının yabancı dil öğreniminde önemli bir rolünün olduğu ve yabancı dil 

öğrenen öğrencilerin yaşadığı kaygının dil öğrenimlerini nasıl etkilediği son zamanlarda 

araştırmacıların ilgisini çekmektedir. Araştırmacılar özellikle, kaygının konuşma, 

dinleme, yazma ve okuma gibi birtakım becerilerin edinimini neden ve nasıl etkilediği 

üzerinde yoğunlaşmaktadır. Bu beceriler arasında, hakkında çok az araştırma yapılmış 

olan alanlardan birisi de kaygı ve yabancı dilde okuma arasındaki ilişkidir. 

Bu çalışma, öğrencilerin bakış açısından yabancı dilde okuma kaygısının 

kaynaklarını bulmayı hedeflemiştir. Bu amaçla, Anadolu Üniversitesi İngiliz Dili ve 

Eğitimi Bölümü’nde okuyan 50 birinci sınıf öğrencisi denek olarak seçilmiştir. Yabancı 

dilde okuma kaygısının kaynaklarını bulabilmek için, öncelikle öğrencilerin hissettiği 

kaygının yabancı dilde okumaya özgü mü yoksa genel dil öğrenimiyle mi ilgili 

olduğunun bulunması gereklidir. Bu nedenle, bu çalışmada iki ölçeğin Türkçe 

versiyonları kullanılmıştır. Bu ölçekler; öğrencilerin genel dil öğrenme kaygı 

seviyelerini ölçen FLCAS ve yabancı dilde okuma kaygı seviyelerini ölçen FLRAS’dır. 

Bu ölçeklerden FLRAS’ın Türkçe versiyonu bulunmadığından, bu ölçek geri çevirme 
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yöntemiyle Türkçe’ye çevrilmiştir. Geçerlik ve güvenirliği ise 332 öğrenci ile yapılan 

pilot çalışmada temel bileşenler analizi ve varimax rotasyonu tekniği ile Cronbach α 

katsayısı kullanılarak hesaplanmıştır. Bu çalışmada kullanılan iki ölçek öğrencilere 

farklı zamanlarda verilmiş ve Pearson product-moment korelasyon analizi sonucunda 

yabancı dilde okuma kaygısının genel dil öğrenme kaygısı ile alakalı, fakat ondan ayrı 

bir fenomen olduğu ortaya çıkmıştır. 

Yabancı dilde okuma kaygısının kaynaklarını bulabilmek için çalışmaya katılan 

öğrencilerden yedi hafta boyunca her hafta günlük tutmaları istenmiştir. Ayrıca, 

deneklerden % 50 si yani 25 öğrenci ile günlüklerin analizlerinden çıkan yabancı dilde 

okuma kaygısı kaynaklarını desteklemek ve ilave etmek istedikleri herhangi bir şey 

kalıp kalmadığını anlamak amacıyla görüşmeler yapılmıştır. Bu görüşmeler 

çözümlenerek, hem öğrencilerin tuttukları günlükler hem de görüşmeler Sabit 

Karşılaştırma Yöntemi kullanılarak analiz edilmiştir.  

Analizlerin sonucunda, İngilizce’yi yabancı dil olarak öğrenen Türk 

öğrencilerin, yabancı dilde okuma kaygısına etki eden üç ana kaynak bulunmuştur. Bu 

kaynaklar; kişisel faktörler, okuma metni ve okuma dersinden dolayı ortaya çıkan 

kaygılardır. Bu çalışma, yabancı dilde okuma kaygısının ayrı bir fenomen olduğunu ve 

öğrencilerin hedef dilde okuma yaparken bir takım nedenlerden ötürü kaygı 

duyduklarını ortaya çıkarmıştır. Son olarak, çalışmanın bulguları doğrultusunda bir 

takım çıkarımlar irdelenmiş ve öğrencilerin yabancı dilde okuma kaygılarına ilişkin 

çeşitli çözüm önerilerinde bulunulmuştur. 
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ABSTRACT 
 

Anxiety has an important role in learning a foreign language and there is a 

growing interest in how anxiety affects language learning. In the recent years, why and 

how anxiety influences the acquisition of certain skills like speaking, listening, writing 

and reading have attracted the attention of many researchers. Among these skills, one 

area which little research exists is the relationship between reading in a foreign 

language (FL) and anxiety.  

This study aimed at finding the sources of FL reading anxiety from the students’ 

perspectives. For this purpose, 50 first year students at Anadolu University, English 

Language Teaching Department were taken as the subjects. In order to find out the 

sources of FL reading anxiety; first of all, whether the anxiety students feel is specific to 

FL reading, or part of general FL anxiety should be found. Therefore, Turkish versions 

of two scales were used in this study. These are; Foreign Language Classroom Anxiety 

Scale (FLCAS) which was designed to measure the general FL anxiety levels of the 

students and Foreign Language Reading Anxiety Scale (FLRAS) which was designed to 

measure the FL reading anxiety levels of the students. Since FLRAS did not have a 

Turkish version, this scale was translated into Turkish by using back translation method. 

The validity and reliability of this scale were calculated in a pilot study with 332 

students by applying a principle component analysis and Cronbach’s α. The two scales 

used in this study were administered to students at different times and as a result of the 

Pearson product-moment correlation coefficient analysis, FL reading anxiety was found 

as a phenomenon related to, but distinct from general FL anxiety.  

In order to find out the sources of FL reading anxiety, students were asked to 

keep diaries for seven weeks on a weekly basis. Moreover, 50% of the subjects-that is 
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25- were interviewed to support the findings derived from the analyses of the diaries 

and explore whether there was anything left that they wanted to express.  The interviews 

were transcribed and both the diaries and interviews were analyzed by using The 

Constant Comparison Method.  

As a result of the analyses, three main sources of FL reading anxiety were 

identified in a Turkish EFL context. FL reading anxiety Turkish students experienced 

was caused by the personal factors, the reading text and the reading course. This study 

revealed that FL reading anxiety exists as a distinct phenomenon and students were 

experiencing reading anxiety while reading in the target language due to some factors. 

Finally, implications of this study were discussed and some suggestions for dealing with 

the FL reading anxiety were made. 
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CHAPTER I 

INTRODUCTION 

 
1.1 Introduction 

 
 “Why can’t I speak what to think a lot in English? I’m so bitter, trying 
hard. I’d like to speak a lot, however, I can’t. Finally, I think my basic 
abilities of English ran short. I’m disgusted with myself.” (Foss and Reitzel, 
1988, p.437). 
 
“When I’m in my Spanish class I just freeze! I can’t think of a thing when 
my teacher calls on me. My mind goes blank.” (Horwitz, Horwitz and Cope, 
1986, p.125). 
 
The statements above were uttered by students who experienced certain problems 

while learning a foreign language (FL). Why do some students learn a foreign language 

easily whereas others have difficulties and cannot achieve the desired level of 

proficiency? Foreign language instructors and researchers have been searching the 

answer for this question for many decades (Ergür, 2004). To be able to give a sound 

answer, they examine various factors that may affect a student’s foreign language 

learning. Majority of the studies investigating these factors focused on cognitive (e.g., 

cognitive ability, language aptitude), affective (e.g., anxiety, self-perceptions), 

personality (e.g., locus of control, individualism), and demographic variables (e.g., age, 

number of previous foreign languages studied) (Onwuegbuzie, Bailey and Daley, 2000).  

Among these, affective variables are important in the way to understand the true 

nature of language learning. Brown (2000) claims that there is no doubt about the 

importance of examining affective factors in building a theory of second/foreign 

language acquisition. In basic terms, the affective domain is the emotional side of 
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human behavior and it involves a variety of personality factors, feelings about ourselves 

and about others with whom we come into contact (Brown, 2000).  

In recent years, FL educators have proposed that affective differences can account 

for success or failure in FL learning (Young, 1999; Brown, 2000; Onwuegbuzie et.al, 

2000; Rodrigez and Abreu, 2003). It is also pinpointed that complex process of foreign 

language acquisition cannot be solely explained by cognitive factors and in a holistic 

understanding of the learning process, affective variables such as motivation, anxiety, 

and risk taking should be explained in order to understand and address learners’ diverse 

needs and interests (Samimy, 1994). 

 As being one of the elements of affective variables, anxiety plays a very 

important role in language learning (Horwitz, Horwitz and Cope, 1986; Foss and 

Reitzel, 1991; Young, 1992; MacIntyre, 1995; Powell, 2000; Kitano, 2001; Rodrigez 

and Abreu, 2003; Matsuda and Gobel, 2004; Deutsch, 2004; Elkhafaifi, 2005). Krashen 

(1982) was one of the first to conduct research on FL anxiety. According to his Affective 

Filter Hypothesis, anxiety contributes negatively to an affective filter, which makes an 

individual less responsive to input. That is, anxiety acts as a kind of gate, preventing 

students from adopting effective learning practices. Horwitz (2001) also asserts that 

anxiety negatively influences language learning since it has been found to interfere with 

many types of learning. In order to better understand the role and importance of FL 

learning anxiety, first of all the term FL learning anxiety should be made clear. 

 

1.2 What is Foreign Language Learning Anxiety? 

Anxiety is a complex psychological construct consisting of many variables; 

therefore, it is difficult to collapse all these variables into a single concise definition 
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(Sellers, 2000). In its simplest form, anxiety is often associated with fear, frustration, 

apprehension, uneasiness, insecurity, self-doubt or worry (Brown, 2000). According to 

Woolfolk (2005), it is a general uneasiness, a feeling of tension.  

However, FL learning anxiety is a type of anxiety unique to second/foreign 

language learning (Oxford, 1999; Horwitz, 2001; Woodrow and Chapman, 2002). For 

many students, language class can be more anxiety-provoking than any other course 

they take (Horwitz et.al. 1986, MacIntyre and Gardner, 1991, Kitano, 2001, Horner and 

Redmond, 2002).  

 Uniqueness of FL anxiety lies in the fact that language learning is not only a 

process of acquiring linguistic rules or participating in communication activities, but a 

process in which individual learners are constantly putting themselves in a vulnerable 

position of having their own self-concept undermined and subjecting themselves to 

negative evaluations (Tsui, 1996). According to Horwitz et.al (1986), no other field of 

study implicates self- concept and self-expression to the degree that language study 

does. Therefore, foreign language anxiety is defined as “a distinct complex of self-

perceptions, beliefs, feelings, and behaviors related to classroom language learning 

arising from the uniqueness of the language learning process” (Horwitz et.al, 1986, p. 

128). Similarly, Young (1991) defines foreign language anxiety as a complicated 

psychological phenomenon peculiar to language learning. Besides its complexity, three 

components of foreign language anxiety were identified (Brown, 2000, p.151): 

1.  communication apprehension, arising from learners’ inability to adequately express 
mature thoughts and ides; 

2. fear of negative social evaluation, arising from a learner’s need to make a positive 
social impression on others; and 

3. test anxiety, or apprehension over academic evaluation. 
 

Oxford (1999) suggests that anxiety can be experienced at various levels. At the 

deepest level, trait anxiety is a more permanent predisposition to be anxious and it 
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explains why some people are generally anxious about many things. On the other hand, 

state anxiety is experienced in relation to a particular event or situation (Brown, 2000).  

An important relevant aspect of the research on anxiety lies in the distinction 

between debilitative and facilitative anxiety or as Oxford (1999) calls harmful and 

helpful anxiety. Debilitative anxiety is a kind of anxiety that impedes successful 

learning because it harms learners’ performance in many ways, both indirectly through 

worry and self-doubt and directly by reducing participation and creating avoidance of 

the language (Oxford, 1999). On the other hand, facilitating anxiety is considered to be 

energizing and helpful such as keeping students alert and motivated (Campbell and 

Ortiz, 1999; Oxford, 1999). Horwitz (2001) stated that anxiety can be helpful for very 

simple learning tasks, but not with more complicated learning such as language 

learning; however Rardin, in an interview with Young (1992), proposed that positive 

aspect of anxiety operates all the time, but we only notice when a negative imbalance 

occurs. 

 According to Hilleson (1996) language anxiety occurs when students have to 

perform tasks in a language that is not their own. Anxiety poses several potential 

problems for the students of a foreign language because it can interfere with the 

acquisition, retention and production of the new language (MacIntyre and Gardner, 

1991).  

In the language classroom, anxious students are less likely to volunteer answers 

and participate in activities. They also tend to avoid difficult linguistic structures that 

the more relaxed students would be willing to attempt and may focus their attention on 

their perceived inadequacies, the potential for failure, and the consequences of that 

imagined failure rather than concentrating on the task itself (MacIntyre and Gardner, 
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1991; MacIntyre, Noels and Clement, 1997). According to Woolfolk (2005), anxiety 

can be both a cause and an effect of failure; that is, students do poorly because they are 

anxious, and their poor performance increases their anxiety. Moreover, in language 

classes students who suffer from FL anxiety become defensive, unable to use effective 

learning strategies, are frightened by the tests, tend to sit passively in the classroom, 

withdraw from activities that could increase their language skills and everything they 

say must be correct (Campbell and Ortiz, 1999; Gregersen and Horwitz, 2002). Oxford 

(1999, p.66) summarizes the signs of anxiety in the language classroom as: 

-  General avoidance: Forgetting the answer, showing carelessness, cutting class, coming late, 
arriving unprepared, low levels of verbal production, lack of volunteering in class, seeming 
inability to answer even the simplest questions. 

-  Physical actions: Squirming, fidgeting, playing with hair or clothing, nervously touching 
objects, stuttering or stammering, displaying jittery behavior, being unable to reproduce the 
sounds or intonation of the target language even after repeated practice. 

- Other signs which might reflect language anxiety, depending on the culture: over studying, 
perfectionism, social avoidance, conversational withdrawal, lack of eye contact, hostility, 
monosyllabic or noncommittal responses, image protection or masking behaviors 
(exaggerated smiling, laughing, nodding, joking), failing to interrupt when it would be natural 
to do so, excessive competitiveness, excessive self- effacement and self-criticism.  

 

Furthermore, MacIntyre (1995) asserts that FL anxiety has negative effects on the 

cognitive processing and behavior; in fact, the relations among anxiety, cognition and 

behavior are cyclical in the language class, each influencing the other. For example, a 

demand to answer a question in a foreign language class may cause a student to become 

anxious, then anxiety leads to worry and frustration. Cognitive performance is 

diminished because of the divided attention, and therefore performance suffers leading 

to negative self-evaluations and impaired cognition which further negatively influences 

performance (MacIntyre, 1995). Figure 1.1 shows the relationship among anxiety, 

cognition and behavior. 
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Figure 1.1 Cyclical relations among anxiety, cognition and behavior. 

 

 

According to MacIntyre (1999), besides the cognition and behavior, FL anxiety 

has a potential negative effect on academic achievement, social context and personality 

of the language learner. Moreover, Elkhafaifi (2005) states that FL anxiety can deter 

students from pursuing academic or professional careers in which knowing a foreign 

language is essential for success. Hence, there have been many attempts to uncover 

what lies under the manifestations of anxiety. To be able to organize anxiety free 

classrooms, why and how learners feel anxious has attracted considerable interest 

especially in the last two decades (Horwitz, 2001; Kitano, 2001; Rodrigez and Abreu, 

2003).  

 

1.3 Sources of Foreign Language Learning Anxiety 

Aydın (2001) clearly emphasizes that one of the current challenges in second and 

foreign language teaching is to provide learners a classroom environment in which they 

can adopt positive attitudes, a high motivation and appropriate strategies to be effective 

learners. Krashen (1982) also highlights that language acquisition appears to work best 

when anxiety is zero. Thus, to organize anxiety-free classroom atmosphere for our 

learners to learn more efficiently, as Young (1991) points out, the first step of a 

Cognition  Behavior 

   Anxiety 
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language teacher would be to identify the sources of language anxiety. Similarly, 

Horwitz (2001) emphasizes not only the need for the determination but also the 

recognition of expressions of anxiety in learners, so that classes may be organized in a 

manner which minimizes student anxiety reactions.  

Young (1991) defines six sources of foreign language anxiety. These are: 1) 

personal and interpersonal anxieties; 2) learner beliefs about language learning; 3) 

instructor beliefs about language teaching; 4) instructor-learner interactions; 5) 

classroom procedures; and 6) language testing.  

Price (1991) pinpoints that the greatest source of anxiety is having to speak in the 

target language and other skills such as reading can also be anxiety provoking. 

Furthermore, frustration of not being able to communicate effectively and negative 

beliefs about target language would likely to cause anxiety.  

 According to Oxford (1999), the sources foreign language anxiety may also 

include concepts such as low self-esteem, low tolerance of ambiguity, problems with 

identity, competitiveness, fear of risk-taking, shyness, and classroom activities and 

methods. In addition to these, Horwitz (2001) points out that the sources of foreign 

language anxiety may vary according to culture. Aydın (2001) identified three main 

sources of FL anxiety experienced by Turkish students. These are; personal reasons, 

teachers’ manner and the teaching procedures. According to Aydın (2001), personal 

reasons include negative self assessment of ability, high personal expectations and 

irrational beliefs about language learning. Moreover, teachers’ manner towards learners 

and their error as well as the teaching procedures can create anxiety. 

Tsui (1996) indicates that proficiency level, fear of making mistakes, and negative 

evaluation and incomprehensible input can cause high levels of FL anxiety among 
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learners. Furthermore, Gregersen and Horwitz (2002) assert that for some learners 

errors can be the source of anxiety although language learning cannot occur without 

errors. According to Young (1999), FL anxiety can also derive from unengaging 

language activities and weak FL materials.  

Other than the sources of FL anxiety, recent years have witnessed the increasing 

emphasis on the relationship between FL anxiety and four skills- speaking, listening, 

writing and reading (Cheng, Horwitz and Schallert, 1999; Horwitz, 2001; Horner and 

Redmond, 2002). Hilleson (1996) and Elkhafaifi (2005) clearly emphasize that various 

types of anxiety related to different skills exist and it should be explored to understand 

the nature of FL anxiety in its fullest extent. 

 

1.4 Foreign Language Learning Anxiety and Four Skills 

Rardin, in an interview with Young (1992), mentioned that any particular learner 

can have anxiety around one or more of the four skills- speaking, listening, writing, and 

reading. However, FL anxiety has been almost entirely associated with the oral aspects 

of language use and most discussions of FL anxiety centered on the difficulties caused 

by anxiety with respect to oral performance in the language classroom (Young, 1999; 

Philips, 1999). Similarly, Sellers (2000) pinpoints that speaking is probably considered 

the most stressful of four skills from the perspective of both second/foreign language 

teachers and learners. 

Most of the time, we can hear language learners complaining that they can 

understand the spoken language but when it comes to speaking, they are unable to 

master this skill because of the stress and anxiety they experience. It is obvious that 

students are in a more vulnerable position when they have to communicate in the target 
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language since it requires learners to integrate many aspects of the language in a limited 

time (Horner and Redmond, 2002). However, speaking is not the only anxiety inducing 

part of the language learning, some students find other skills in the foreign language 

very anxiety provoking (Young, 1999; Horwitz, 2001; Elkhafaifi, 2005). Cheng et.al 

(1999) claim that learning a language does not only consist of speaking, and performing 

language skills other than speaking may cause anxiety among learners.  

According to Christenberry (2001), listening is a problematic skill and it is an 

incredibly difficult area to teach properly; therefore, it is likely to cause anxiety. 

Similarly, in an interview with Young (1992), Krashen acknowledged listening as a 

highly anxiety provoking skill especially if the discourse is incomprehensible. Vogely 

(1999) clearly emphasizes that one of the most ignored but potentially one of the most 

debilitating type of anxiety is the anxiety accompanying listening comprehension. 

According to Vogely (1999), too many teachers think students do not feel anxious while 

doing the listening tasks and treat listening as a passive skill that happens magically 

during or as a result of regular classroom activities and routine. However, learners do 

not develop listening skills passively; rather, they need to participate actively and 

strategically in listening. According to Scarcella and Oxford (1992), listening anxiety 

occurs when students face a task they feel is too difficult or unfamiliar. Therefore, 

students should be exposed to comprehensible input while doing listening tasks. 

Writing is another area which causes anxiety among language learners. Leki (1999) 

puts forward that although learners have time to think about the message, to find words 

and syntactic structures to communicate the message and to change the content and 

language after the first attempt is written down, many of them find writing a potential 

source to cause anxiety. Marra and Marra (2000) also claim that writing anxiety clearly 
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negatively affects writing performance. Furthermore, they stress for the crippling effect 

of writing anxiety on self-image and personal productivity. According to Leki (1999), 

writing anxiety primarily stems from an individual’s writing ability, the degree of 

preparation the writer has to do to successfully complete a writing task, the 

misconceptions learners have about writing and the fear of being evaluated. Thus, to 

reduce writing anxiety, students should be trained in developing their writing skills and 

giving up their prejudices and misconceptions about writing.  

As for reading, Saito, Horwitz and Garza (1999) claim that reading is a potential 

source for provoking anxiety in a language classroom and is open to investigation since 

little research has been carried on the relationship between foreign language learning 

and foreign language reading anxiety (Lee, 1999; Sellers, 2000; Matsuda and Gobel, 

2004).  

 

1.5 Foreign Language Reading Anxiety 

Reading is one of the important aspects of language learning and it includes certain 

difficulties (Tse, 1996). According to Sellers (2000), reading in any language is a 

cognitively demanding process, involving minimally the coordination of attention, 

memory, perception, and comprehension processes. When we come to the second or 

foreign language context, the reading process is further complicated because there are 

additional factors to consider such as language ability, cultural background, and learner 

motivations (Lee, 1999; Sellers, 2000). In addition to these, Saito et.al (1999) pinpoint 

that with the current emphasis on authentic texts and their unfamiliar cultural content, 

reading becomes a problematic skill. 
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Many students learning a foreign language experience some degree of frustration 

when they attempt to comprehend even the simplest foreign language texts (Horwitz, 

2000). Learners may feel that reading in the foreign language is difficult, laborious and 

unpleasant due to the fact that they are suffering from foreign language anxiety (Tse, 

1996). Although language teachers have generally assumed that reading is the least 

anxiety-provoking part of the curriculum, recent attempts dealing with skill-specific 

anxieties revealed that foreign language reading anxiety does exist and it has negative 

effects on the cognitive abilities of the learners (Lee, 1999; Saito et.al, 1999; Sellers, 

2000). 

If foreign language reading anxiety is examined from a cognitivist view, it 

becomes obvious that language anxiety takes up processing capacity, and therefore 

diminishes the amount of attention that the learner has to give to the reading task (Lee, 

1999). According to Sellers (2000, p.513):  

“Highly anxious readers may expend part of their mental energy thinking about things that 

are completely unrelated to the reading activity, such as the difficulty of the vocabulary in 

the text, how poorly they are doing, how their classmates are faring, or how much time they 

have to complete the reading”.  

From a cognitivist perspective, foreign language reading anxiety may interfere 

within the reading process in several ways. First of all, high levels of anxiety may 

direct the attention away from the reading process. Secondly, it may slow down the 

application of reading process such as letter and word recognition. Thirdly, anxiety 

may influence a reader’s decision-making process such as decisions about meaning, 

and strategy use (Young, 1991; Lee, 1999; Sellers, 2000). Similarly, Bamford and Day 

(1998) declare that students experiencing high levels of anxiety while reading tend to 

use less reading strategies. As a result, when there is less processing capacity, reading 
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process will not take place automatically or efficiently. Contrastively, a less anxious 

reader will have more energy to contribute to the reading process since he does not 

suffer from spending effort on task-irrelevant thoughts and lack of strategy use.  

From a pedagogical perspective, Lee (1999) highlights the ineffective reading 

practices in reading that are rooted in the misconceptions about reading, both as a 

process and the pedagogical practices around it, can lead to reading anxiety. These 

misconceptions are: ‘reading is just answering the comprehension questions’, ‘reading 

is a private act’ and ‘reading is a linear process’. Lee (1999) challenges all these 

misconceptions and suggests that the act of reading comprises more than answering 

comprehension questions rather it is a process that requires preparation and cognitive 

ability. According to Lee (1999), a typical reader uses the comprehension questions not 

to enhance his/her interaction with the text but to restrict it; therefore, this reader uses 

the wording of the comprehension questions to search for the answer in the text. As a 

result, a heightened level of anxiety occurs because readers have been limited in their 

interactions with the text.   

In addition to this, Lee (1999) proposes that reading is not a private, but a social 

activity. When reading is treated as a private act, readers are isolated from one another. 

They may feel that they are the only ones who are having difficulties with the text 

because they have no reference point. Hence, they can internalize their fears rather than 

externalize them simply because they are alone. According to Nunan (1998), reading 

does not start with the first word of the text, rather it requires more than a linear 

processing. Likewise, Wallace (2001) highlights that readers who approach reading as 

a linear process are more likely to treat each word in the text as having equal 

importance and as a result unable to use certain vocabulary learning and reading 
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strategies. Therefore, such anxiety derived from the misconceptions about reading 

creates cognitive deficits by blocking the already limited processing capacity (Lee, 

1999). As a result, funneling off capacity would likely to affect comprehension 

negatively. 

Bamford and Day (1998) emphasize the affective power of reading and state that 

successful reading experiences promote positive attitudes toward reading which in turn 

motivate further reading. They also assert that affective side of reading should be taken 

into account in every level of reading instruction. Likewise, Yamashita (2004) claims 

that the affective domain of reading has received much less attention than the cognitive 

domain despite the great amount of research in the field of foreign/second language 

reading. According to Yamashita (2004), the affective factors such as anxiety should be 

examined to understand the nature of L2 reading difficulties the learners experience. 

 

1.6 Statement of the Problem 
 

Exploring what students experience and feel while reading in a foreign language 

in terms of anxiety is an important step in creating an anxiety free and friendly 

atmosphere. As it is mentioned before, reading may be anxiety provoking for some 

learners and can cause some problems like blocking the comprehension and acquisition. 

In the ELT Department at Anadolu University, Faculty of Education, some 

manifestations of reading anxiety among some learners were observed. Some learners 

also informally mentioned that they became stressful while reading in a foreign 

language and they were not enthusiastic about reading. In addition to these, some of 

them admitted that they liked to read in L1; however, when it comes to reading in the 

target language they experienced certain amount of anxiety.  
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This anxiety that the students experience in reading should be reduced to create an 

effective and less anxiety provoking environment so that our learners can get the 

pleasure of reading in a foreign language. However, anxiety those students experience 

while reading cannot be reduced without knowing what happens and makes them 

anxious while reading in a foreign language. In other words, there is a need for 

exploring and identifying the sources of FL reading anxiety to be able to find solutions 

to the problems that students experience while reading in the target language. 

 

1.7 Aim and Significance of the Study 

The main purpose of this study is to find out the sources of foreign language 

reading anxiety students may experience. This study was conducted to reveal 

underlying factors that contribute to FL reading anxiety since it would help to create a 

relaxed, anxiety free learning environment in which students can get the pleasure of 

reading without experiencing anxiety related to reading in a foreign language. 

According to Young (1991) if we, as language teachers, want to reduce anxiety and 

create an effective learning environment, first step for it would be recognizing the 

manifestations and sources of anxiety. Similarly, Saito et.al (1999) and Sellers (2000) 

claim that identifying the sources of language anxiety is very important in creating a 

low-anxiety classroom atmosphere where students learn without fear and anxiety that 

block their learning.   

Philips (1999) emphasizes that knowing what to do to reduce anxiety and stress in 

the classroom is the issue of primary concern to most practitioners. However, in order to 

reduce anxiety, what makes students anxious should be clearly investigated. Since the 

primary aim of this study is to find out the sources of FL reading anxiety from students’ 
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perspectives, this study may have insight in designing reading courses in a manner that 

provides a better classroom atmosphere. Furthermore, learning what students feel, think 

and experience when they are reading in the target language, the materials and activities 

can also be designed according to the needs and desires of the students.  

By deriving from these assumptions and the need for the identification of the 

sources of FL reading anxiety, this study would be very helpful in taking the first step to 

create a desirable and friendly learning environment by identifying the sources of FL 

reading anxiety in a Turkish EFL context. 

 

1.8 Research Questions 

Saito et.al (1999) propose that although general FL anxiety is found to be 

independent of target language in many studies, levels of FL reading anxiety may vary 

by target language. For example, in the case of Japanese students, general FL anxiety 

level of a student learning English does not change when the same student learns French 

as a foreign language; however, levels of reading anxiety of this student may change 

depending on the target language s/he is learning. Matsuda and Gobel (2004) also state 

that FL reading anxiety is related but distinguishable from general FL anxiety.  

Therefore, in the way to identify the sources of FL reading anxiety in a Turkish 

EFL context, first of all determining whether anxiety students experience in reading is a 

specific one in our context or part of the general language anxiety is important. Saito 

et.al (1999) claim that FL reading anxiety may vary according to the target language 

and context of the language-learning environment. Thus, FL reading anxiety that 

students experience in a Turkish EFL context may appear as a specific one or it may be 
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part of the general language anxiety. As a result, there emerged two research questions 

for the purpose of this study: 

 

1. Does foreign language reading anxiety exist as a phenomenon distinguishable 

from general foreign language anxiety? 

2. What are the sources of foreign language reading anxiety of students in a 

Turkish EFL context? 

 

1.9 Scope of the Study 

The main purpose of this study is to identify the sources of anxiety students 

experience in a Turkish EFL context while reading in the target language. For this 

purpose, students were asked to keep diaries about what they feel, experience and think 

while they are reading in the target language on a weekly basis. Moreover, 50 % of the 

students participated in this study were interviewed to uncover what lies behind the 

utterances of anxiety. Specifically, this study focuses on determining what makes 

students anxious related to their reading in the target language in a Turkish EFL context. 

Since this study is conducted in a Turkish EFL context, the findings cannot be 

generalized to all language learners in different contexts. 

 

1.10 Definitions of the Terms 

The following terms used in the present study were defined in order to avoid a 

possible confusion caused by the terminology. 

Affective Domain: Emotional side of human behavior which includes factors like 

empathy, self-esteem, inhibition, imitation, anxiety and attitudes (Brown, 2000). 
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Cognitive Domain: It is the mental process or faculty by which knowledge is 

acquired, and it includes all types of mental processing such as perception, 

comprehension, rehearsal, retrieval, problem solving and thinking (Brown, 2000). 

Foreign Language Anxiety: Anxiety peculiar to language learning. It is the fear 

or negative emotional reaction occurring when a learner is expected to perform in the 

foreign language (Oxford, 1999; MacIntyre, 1999). 

State Anxiety: Situational anxiety arising in response to a particular situation or 

event (Oxford, 1999, p.60). It is an immediate, transitory emotional experience with 

immediate cognitive effects (MacIntyre, 1995, p.93). 

Trait Anxiety: It is a stable predisposition to become anxious in a wide range of 

situations (MacIntyre, 1995, p.93). 

Debilitative Anxiety: A negative kind of anxiety that blocks learning and harms 

learners’ performance (Oxford, 1999). 

Facilitative Anxiety: A positive kind of anxiety that helps to keep students alert 

and motivated (Oxford, 1999). 
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CHAPTER II 
 
 

REVIEW OF LITERATURE 
 

Second and foreign language researchers and theorists have long been aware that 

anxiety is often associated with language learning. Teachers and students generally feel 

strongly that anxiety is a major obstacle to be overcome while learning another 

language. However, the research into the relationship of anxiety to foreign language 

(FL) learning has provided mixed and confusing results, suggesting that anxiety itself is 

neither a simple nor well-understood concept (Scovel, 1991). 

For many years, scholars have considered the anxiety- provoking potential of 

learning a foreign language and particularly in the past two decades, there has been a 

movement leading researchers to study this phenomenon and how it affects language 

learning (Horwitz 2001; Horner and Redmond, 2002; Ergür, 2004). Moreover, advances 

in theory and measurement have enabled more research into this field (Spielmann and 

Radnofsky, 2001).  

Although recent research on second/foreign language anxiety appears to support 

the language-skill-specific anxiety, most of the research in this field is done on the 

general FL learning anxiety (Cheng, Horwitz and Schallert, 1999; Matsuda and Gobel, 

2004). In order to better understand the phenomenon of FL anxiety; first of all, 

empirical studies done on FL learning anxiety should be examined. 

 

2.1. Research on Foreign Language Learning Anxiety 

Since anxiety can have profound effects on many aspects of FL learning, it is 

important to identify those students who are anxious in foreign language class. For this 
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purpose, Horwitz, Horwitz and Cope (1986) developed a scale (Foreign Language 

Classroom Anxiety Scale -FLCAS) which measures the amount of anxiety that a 

student can experience while learning a foreign language. Horwitz et al.’s (1986) study 

was the first attempt in measuring FL classroom anxiety.  

In Horwitz et al.’s (1986) study, the theoretical framework of ‘foreign language 

anxiety’ was outlined and this phenomenon is revealed to differ from general 

communication anxiety although they share certain characteristics such as fear of 

making mistakes and desire to be perfect when speaking. This framework consisted of 

three components: communication apprehension, fear of negative evaluation and test 

anxiety. Based on this framework, the FLCAS was developed. After this study, FLCAS 

became one of the major instruments to measure the FL anxiety, and investigating the 

concept of FL anxiety has become the focus of many studies.  

In a study on FL anxiety, MacIntyre and Gardner (1991) attempted to 

manipulate the anxiety level of beginning language learners depending on the idea that 

if anxious students could focus on positive experiences in the foreign language, rather 

than on negative ones, the negative effects of language anxiety could be reduced. To 

achieve this aim, they asked 31 students, who learn French as a foreign language, to 

think about and report either positive or negative events that they experienced with the 

help of focused essay, in which half of the students recalled and wrote negative 

experiences in language class while other half wrote positive ones. This study showed 

that language anxiety has consistent, negative effects on language learning and 

production. Therefore, students who often experience anxiety in the language classroom 

are at a disadvantage when compared to their more relaxed peers. Furthermore, this 

study revealed that speaking is the most anxiety provoking skill and students who are 
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more anxious tend to avoid class participation. Another indication was that encouraging 

students to write focused essays is a way to learn more about students and their 

experiences in the language classroom. Thus, it can be a good way to provide 

information about the anxiety students experience and to draw implications for lowering 

anxiety levels of the students. MacIntyre and Gardner’s (1991) study also asserted that 

given time and a focus on positive experiences, language teachers may encourage more 

self-confident and capable learners.  

Another study conducted by MacIntyre and Gardner (1994) aimed at developing 

a scale to measure language anxiety based on the three-stage model of learning 

proposed by Tobias (1986, as cited in MacIntyre & Gardner 1994). These three stages 

include: input stage, processing stage and output stage and are directly related to 

cognitive processes that may be involved in language acquisition. The scale of anxiety 

that was developed in this study attempted to take into account the role played by 

anxiety at each of the three stages with items referring to input, processing and output. 

97 students learning French as a second language were the subjects of this study. 

Correlations were used between the newly developed scale and three other scales of 

language anxiety: French Class Anxiety Scale, French Use Anxiety Scale and Foreign 

Language Classroom Anxiety Scale. Final grades and task designed for each stage of 

learning were used to gather information about the anxiety of the students that they 

experience in each stage. The outcomes of MacIntyre and Gardner’s (1994) study 

indicated that students who are anxious in one context will likely be anxious in other 

contexts and students who experience anxiety at one stage will likely be anxious at the 

other stage. Moreover, the potential effects of language anxiety on cognitive processing 

in the second language appear pervasive and may be quite subtle. In addition to this, 
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when compared with relaxed students, anxious students are found to have a smaller base 

of second language knowledge and have more difficulty demonstrating the knowledge 

they posses. 

In another study on FL anxiety, Casado and Dereshiwsky (2001) tried to find out 

whether anxiety diminished as students’ progressed in the study of language. For this 

purpose, they investigated and compared the perceived levels of anxiety experienced by 

a randomly-selected sample of FL (Spanish) students in a regular university setting at 

the beginning of their first semester with the levels of anxiety perceived by a similar 

sample of FL students at the end of their second semester. A total number of 283 

students participated in the study and the instrument used for the survey was FLCAS 

developed by Horwitz et.al (1986). The results showed that the perceptions of the two 

groups surveyed were statistically similar. This finding revealed that some levels of 

anxiety were present in beginner classes and anxiety experienced in FL learning 

(Spanish in this case) did not diminish with the experience acquired in two semesters of 

language learning. 

As a recent study, Von Wörde (2003) investigated the concept of FL anxiety from 

the students’ perspectives. The primary goal of this research was to identify the factors 

that may contribute to anxiety and the factors that may reduce anxiety in an attempt to 

understand more fully the role that anxiety may play in learning a foreign/second 

language. The participants in Von Wörde’s (2003) study completed FLCAS and were 

interviewed to uncover their feelings about FL anxiety. The results indicated that most 

of the students experience anxiety in their language classrooms and those students 

claimed that their anxiety stemmed from lack of comprehension, negative classroom 

experiences, fear of negative evaluation, pedagogical practices and the teachers 
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themselves. The interviews also yielded that an atmosphere of cordiality, communality 

and friendship among students accompanied by teachers’ encouragement and caring 

pedagogical support would likely to reduce anxiety students experience. The findings of 

this study corroborate with the FL anxiety research (MacIntyre and Gardner, 1994; 

Oxford, 1999; Horwitz, 2001; Horner and Redmond, 2002) suggesting that anxiety can 

negatively affect the language learning experience in numerous ways, and that reducing 

anxiety seems to increase language acquisition, retention and learner motivation. 

In another recent study, McKnight and Redmond (2003) explored anxiety in the 

secondary FL classroom. The purpose of their study was twofold. First of all, McKnight 

and Redmond (2003) tried to investigate specific situations related to test anxiety, fear 

of negative evaluation and communication apprehension that create anxiety in students’ 

learning a foreign language. Second, they aimed at determining how teachers address 

these students’ needs through instructional practices in order to make learning more 

effective for them. For these purposes, the student questionnaire, which included Likert 

scale statements and open ended questions, was developed by McKnight and Redmond 

(2003) based on foreign language anxiety research and FLCAS developed by Horwitz 

et.al (1986). The results of this study yielded that both teachers and students thought 

certain instructional techniques were more helpful than others in alleviating anxiety, 

including group work and the interviewed teachers’ repetition of questions in a variety 

ways for the students. It is also revealed that although most of the high anxious learners 

had some type of experience with a foreign language outside the classroom such as 

visiting a country, they still experience a high degree of anxiety. This finding 

contradicts with the current research which indicates that students who are exposed to 

the target language in a non-classroom setting often feel less anxiety than those who 
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only have experience with the target language in an academic setting (Onwuegbuzie 

et.al, 2000). In the light of the results of this study, McKnight and Redmond (2003) 

conclude that for students who completed the questionnaire, exposure to target language 

outside the class does not seem to alleviate FL anxiety. 

Other than these studies on general FL learning anxiety, there has been a growing 

interest on skill- specific anxieties that may intervene in the language learning process. 

Elkhafaifi (2005) proposes that some FL students report FL anxiety in general whereas 

others say they become anxious only when participating in skill specific activities, for 

instance, speaking, listening, writing and reading.  According to Cheng, Horwitz and 

Schallert (1999) in the recent years research on second/foreign language anxiety appears 

to support the existence of language-skill-specific anxiety.  

 

2.2. Research on Skill-Specific Foreign Language Learning Anxiety 

 Among four language skills- speaking, listening, writing and reading- one of the 

most commonly reported aspects causing anxiety reactions among learners in a 

language classroom is cited to be the act of speaking in a foreign language (Young, 

1992; Sellers, 2000; Horwitz, 2001; Matsuda and Gobel, 2004).  

In a study on FL speaking anxiety, Gregersen and Horwitz (2002) examined the 

anxious and non-anxious language learners’ reactions to their own oral performance in 

an interview study. For this purpose, 4 most anxious and 4 least anxious students were 

selected from a larger group of 78 students, who were enrolled in second year English 

language classes, according to their FLCAS scores. Gregersen and Horwitz’s (2002) 

interview study consisted of two phases. In the first phase, participants were videotaped 

in a one-on-one oral interview designed to elicit a sample of their conversational 
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English ability. The videotaped conversations were used in the second part of the study 

to elicit the students’ possible feelings of perfectionism and anxiety as well as any other 

emotional reactions. After all 8 students completed the conversation task, they were 

invited to review their videos and asked to reflect on their own oral performances. The 

reactions of the students to their own oral performance indicated that anxious and non-

anxious foreign language learners do differ in terms of their self reports of perfectionist 

tendencies. Specifically, anxious language learners reported higher standards for their 

English performance and they were more perfectionists in terms of achieving a better 

proficiency level when compared with the less anxious students. The results of 

Gregersen and Horwitz’s (2002) study asserted that anxious language learners have 

more perfectionist views about their oral performances in the target language, and these 

views have the potential for making language learning unpleasant as well as less 

successful for them than for other students. As a conclusion, Gregersen and Horwitz 

(2002) suggest that perfectionism plays a great role in the speaking anxiety of students 

and procedures that have been used to help individuals overcome perfectionism may 

also be useful in helping anxious FL learners.  

In another experimental study on FL speaking anxiety, Woodrow and Chapman 

(2002) aimed to find out whether there is a relationship between speaking performance 

and second language speaking anxiety. This study also tried to find out whether learners 

from different ethnic groups differed in their level of second language speaking anxiety. 

For these aims, Woodrow and Chapman (2002) developed an instrument designed to 

measure second language speaking anxiety. 275 advanced English for Academic 

Purposes (EAP) students from different ethnic groups such as European, Chinese, 

Korean, Japanese, Indonesian and Thai completed the speaking anxiety questionnaire 
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and task part in an IELTS type oral assessment, and 47 of these participants took part in 

semi-structured interviews. The results revealed that speaking anxiety was negatively 

related to oral performance. The major stressors reported by the participants were 

performing in front of others in the English class, and interacting with the native 

speakers of English. Woodrow and Chapman’s (2002) study also indicated that anxiety 

is influenced by ethnicity that students from Confucian heritage cultures reported more 

anxiety than European or Vietnamese students. 

Although much of the research on FL anxiety focused on speaking as the most 

anxiety inducing part of language learning, anxieties related to listening, reading and 

writing have also been reported (Horwitz, 2001; Horner and Redmond, 2002; Matsuda 

and Gobel, 2004). As Oxford (1999) pinpoints, “speaking tasks are not the only anxiety 

triggers. For some language students, writing, reading and listening can also create fear 

and anxiety depending on the student”. Saito, Garza and Horwitz (1999) also suggest 

that the relationship between anxiety and language skills other than speaking need to be 

explored to understand the true nature of language learning anxiety.  

Listening is one of the skills that has a potential to provoke anxiety among 

learners (Vogely, 1998; Christenberry, 2001; Elkhafaifi, 2005). In an attempt to 

examine the sources of FL listening anxiety, Vogely (1998) studied the anxiety that 

many students have with listening comprehension and what strategies can be employed 

to help learners deal with this anxiety more effectively. This study indicated that the 

nature of speech has an effect on the listener's anxiety level. If the rate of speech is too 

rapid, the anxiety level is raised. The use of unfamiliar topics or unfamiliar vocabulary 

in the listening text was another problem reported by the students studied by Vogely. 

Anxiety is raised when the directions were not sufficiently clear, as students were not 
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sure as to what they were to be listening for. The listening comprehension practice, 

where the input is presented just two times was also a cause for anxiety in the listeners.  

As a result of Vogely’s (1998) study, factors that contribute to listening anxiety were 

determined. These are; the learners’ not being prepared for a listening comprehension 

activity or assessment, and not confirming their answers during the activity as can be done 

in a reading comprehension exercise. It was determined that in addition to providing 

learners better listening strategies, the expectations of instructors need to be realistic. The 

outcomes of this study clearly indicated that the learners' background knowledge, and the 

use of visual aids assist in reducing the anxiety that many learners face. Vogely (1998) also 

proposed some solutions for lowering FL listening anxiety of students. Using a variety of 

input sources during listening practice is a way to lower anxiety, as well as having clearly 

defined tasks associated with the listening comprehension. One of the most important 

factors in reducing listening comprehension anxiety was comprehensible input. It was 

decided during this study that students need to be provided better strategies for listening in 

order to reduce anxiety. Many of the students researched admitted to trying to understand 

every single word in a text, and thus experienced anxiety. Hence, Vogely's (1998) research 

confirmed that the use of listening strategies could help relieve student anxiety toward a 

listening comprehension activity and she claimed that instructors should be sensitive to 

these student fears while listening to a foreign language.  

In a recent study on FL listening anxiety, Elkhafaifi (2005) conducted a research 

study on learners who learn Arabic as a foreign language. This study aimed at finding out 

whether FL listening anxiety existed as a phenomenon distinguishable from general FL 

anxiety and whether anxiety affects student achievement and listening comprehension 

performance in Arabic courses. In addition to this, Elkhafaifi’s (2005) study tried to 
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examine the correlates of learning and listening anxiety, and to evaluate the differences in 

these two types of anxiety across learner characteristics ( gender, year in school), and type 

of Arabic course (elective, required or major). 

Three instruments were used in Elkhafaifi (2005) study. Two questionnaires explored 

anxiety (FLCAS for general classroom language anxiety, and FLLAS for listening anxiety) 

and a third was a questionnaire elicited basic demographic information, course type, study 

of other foreign languages and exposure to spoken Arabic. Moreover, final course grades 

and separate listening comprehension grades of the participants were gathered. Correlation 

analysis indicated that listening anxiety is a phenomenon related to, but significantly 

distinguishable from, general foreign language anxiety.  In addition to this, the results of 

this study revealed a negative correlation between both measures of anxiety (general FL 

anxiety and listening anxiety) and student achievement. Furthermore, negative correlation 

was found between listening anxiety and listening comprehension grades, general course 

grades, year in school and level of Arabic course which indicated that listening anxiety 

affects all those variables in a negative way. In this study, it was revealed that there is a 

significant effect for general FL learning anxiety attributable to gender, with females being 

more anxious than males, and unexpectedly students who took the Arabic as an elective 

course reported the highest level of listening anxiety. Elkhafaifi’s (2005) study has 

important pedagogical implications, as instructors need to be proactive in mitigating 

student anxiety, especially in listening comprehension exercises and classroom strategies 

should be used to reduce anxiety while teaching listening. 

As for writing, Cheng, Horwitz and Schallert (1999) attempted to identify the 

links between second language classroom anxiety and second language writing anxiety 

as well as their associations with second language speaking and writing achievement. 
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Participants of this study were English majors at four universities in Taiwan who were 

taking both English speaking and English writing classes. In Cheng et.al’s (1999) study 

a questionnaire was constructed that consisted of a modified FLCAS, an adapted 

SLWAT (Second Language Writing Apprehension Test developed by Daly and Miller, 

1975 as cited in Cheng et.al, 1999), and a background questionnaire. The background 

questionnaire was designed to obtain not only demographic data about the participants, 

but also information relevant to their English learning. The results of this study asserted 

that second language classroom anxiety and second language writing anxiety are two 

related but independent constructs. The findings suggested that second language anxiety 

is a more general type of anxiety about learning a second language with a strong 

speaking anxiety element, whereas second language writing anxiety is a language-skill-

specific anxiety. Moreover, the findings revealed that low self-confidence is an 

important component of both anxiety constructs. 

In an empirical study on FL writing anxiety, Marra and Marra (2000) investigated 

the effects of prewriting activities on writing performance and anxiety of elementary 

level students. In this study, elementary students with poor writing skills were exposed 

to the writing process which includes the steps of prewriting, writing, revising, editing 

and publishing in order to improve their writing skills and to reduce their writing 

anxiety. Marra and Marra (2000) claimed that writing anxiety increases because 

students are not prepared enough for the writing process. They also stated that with the 

use of extensive prewriting activities the students could improve their writing abilities 

while eliminating or lessening their anxiety. For these purposes, Marra and Marra 

(2000) designed a control and experimental group study and gathered data both 

qualitatively and quantitatively. First of all, students’ writing anxiety level was 
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determined by using the Writing Apprehension Scale. The experimental group was 

exposed to the writing process with emphasis on the prewriting activities while the 

control group was not exposed to such treatment. The students in the experimental 

group also reflected their thoughts about the writing process in their diaries during six 

months. All the students’ papers in the experimental group were published and follow 

up student-teacher conferences were held in order to discuss whether their writing 

anxiety level diminished during the treatment or not.  

The results of Marra and Marra’s (2000) study indicated that the writing anxiety 

levels of the students in the experimental group were diminished after the treatment of 

the writing process with the emphasis on the prewriting activities. Moreover, students’ 

negative attitudes towards writing changed. They began to perceive writing as a way to 

express their feelings and beliefs. The qualitative data also revealed that as students 

began to share their writing pieces and learned more about the writing process, their 

ability of writing improved and their anxiety levels decreased. As a conclusion, this 

study showed that students’ perception of writing changed in a positive way and their 

writing anxiety levels diminished with the help of prewriting activities and teaching of 

the writing process. Therefore, in order to free writing from anxiety Marra and Marra 

(2000) suggest that teachers should give emphasis on the writing process itself 

especially on prewriting skills.   

As for reading, Young (1991) pinpoints that anxiety is significantly related to 

reading skills. Moreover, anxiety appears to be an important factor in second/foreign 

language reading difficulties and it intervenes at some point between the decoding of a 

text and the actual processing of textual meaning (Saito et.al, 1999; Matsuda and Gobel, 
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2004). In order to better understand the relationship between reading and FL reading 

anxiety, empirical studies on FL reading anxiety should be carefully examined. 

 

2.3 Research on Foreign Language Reading Anxiety  

FL reading anxiety has attracted significant attention since it is proved to be 

separable from the general FL anxiety and reading itself provokes anxiety reactions in 

some individuals (Saito et.al 1999; Sellers, 2000; Zhang, 2000; Matsuda and Gobel, 

2004).  

Saito et.al’s (1999) study was first to reveal reading anxiety as a phenomenon 

distinguishable from the general foreign language anxiety. This study also searched for 

whether levels of FL reading anxiety and general FL anxiety varied according to the 

specific target language. Moreover, this study introduced the construct of FL reading 

anxiety and offered a scale for the measurement of FL reading anxiety (Foreign 

Language Reading Anxiety Scale-FLRAS). Participants of the study were 383 students 

attending French, Japanese and Russian courses. Two instruments were used in this 

study: the FLCAS and an instrument specifically developed to measure anxiety related 

to FL reading, the Foreign Language Reading Anxiety Scale (FLRAS). Moreover, 

students’ final course grades were obtained at the end of the semester as a measure of 

performance. The results of this study showed that FL reading anxiety was 

distinguishable from general FL anxiety and also it indicated that students with higher 

levels of FL anxiety also tended to have higher levels of reading anxiety and vice versa. 

It was also clear that although general FL anxiety was independent of target language, 

levels of reading anxiety were found to vary by target language, and seem to be related 

to the specific writing systems and unfamiliar cultural materials. In addition, this study 
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indicated that students’ reading anxiety levels increased with their perceptions of the 

difficulty of reading in their FL. Those who perceived reading their target language as 

relatively difficult had significantly higher levels of reading anxiety than those who 

perceived it as somewhat difficult, followed by those who perceived reading as 

relatively easy. 

Saito et.al’s (1999) study suggests that contrary to previous teacher assumption 

that reading is the least anxiety-provoking part of the curriculum, reading in a FL is 

anxiety provoking for some students. Moreover, FL reading anxiety is a specific anxiety 

type which is different from general FL anxiety. In addition to this, although general FL 

anxiety is independent of target language, levels of reading anxiety were found to vary 

by target language, and seem to be related to the specific writing systems. In Saito 

et.al’s (1999) study, students who were learning Japanese as a foreign language had the 

highest anxiety level. However, students of French had higher reading anxiety level 

than the students of Russian, a rather surprising result since Russian has a different 

writing system. Therefore, Saito et.al. (1999) suggest that foreign language reading 

anxieties of the students of different languages should be explored along with the 

sources of FL reading anxiety in order to understand the true nature of FL reading 

anxiety.  

Another empirical study on FL reading anxiety was conducted by Sellers (2000). 

The principal goal of this study was to confirm empirically if reading anxiety exists as a 

separate and distinct phenomenon in language learning as well as to assess its 

relationship to reading comprehension. Furthermore, this study explored the effect of 

language anxiety on the reading comprehension and recall of university level language 

students and the effect of language anxiety on the reading process itself. For these 
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purposes, two inventories, Foreign Language Classroom Anxiety Scale (FLCAS), and 

Reading Anxiety Scale, which was created for this study in order to assess the amount 

of anxiety experienced by language learners within the specific context of reading in 

Spanish, were used. Also, an instrument called the Cognitive Interference Questionnaire 

was used to assess the number of off task thoughts of each participant while reading. 

The reading comprehension assessment measures consisted of a written recall protocol 

and a multiple-choice test. 

Seller’s (2000) study supports the findings of Saito et.al’s (1999) study and 

suggests that reading anxiety is a separate and distinct phenomenon in language 

learning. Findings also indicate that more highly anxious students tended to recall less 

passage content than did those participants who claimed to experience minimal anxiety. 

Furthermore, Seller’s (2000) study shows that highly anxious students tended to 

experience more off task, interfering thoughts than less anxious students. Outcomes of 

Seller’s (2000) study also correspond with Saito et.al’s (1999) findings in the way that 

relationship between anxiety and L2 reading is influenced by the subject matter of the 

text or by its perceived level of difficulty by the readers. 

Zhang (2000) conducted a research study on FL reading anxiety which included 

both quantitative and qualitative elements. This study aimed at uncovering Chinese 

students’ reading anxiety in a study-abroad context since Zhang (2000) claims that there 

is a lack of concentration in the literature with regard to addressing the emotional block 

that language learners suffer when they are in a study-abroad context while reading in a 

foreign language. 145 intermediate level students from People’s Republic of China, who 

were studying ESL in Singapore, participated in Zhang’s (2000) study. A Foreign 

Language Reading Anxiety Scale (FLRAS) developed by Saito et.al (1999) and 
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informal interviews were employed to collect data on the extent of reader anxiety. The 

outcomes of the quantitative part of the study, based on t-tests, clearly indicated that 

female and male students experienced different degrees of anxiety in the study-abroad 

context. That is, female students appeared to experience more anxiety than the male 

ones. For the qualitative part of the study, interview results showed that apprehension in 

both males and females resulted from their low language proficiency, unfamiliarity with 

the learning context and their teacher diversity. Zhang (2000) concluded that there is a 

need for investigating the factors that make learners anxious while reading in a foreign 

language to shed a light on the nature of FL reading anxiety.  

In a more recent study, Matsuda and Gobel (2004) investigated the possible 

relationship between general FL classroom anxiety and FL reading anxiety along with 

gender, extended overseas experience and classroom performance. In addition, this 

study aimed to determine variables and anxiety factors which would be significant 

predictors of performance among first-year students participating in the study. In 

Matsuda and Gobel’s (2004) study, Japanese version of FLCAS and FLRAS were 

administered to 252 students at a Japanese university. Based on the data gathered from 

these scales, the possible relationship between the two theoretical constructs of FL 

classroom anxiety and FL reading anxiety, and the variables of gender and extended 

overseas experience were explored. The results of this study indicated that FL reading 

anxiety is a specific type of anxiety independent from general classroom anxiety. 

Additionally, the findings of this study suggest that the students with overseas 

experience demonstrated lower anxiety in speaking English, and gender was not found 

to have a significant effect on overall general reading anxieties. However, it was 



 34 

showed that gender, proficiency and self-confidence in speaking English played an 

important role in classroom performance of first year students. 

As a conclusion, the studies, which focused on FL reading anxiety, revealed that 

reading in a foreign language can be anxiety- provoking and FL reading anxiety is an 

issue which needs further exploration (Saito et.al, 1999; Lee, 1999; Sellers, 2000; 

Zhang, 2000; Matsuda and Gobel, 2004). However most of the research on FL reading 

anxiety focused on investigating the relationship between FL reading anxiety and 

reading performance. Saito et.al (1999) pinpoint that the sources of FL reading anxiety 

is still an unexplored issue and needs to be investigated to better understand the nature 

of FL reading anxiety. Furthermore, they assert that determining when and how anxiety 

intervenes in the reading process would be beneficial for further studies on FL reading 

anxiety.  

Horwitz (2001) also declares that teachers would like to know the sources of 

language anxiety so that classes may be organized in a manner which minimizes anxiety 

reactions. Furthermore, Young (1991) claims that recognizing learner manifestations of 

anxiety is an important first step in coping with language anxiety. As a consequence, 

literature on FL reading anxiety proposes the need for the identification of the sources 

of FL reading anxiety as it would be helpful in the creation of low-anxiety classroom 

atmosphere while reading in a foreign language (Saito et.al, 1999; Sellers, 2000). 
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CHAPTER III 

 

   METHODOLOGY 
 
 

3.1 Subjects: 

The study was conducted at Anadolu University, Department of English Language 

Teaching in the first term of academic year 2004-2005. In order to find out whether FL 

reading anxiety was a distinguishable phenomenon from general foreign language 

anxiety and the sources of FL reading anxiety, 50 first-year students in two classes of 

Anadolu University ELT Department  participated in this study.  

The participants were chosen randomly from all the first year students in the ELT 

Department who took “İNÖ 106 Reading Skills”. At the time of the study, students have 

completed first four weeks of the term. There were 55 students in two classes, but a 

total of five students were excluded from the study because of not attending classes 

regularly and not participating in the data collection.  

Since the teacher himself/herself can become part of the FL reading anxiety, the 

classes in which researcher was teaching were not included in this study in order to be 

objective. This study focused on all the possible sources of FL reading anxiety in a 

Turkish EFL context; therefore, variables such as age, gender, and the proficiency level 

were not taken into consideration. 

The participants took three hours of reading course in a week, named “İNÖ 106 

Reading Skills”. This reading course was a compulsory course, which aimed at 

“enabling the students to become aware and make use of various skills and strategies in 

their readings” as stated in the course syllabus. The students in this course were required 

to do the assignments and attend the course. The assessment for this course was done by 
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two midterms and a final exam in which students were asked to apply the reading and 

vocabulary strategies to the given texts. Since the course book was revealed as one of 

the sub-categories of the sources of FL reading anxiety, what type of materials, 

activities and strategies it includes should be made clear in order to understand the 

reasons that make students anxious about the course book. 

 

3.1.1 The Course Book 

The name of the book followed in ‘Reading Skills’ course is Ediger and Pavlik’s 

Reading Connections (1999). This book consists of four main units. Each unit has one 

general topic and all of the articles in a unit are based upon this general topic. For 

example, the first unit of the book is called “The Ad Game” and there are a total of six 

articles talking about different aspects of advertising business. That is, approximately 

six weeks are spent for one unit and students are reading about the same subject during 

this time. The units in the course book are: ‘The Ad Game’, ‘Love’, ‘Mind and Body 

Connection’ and ‘World of Work’. For two semesters of the academic year 

(approximately eight months), students read about only these topics. 

The design of the course book is not colorful and the reading texts are not 

accompanied by many pictures, photographs or illustrations. These are limited in 

number depending on the reading text and most of the texts are more than one page. At 

the end of each unit, there is a unit task which students do individually or in groups 

including some activities related to the unit like ‘designing an advertisement’. 

The course book is generally based upon teaching certain reading strategies like 

skimming, scanning, reading closely, finding important points, using examples and 

internal definitions. Those reading strategies are given separately preceding or 
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following the text. There are not same amount of reading strategies for each text, some 

texts are followed by more reading strategies than the others. There is not a separate 

‘post-reading’ section in the course book, rather the strategies are given as post-reading 

activities following the texts. Moreover, there are not any activities about how students 

would transfer and apply these reading strategies in their readings other than the ones in 

the course book.   

 

3.2 Instruments: 

Nunan (1992) proposes that various data collection procedures should be used 

while doing research in the area of language learning. Thus, this study includes both 

quantitative and qualitative research elements. The quantitative data collection 

instruments used were: 

a) Foreign Language Classroom Anxiety Scale (FLCAS-see Appendix A1)  

b)  Foreign Language Reading Anxiety Scale (FLRAS-see Appendix B1).  

For the qualitative part of the study which aimed at finding the sources of reading 

anxiety, the instruments used were: 

a)  Learner diaries  

b)  Guided interviews  

 

3.2.1 The Foreign Language Classroom Anxiety Scale (FLCAS) 

The FLCAS developed by Horwitz, Horwitz and Cope (1986) contains 33 Likert 

scale type items that are specifically designed to capture the specific anxiety reaction of 

a learner to foreign language learning (Aida, 1994). FLCAS was scored on a five point 

Likert scale, requiring students to respond to each item with a single answer; strongly 
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agree (5 points), agree (4 points), neither agree nor disagree (3 points), disagree (2 

points) and strongly disagree (1 point). This instrument aims at measuring the amount 

and type of anxiety experienced by the foreign language students in a classroom context 

and it integrates three related anxieties- communication apprehension, test anxiety and 

fear of negative evaluation (Oxford, 1999).  Furthermore, levels of general FL anxiety 

that FLCAS measure did not depend on the specific target language. That is, FLCAS 

has stability regardless of the target language (Rodriguez and Abreu, 2003). 

In this study, the Turkish version of FLCAS (see Appendix A2) was used. The 

reliability and validity of the Turkish version of FLCAS was examined by Aydın (2001) 

and this scale was found reliable and valid. The 27th item “I feel more tense and nervous 

in my language class than in my other classes” was eliminated in the Turkish version by 

Aydın (2001) as all the classes of the subjects participated in her study were FL classes. 

This is also true for this study since all the participants of this study were the students of 

ELT department. They did not take any separate language course, all the classes the 

subjects took were FL classes. 

In the Turkish version of FLCAS, the negative items were made positive by Aydın 

(2001) since negative phrases might block the understanding of the items. Then, as 

Aydın (2001) mentioned “for practical reasons for the subjects completing the 

questionnaire, and for the analysis, the wordings of all items in FLCAS were changed” 

(p.63). Marra and Marra (2000) also pinpoint that students may reply to the positive 

statements with a strong agreement then also answer with a strong agreement when the 

same statement is asked negatively. Therefore, items in a scale should avoid double 

negatives since the students might have difficulty in filling in the scale.  
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In the Turkish version of FLCAS, the answer “strongly agree” determined high 

anxiety for all the items in the questionnaire except for the 5th item. For example, while 

the answer strongly agree revealed high anxiety for  the 3rd item “I tremble when I know 

that I am going to be called on in English classes”, just the opposite, the answer 

‘strongly disagree’ determined high anxiety for the 5th item “It would not bother me at 

all to take more English classes” (Aydın, 2001). In this study, the Turkish version of 

FLCAS was used to help the students feel more comfortable, and eliminate any possible 

problems caused by language difficulties while filling in the scale.  

 

3.2.2 The Foreign Language Reading Anxiety Scale (FLRAS) 

The other quantitative instrument FLRAS, developed by Saito, Garza and Horwitz 

(1999) is a Likert scale type instrument that specifically focuses on reading anxiety that 

one may experience while reading in a foreign language. Saito et.al (1999) claim that 

the FLRAS elicits students’ self-reports of anxiety over various aspects of reading, their 

perceptions of reading difficulties in their target language, and their perceptions of the 

relative difficulty of reading as a language skill.   

The FLRAS contains 20 items, each of which is answered on a five point Likert 

scale, ranging from strongly agree (5 points), agree (4 points), neither agree nor 

disagree (3 points), disagree (2 points) to strongly disagree (1 point). Similar to FLCAS, 

the answer “strongly agree” determined high anxiety for all the items in the Turkish 

version of FLRAS except for the 12th, 13th, 14th and the 17th items. For these items, the 

answer “strongly disagree” determined high anxiety since these items include positive 

statements about FL reading anxiety. The Turkish version of FLRAS (see Appendix B2) 
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was used in this study in order to help students feel more comfortable while filling in 

the scale. 

3.2.2.1 The Validity and Reliability of the Turkish Version of FLRAS 

 For the validity and reliability of the Turkish version of FLRAS, first of all 

English version of FLRAS was translated into Turkish and then into English again by 

two native-like speakers of English using back translation method. This translated 

version was administered to 332 students at Anadolu University School of Foreign 

Languages. The participants were selected from all levels (elementary, lower 

intermediate, intermediate, higher intermediate, advanced) to have a homogenous group 

for the pilot study. 

 In order to determine the construct validity of FLRAS, a principle component 

analysis with varimax rotation was used. This analysis produced six factors with 

eigenvalues (values used in principle component analysis) greater than one. To retain all 

six factors would create a too complex model; therefore, the scree plot criterion was 

used to diminish the number of factors. The scree plot criterion is a helpful way in 

decreasing the number of the factors which have low communalities (Kline, 1994 cited 

in Ceyhan and Namlu 2000). Looking at a scree plot of the eigenvalues showed that the 

plot turned right following the factor three. The last three factors were then disregarded. 

If the current model based on three factors is correct, then three factors in this scale 

would explain a substantial amount of variance in all items. In this case, items 16 and 

19 were deleted based on low factor loadings and communalities. Table 3.1 shows the 

components of the factors according to the findings of the principle component analysis. 
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Table 3.1 Components of the factors according to the findings of the principle component 
analysis 

 
Factor Eigenvalue Variance (%) Total Variance (%) 

I 11.601 39.7 39.7 

II 2.356 7.2 42.6 

III 1.412 6.4 48.0 

 

 As shown in Table 3.1, the principle component analysis of FLRAS suggested a 

three- component solution which accounted for 48 % of the total variance. According to 

Kline (1994, as cited in Ceyhan and Namlu 2000) factor loadings which account 40% 

and above of the total variance are acceptable for the construct validity of a scale. 

Therefore, findings of the principle component analysis showed that the Turkish version 

of FLRAS has a construct validity. 

 As for the reliability of FLRAS, Cronbach’s α was used. The Cronbach’s α was 

accounted 0.64. Since this is not acceptable for the reliability of a scale (Özdamar, 

2004), to raise the reliability of FLRAS, items 16 and 19, which appeared to have low 

factor loadings in the principle component analysis, were deleted and Cronbach’s α was 

calculated again. This time, the reliability of the scale increased. The Cronbach’s α was 

0. 85. According to Özdamar (2004), if Cronbach’s α is between 0.80 and 1.00 the scale 

has a very high reliability. This finding also supported the principle component analysis 

that the items 16 and 19 should be deleted from FLRAS to provide reliability and 

validity of the scale. As a consequence, the Turkish version of FLRAS appeared to have 

reliability and validity with 18 items.  

In addition to the reliability and validity of the Turkish version FLRAS, 25 

students- that is the 50% of the participants- were asked to express their ideas about 

what they understand from the 11th item “I am worried about all the new symbols you 
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have to learn in order to read English”, in order to prevent any possible 

misunderstanding that can be caused by this item. 22 of the students said the symbols 

that were asked in this question stand for the phonological symbols that they have to 

know.  That is, most of the students in this study thought symbols were the phonological 

ones, while filling in the scale.  

3.2.3 Learner Diaries 

In order to find out the possible sources of foreign language reading anxiety, 

diaries were collected from each of the participants in the study. Young (1991) suggests 

that the impact of language anxiety on the learning experience is not easily assessed 

because of the complexity of language learning, and therefore diary collection and 

interviews are two of the best ways to learn what students think and feel. Foss and 

Reitzel (1988) pinpoint that diaries are good vehicles for intrapersonal reflection on the 

language learning process. They also put forward that diaries can help students track 

their feelings of apprehension while learning a language and students arrive at a more 

realistic, positive sense of their progress with the help of these learning diaries. 

Krishnan and Hoon (2002) assert that diary is a powerful tool that can help 

learners take steps to see their progress, make connections between themselves and the 

course of the study, and overcome learning obstacles. According to Matsumoto (1996) 

diaries provide private, personal activities and raise the learners’ consciousness of their 

own learning process effectively. Similarly, Matsuda (2003) suggests that an effective 

way to explore learners’ perceptions is through their diaries. Moreover, Matsuda (2003) 

argues that diary is a natural way of collecting classroom data and it enables the 

researcher to discover hidden parts of language learning which indicate what is 

important for learners. Nunan (1992) also suggests that having learners keep diaries is a 
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good way to elicit their feelings and thoughts. Thus, it was appropriate to use diaries in 

the qualitative part of this study since the primary aim is to reveal the possible sources 

of FL reading anxiety from students’ point of view.  

 

3.2.4 Guided Interviews 

Students’ learning diaries were followed by the guided interviews with 25 

randomly selected students, which constitute the 50% of total students, to allow fuller 

exploration of FL reading anxiety and support the sources that were found with the help 

of the diaries. According to Young (1991) questionnaires and diaries along with 

interviews were helpful in providing insight into language anxiety from the students’ 

perspectives. Price (1991) also claims that interviews can be used both to obtain 

subjective description of the interviewee’s own experiences and to investigate specific 

questions that can not be explored only through quantitative tools. 

The students who were interviewed were chosen randomly by drawing names 

from an envelope. Open-ended questions which guided them to uncover their feelings 

and thoughts about FL reading anxiety were asked to each student and the interviews 

were conducted by the researcher. Nine open ended questions were asked to students. 

All interview questions were based on the data gathered from the learner diaries to 

support the findings related to FL reading anxiety except for the first and the second 

one. The first question of the interviews was about what students understood from  the 

11th item of FLRAS “I am worried about all the new symbols you have to learn in order 

to read English” to clarify any misunderstanding caused by this item in the scale. The 

second question was about whether the students think FL reading anxiety is different 

from general FL anxiety. The reason for asking this question was to elicit students’ 
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ideas about the phenomenon of FL reading anxiety and support the quantitative part of 

the study that asked whether FL reading anxiety is different from general FL anxiety in 

a Turkish EFL context (see Appendix C for the guided interview questions). All the 

interviews were held in students’ native language to let them feel comfortable while 

expressing their thoughts. 

 

3.3 Data Collection procedures: 

The data collection lasted for nine weeks and it was carried out by following a 

three-step procedure: 

1) In the first week of the study, FLCAS was administered to all of the 

participants. The other quantitative instrument, FLRAS was administered to the 

participants one week later they completed the FLCAS to control the time effect on 

memory. All the students were told that they would participate in an academic study but 

they were not informed about the nature of the study. They were told that they would 

participate in a study which aimed at developing a better reading course by taking their 

feelings and ideas into consideration.  

2) The participants were asked to write diaries each week for seven weeks about 

what they feel, think and experience while they are reading in the foreign language 

starting from the second week of the study. Since the participants were not familiar to 

diary writing, sample diary entries (see Appendix D) written by different foreign 

language learners were given to the participants. These sample diaries guided them 

about how they would keep their own diaries and showed that they could write about 

any feeling or any point related to their reading in the target language. The participants 

were given colorful papers (green and yellow) to motivate them for writing regularly on 
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a weekly basis and they were also told that they were free to write their diaries in their 

native language-Turkish- to help them express themselves comfortably and more 

openly. Students’ diary keeping lasted for seven weeks (see Appendix E for randomly 

selected sample student diaries). 

 3) Following the collection of diaries, 25 randomly selected students were 

interviewed in their native language to support the data collected through diaries, in the 

last week of the study. Moreover, these interviews were used to find out whether the 

sources that are derived from students’ diaries and the ones that they express in the 

interviews match. These interviews were done with a checklist which included open 

ended questions based on the information revealed in the diaries.  

In order to represent the whole group, the interviews were held with 25 subjects, 

the number which constitutes the 50% of the total number of students that participated 

in the study. The interviews were held in appropriate hours both for the researcher and 

the participants. The interviews were tape recorded for analysis (see Appendix F for 

sample transcriptions). In the beginning of the study, all of the participants were assured 

of the confidentiality of the information they would report about themselves in their 

diaries and interviews. 

 

3.4. Data Analysis Procedures 

3.4.1. The FLCAS and the FLRAS 

Since foreign language reading anxiety may vary according to the target language, 

it is necessary to determine whether foreign language reading anxiety is a part of the 

general foreign language anxiety or it is an independent phenomenon in a certain 

context (Saito et.al., 1999; Matsuda and Gobel, 2004). For the purpose of finding 
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whether foreign language reading anxiety exists as a phenomenon distinguishable from 

general foreign language anxiety or not, the mean scores and the standard deviations of  

The FLCAS and the FLRAS were calculated.  

The Pearson product-moment correlation coefficient analysis between FLCAS and 

FLRAS was applied to measure the association between two scales. A correlation 

coefficient is a symmetric, scale-invariant measure of association between two random 

variables and ranges from -1 to +1, where the extremes indicate perfect correlation and 

0 means no correlation (Şıklar, 2000; Dalgaard, 2002; Özdamar, 2004). The lower the 

correlation, the weaker the relationship between the variables; the higher the correlation, 

the stronger the relationship (MacIntyre, 1999; Dalgaard, 2002). Pearson product-

moment correlation coefficient or the Pearson r is an appropriate analysis method while 

measuring the amount of relationship between two distributions of scores (MacIntyre, 

1999). Thus, in order to determine whether FL reading anxiety appears as a 

distinguishable phenomenon from general FL anxiety or not, it would be appropriate to 

use Pearson product-moment correlation coefficient for measuring the overlap between 

two scales, FLCAS and FLRAS. 

 

3.4.2. Learner Diaries 

For the qualitative part of the study, data collected through diaries were analyzed 

by using the Constant Comparison Method (Dye, Schatz, Rosenberg, and Coleman, 

2000; Barksdale-Ladd, Draper, King, Oropallo, and Radencich, 2001; Lockhart and Ng, 

1995; Zepeda and Mayers, 2002). As Lincoln and Guba (cited in Dooley & Murphy, 

2000, p.2) state: 
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“The first rule of the Constant Comparison Method is that while coding an incident for a 

category, compare it with the previous incidents in the same and different groups coded in 

the same category. This constant comparison of the incidents very soon starts to generate 

theoretical properties of the category. Thus the process of constant comparison stimulates 

through that leads to descriptive and explanatory categories”. 

According to Dantas-Whitney (2002), recurring themes are identified through 

constant-comparison method, which involves sorting, coding, prioritizing and 

connecting pieces of data according to emerging patterns of interpretation. Since this 

method allows the use of relevant data to form categories, instead of using a set 

category (Dye et.al., 2000) it was appropriate to use the Constant Comparison Method 

in this study. 30% of the data was analyzed by two raters separately- researcher and 

another rater who had experience in the Constant Comparison Method- to test the inter-

rater reliability, which was found 95%, using the following formula suggested by 

Tawney and Gast (1984): 

 

The number of agreements 
____________________________________ X 100 

         The number of agreements x disagreements 

 

After the analysis of the learner diaries, each diary was reviewed to come to a consensus 

by two raters. In order to have categories suggested by the Constant Comparison 

Method, all the data gathered through the diaries were divided into communication 

units. According to Langer and Applebee (cited in Aydın and Bahçe, 2001), a 

communication unit is a separate expression about a thought or behavior. After the 

determination of the communication units, the units which contain similar ideas were 
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grouped together to form categories. Then, the categories were given names according 

to the ideas and thoughts they cover.  

 

3.4.3 Guided Interviews 

  The tape recordings of the interviews with 25 randomly selected students were 

transcribed and then analyzed using the Constant Comparison Method mentioned in the 

analysis of the diaries by two raters. 30 % of the data was analyzed by the same two 

raters following the same formula for inter-rater reliability. The inter-rater reliability 

was calculated 94%. The frequencies and the percentages of these communication units 

were found and the similar communication units were grouped together. The data 

gathered from the analysis of the interviews were used to support the data gathered from 

the learner diaries. That is, all the communication units in the diaries and interviews 

were combined and categorized again by two raters. This time the percentage of 

agreement between the two raters was calculated 93%.  
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CHAPTER IV 
 

 
RESULTS AND DISCUSSION 

 
 
 

4.1 General Overview 

The aim of this study is to find out the sources of foreign language (FL) reading 

anxiety from the students’ perspectives. However, in order to find out the sources; first 

of all, whether FL reading anxiety is a distinguishable factor from the general FL 

anxiety in Turkish EFL context should be clarified. For these purposes, there emerged 

two research questions in this study: 

1. Does foreign language reading anxiety exist as a phenomenon distinguishable 

from general foreign language anxiety? 

2. What are the sources of foreign language reading anxiety of students in a 

Turkish EFL context? 

In order to answer these research questions, the data of this study have been 

presented in two stages. In the first stage, to answer the first research question, all of the 

students were administered two scales, FLCAS and FLRAS. A Pearson product-

moment correlation was used to find out whether FL reading anxiety is distinguishable 

from the general FL anxiety. In the second stage, to answer the second research 

question, learner diaries were collected from the participants on a weekly basis. Diaries 

collected were analyzed by using the Constant Comparison Method (Dye, Schatz, 

Rosenberg, and Coleman, 2000; Barksdale-Ladd, Draper, King, Oropallo, and 

Radencich, 2001; Lockhart and Ng, 1995; Zepeda and Mayers, 2002) and sources of FL 

reading anxiety were derived from the relevant data. 
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Following the collection of the learner diaries, 50% of the participants-that is 25 

students- were interviewed to support the sources that were found through the analysis 

of the diaries, and also to find out whether the participants had any other utterances 

related to FL reading anxiety. Those interviews were transcribed and analyzed by using 

the Constant Comparison Method. The communication units determined from the 

interviews were added to data gathered from the learner diaries and categorization was 

done again. As a conclusion, the sources of FL reading anxiety in a Turkish EFL 

context were identified in this study. 

 

4.2 FLCAS and FLRAS 

In order to find out the sources of FL reading anxiety; first of all, the existence of 

FL reading anxiety whether as a part of the general FL anxiety or a distinguishable 

phenomenon should be made clear. For this purpose, FLCAS and FLRAS, two scales 

used to measure general FL anxiety and FL reading anxiety, were administered to all of 

the participants and analysis was done by using the Pearson product- moment 

correlation.  

According to the results, the mean and standard deviation of FLCAS (M=2.62; 

SD= 1.3) are higher than the mean and the standard deviation of FLRAS (M=2.36; 

SD=0.56) (see Table 4.1 for descriptive statistics). That is, on the FLCAS a mean of 

2.62 indicates an average response of slightly below 3 (2.62) on each of the 32 items, 

showing neither agreement nor disagreement with the statements which indicates a 

medium level of anxiety; whereas, the mean response on the FLRAS was approximately 

2.3. This finding may suggest that, on average, participants reported slightly less 

reading anxiety per item than general FL anxiety. When the standard deviations of the 
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two scales were considered, the standard deviation of 0.56 for the FLRAS and 1.3 for 

the FLCAS indicate that the participants gave more similar responses to the questions 

asked in FLRAS than the questions in FLCAS.  

 

                         Table 4.1 Descriptive statistics of the FLCAS and FLRAS 

 N* Mean (M) Std.Deviation (SD) 

FLCAS 50 2.62 1.3 

FLRAS 50 2.36 0.56 

N*: Number of the participants 

In order to find out whether FL reading anxiety is a distinguishable phenomenon 

from the general FL anxiety or not, the relationship between the FLCAS and the 

FLRAS was computed using a Pearson product-moment correlation coefficient (r = .45, 

n = 50, p < .01). This finding indicates a positive correlation between two scales. 

According to MacIntyre (1999), a positive relationship between two variables indicates 

that as the amount of one variable goes up, the other variable also goes up; that is, the 

relationship of the variables moves in the same direction. Hence, in this study, students 

with higher levels of FL anxiety also tended to have higher levels of FL reading anxiety 

and vice versa. 

Although this relationship is significant and implies a reasonable amount of 

overlap between the two measures, it also indicates a substantial amount of 

discrimination. A correlation coefficient of .45 means that the two measures share 

approximately 20% (r =.45,  r² = .45x.45 = 0.20) of the variance. Thus, approximately 

80% of the variance is not shared between the two measures, a finding that supports the 

differentiation of the two constructs. As a conclusion, this finding indicates that there is 
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at least preliminary support for the existence of FL reading anxiety as a phenomenon 

related to, but distinct from, general FL anxiety. 

In order to support the results of the Pearson product-moment correlation 

analysis, the students were asked whether they think there is difference between FL 

reading anxiety and general FL anxiety, in the interviews. Of the 25 students 

participated in the interviews, 21 of them reported that they think FL reading anxiety is 

different from general FL anxiety  whereas 4 of them reported that they think there is 

no difference between two phenomena. Two of the students expressed their ideas about 

the difference of FL reading anxiety from general FL anxiety as:  

a. “I think the thing we call reading anxiety is very different. For example, 

you have to comprehend and understand what the text tells you; otherwise, 

you do not have any chance. Besides, you need to know sufficient 

vocabulary and something about the culture. I mean... you should have a 

good general knowledge.” 

b. “Generally, English is not difficult for me, I’m able to express myself, but 

I feel some kind of different anxiety for reading. I mean, it is a bit 

different… everyone is responsible of himself. Everything should be clear, it 

seems that reading requires different skills; that is why, reading is very 

different from all the other skills.” 

 

(see Appendix G for the Turkish versions of the interview and diary entries in the 

order of the items presented in this chapter) 

After identifying that FL reading anxiety is different from general FL anxiety in a 

Turkish EFL context, this study aimed to find out the sources of FL reading anxiety 

students experienced. For this purpose, the participants kept learner diaries and 

interviews were held after the collection of the diaries. The following section will deal 

with the findings gathered through learner diaries and interviews. 
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4.3 Learner Diaries and Interviews 

In order to find out the sources of FL anxiety through the analysis of the learners’ 

diaries, the Constant Comparison Method was used. According to this method, all the 

data gathered through the diaries were divided into communication units by two raters. 

A total number of 1521 communication units were found in the learner diaries. Then, 

the similar communication units were grouped and brought together to have the sub-

categories and then the main categories. The interviews were transcribed and analyzed 

by using the same analysis method, the Constant Comparison Method. The 

communication units were determined and then were added to the communication units 

gathered through the learner diaries. All the communication units- gathered from the 

learner diaries and the interviews- were compared and contrasted and then grouped to 

have the sub-categories. These sub-categories were grouped and the main categories 

were formed according to the relevant data.  

As a result of this analysis, there emerged a total of 1821 communication units, 16 

sub-categories and three main categories. Table 4.2 shows the total numbers of the 

communication units of each main category.  

Table 4.2 Distribution of Communication Units according to Three Main Categories 

Main Categories N* % 

Anxieties Caused by the Personal Factors 674 37 

Anxieties Caused by the Reading Text 644 35 

Anxieties Caused by the Reading Course 503 28 

TOTAL 1821 100 

N*: Number of communication units 
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Distribution of the communication units according to the main categories is 

shown in Table 4.2. According to this, three main categories include anxieties caused by 

the personal factors (37%), anxieties caused by the reading text (35%), and anxieties 

caused by the reading course (28%). As the data gathered from the interviews were used 

to support the data gathered from the diaries, the following part will include diary and 

interview results identified from the data for each category. 

4.3.1 Anxieties Caused by the Personal Factors 

Results of the diary and interview analyses indicated that one of the causes of the 

anxiety students experience while reading in the target language was due to some 

personal factors. Learners expressed that some personal factors such as inappropriate 

strategy use, fear of comprehension, lack of motivation, negative background 

experiences, self confidence and high expectations were the sources of anxiety while 

reading. A total of six sub-categories were revealed and the distribution of these sub-

categories is shown in Table 4.3. 

Table 4.3 Sub-categories Related to the Personal Factors 

Sub-Categories N* % 
Inappropriate Strategy Use 196 29 
Fear of Comprehension 175 26 
Lack of Motivation 128 19 
Lack of Self-Confidence                                             72 11 
Negative Background Experiences       53 8 
High Expectations 50 7 
TOTAL 674 100 

N*: Number of communication units 

As a personal factor, inappropriate strategy use appeared to cause anxiety while 

reading in the target language. 29% of the communication units express anxiety about 
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the inappropriate strategy use. The analyses of the diaries and interviews showed that 

students might feel anxious because of not using appropriate strategies or using certain 

strategies incorrectly such as depending too much on dictionary instead of getting 

meaning from context, focusing on details and not being able to identify the author’s 

main idea or the important points, which are necessary for effective reading. One of the 

students expressed his feelings about inappropriate strategy use as: 

a. “I don’t know how to read. O.K I know that there are some strategies, but 

when it comes to reading, I can’t use them. All I do is to memorize the 

strategies in the book, but in practice I always ignore them.” 

Moreover, depending on dictionary too much instead of trying to get the meaning 

from context is another example to inappropriate strategy use, and some of the students 

expressed how it affected their reading in a negative way. They stated that while 

reading, they depend on dictionary too much and it draws them back from the reading 

material and therefore leads to anxiety. The following student excerpt shows how over 

depending on dictionary causes anxiety: 

b. “It is almost impossible to understand what you read, perfectly. When 

you don’t understand the words, the dictionary distracts you from the text. 

That is the moment I ask this question: Will I look up the word in the 

dictionary or continue to read the text? From that moment on, I lose all my 

enthusiasm about reading and again I’m beaten by the dictionary.” 

Furthermore; in the reading process, it is revealed from the students’ diaries and 

interviews that focusing on details is another example to inappropriate strategy use. 

That is, some students expressed that they are stuck to some details in a text, and as a 

result of this their attention is blocked from what they are reading, and they are not able 
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to get the main points in the reading material. One of the students expressed this feeling 

as: 

c. “I sometimes feel that I’m lost in details, and when I look back I see I didn’t 

even understand any single word from the text I’m reading. So, when I start to focus on 

details, I lose all my attention. ” 

As shown in Table 4.3, fear of comprehension emerged as another anxiety 

provoking part of the reading process related to the personal factors. 26% of the 

communication units indicate students’ feelings about comprehension. Some students 

stated that fear of not comprehending the reading material leads to anxiety and this 

constitutes a big problem for them while reading in the target language. The following 

diary entries include expressions about this negative feeling: 

d. “I become anxious even before reading something for not understanding 

what the text is about. It is the same while reading in the class. I am always 

afraid of not comprehending the text and answering the comprehension 

questions.” 

e. “I have a fear of not comprehending the text. Sometimes I give up 

reading with a thought that I cannot comprehend the text whatever I do. I 

tried to overcome this many times, but I just can’t. Whenever I say to myself 

“O.K, I will succeed this time”, I find myself leaving the text aside.” 

Lack of motivation is another source of reading anxiety related to the personal 

factors. As displayed in Table 4.3, 19% of the communication units related to the 

personal factors include students’ expressions about the lack of motivation they 

experience. That is, when students lose their motivation, it would be difficult for them 

to go on reading; therefore, they would be likely to feel anxious towards reading in the 
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target language. The following excerpts taken from students’ diaries would be helpful in 

understanding how lack of motivation affects them: 

f. “I can’t concentrate on reading. Before reading something, I’m very 

enthusiastic about reading, but when I see the text I don’t want to read it. 

From that time on, I find myself thinking about or doing something else, but 

I know it’s not reading.” 

g. “I have zero level motivation. I don’t want to read. I like reading in 

Turkish, but when it comes to English, I don’t want to read. I cannot focus 

on reading though I want to.” 

As another personal factor, lack of self-confidence appeared to affect reading in 

the target language in a negative way and cause anxiety. As shown in Table 4.3, 11% 

of the communication units reflect the negative arousal caused by the lack of self-

confidence students experience. In other words, feeling that they cannot read 

effectively and believing that they are not able to master the skill of reading in the 

target language might lead to anxiety among learners. The following students stated 

this feeling as: 

h. “I believe my reading skill won’t be improved until the end of my life. I 

know I can’t read in English no matter how hard I try. It’s no use trying.” 

i. “I don’t believe that I can read English well, I think it is too late for it. It 

is all about me. I have always been an introvert person.” 

8% of the communication units related to the personal factors as a source of 

anxiety reflect that the negative background experiences students had can also cause 

anxiety. Students mentioned in their diaries and interviews that their negative 

experiences about reading block their understanding and lead to frustration and anxiety. 
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These negative experiences include expressions such as not having the right habits of 

reading or experiencing some negative incidents related to reading that cause to hold 

some prejudices against reading in the target language. The following excerpts 

exemplify how students are affected by their negative experiences related to reading: 

j. “I don’t like reading. I think it’s because I haven’t been reading much 

since my childhood. I don’t like reading not only in English but also in 

Turkish. It was same when I was in the secondary school or high school… I 

don’t think I will have this habit from now on.” 

k. “In the past, I didn’t have any problems with reading in English. But I 

lost my interest while I was in high-school, especially, while I was 

preparing for the University Entrance Exam. I hated answering paragraph 

questions. Now, I cannot get rid of this. I have a phobia against English 

books. I don’t know whether I can overcome this, but what I realized this 

year is that I had better solve this problem.” 

 

The last source of anxiety related to the personal factors is students’ having high 

expectations while reading in the target language. 7% of the communication units 

include expressions about how students were affected negatively by their high personal 

expectations about reading. Some students expressed that they have to achieve 

everything related to reading in the target language. These high expectations put 

pressure on them, and might cause anxiety. The following excerpts show how some 

students were affected by their high expectations: 

l. “I have to read perfectly. Therefore, I try to memorize every word in a 

dictionary. I think it is very beneficial because I have to pass this course 

with the highest grade and understand everything in a text. There is no way 

out.” 
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m. “It is important to read without doing mistakes, and by comprehending 

the text well. It is a must in order to achieve my future goals. As for reading, 

I am not so good now, but I have to be. That is why, I force myself a lot.” 

Consequently, one of the students in this study expressed his feelings in his diary 

about the personal factors that hinder his reading in the target language as: 

n. “I have never liked reading. When I think about it neither can I use the 

strategies my teacher is talking about nor have I sufficient general 

knowledge to understand most texts. I have never liked reading at all. I 

don’t want it. I feel ashamed, but if you ask me how many books I have read 

since I started learning English, I would say not more than the fingers of 

one hand. But it has nothing to do with my teachers, the problem is me. 

Something happens before I start reading; I can’t make it since I started 

unwillingly.” 

Apart from the anxieties caused by the personal factors, another source of FL 

reading anxiety revealed through learner diaries and interviews included anxieties 

caused by the reading text. 

4.3.2 Anxieties Caused by the Reading Text 

The analyses of diaries and interviews revealed that students experience anxiety 

caused by the reading text. Students expressed that while they are reading a text in the 

target language, there are some factors that make them feel frustrated and anxious, and 

block their understanding. A total of five sub-categories were formed under the main 

category of the reading text according to the communication units students expressed in 

their diaries and interviews. Distribution of the sub-categories related to the reading text 

is shown in Table 4.4. 



 60 

Table 4.4 Sub-categories Related to the Reading Text 

Sub-Categories N* % 
Topics 210 33 
Unknown Vocabulary 129 20 
Complex Linguistic Structures 124 19 
Unknown Cultural Content 110 17 
Format of the Text 71 11 
TOTAL 644 100 

N*: Number of communication units 

 

As can be seen in Table 4.4, students think topic of a reading text is a source of 

anxiety for them. 33% of the communication units related to the reading text express 

anxiety and frustration caused by the topics. That is, while reading in the target 

language, the topics which are not interesting or difficult for students may lead to 

anxiety. One of the students expressed this feeling in the interview as: 

a. “I don’t like to read the topics I’m not interested in, for example, when I 

see a text about politics or an academic text… I’m irritated. I lose all my 

interest at the beginning of such a text, I mean someone has to force me to 

read.” 

Another student in the study reported a similar feeling about the anxiety caused by 

uninteresting topics as:  

b. “If the text I am reading attracts my attention then my reading is so 

smooth, at those times I find myself invested in English and I don’t notice 

how time passes. But if I am reading something that is not interesting for 

me, then reading becomes a torture, I cannot give myself in the reading 

activity.” 

Unknown vocabulary in a reading text appeared to be another source of anxiety 

from the students’ diaries and interviews. As displayed in Table 4.4, 20% of the 
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communication units related to the main category of the reading text belong to students’ 

expression of anxiety about the words that are not familiar for them while reading a text 

in the target language. This feeling of anxiety that is caused by unknown vocabulary 

would be best understood by looking at the following excerpts taken from students’ 

diaries: 

c. “While reading something in English, I don’t want to read anymore when 

I come across with unknown vocabulary. Although I want to go on, my mind 

sticks to those unknown words and I forget what I’m reading.” 

d. “What worries me a lot is an unknown word which is very important for 

understanding the whole text. I mean, there is a word which I don’t know, 

but the paragraph is going round that word. I, surely, put the text aside.” 

19% of the communication units about the reading text indicate certain amount of 

anxiety students feel when they come across with complex linguistic structures in a 

reading text. According to students’ expressions, these complex linguistic structures 

include long sentences with complex grammar and syntactic structures. The following 

students expressed their thoughts about how these complex linguistic structures 

affected them while reading as: 

e. “It is difficult for me to go on reading texts which include complex 

grammar structures and long complex sentences. Then I ask myself whether 

my English is insufficient, and normally I feel so sorry about it.” 

f. “I sometimes come across such structures in which a sentence is as long 

as a paragraph. No matter I get what’s going on at the beginning, I get lost 

at the end. What is more, most of the time I cannot find the subject of the 

sentence. I sometimes think that the authors do this deliberately, so that we 

cannot comprehend.” 
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Another source of anxiety related to the reading text is the unknown cultural 

content. 17% of the communication units related to reading text include expressions of 

anxiety caused by the unknown cultural content that a text includes. According to the 

students’ expressions, the cultural concepts that are not familiar to them block their 

understanding, and therefore cause anxiety. When they face unknown concepts related 

to the culture, it would be difficult for them to comprehend what the text tells them. 

How students feel about the unknown cultural content was expressed by a student as: 

g. “Some texts include so much about the culture. I think I come across an 

unknown word but when I look up this word in a dictionary I see that it is 

related to culture. I can’t even visualize…actually, it doesn’t mean anything 

to me. I even don’t know my own culture, how can I know about the English 

culture? It is nonsense. I don’t want to read such texts.  

The following student expression further illustrates how unknown cultural content 

of a text affects students: 

h. “When I read something in English, I sometimes come across with things 

I have never heard before. For example, once I read something about 

Thanksgiving and I could not understand what it was about. Eventually, it 

became apparent that it was about Thanksgiving when I was talking with 

my friend. I think I should watch more American movies.” 

The last sub-category related to the reading text is the format of the text. This 

sub-category constitutes for 11% of the communication units in the main category of the 

reading text. Students expressed that the format of a text such as the length, the writing 

type and the font of writing might cause anxiety. One of the students stated: 

i. “Long texts frighten me. I say to myself “Ah, long descriptions will start 

again”, so I don’t begin to read such long texts especially with little fonts.” 
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Consequently, the following student expression illustrates how students might be 

affected in a negative way by some features of a text they are reading. 

j. “ When I come across with long texts I feel as if I will not even 

understand it. I get bored even before starting to read. When I take a book, 

the first thing I do is to look whether it includes any pictures or not. If there 

is not any, I feel I will get bored or cannot read it. If it is written with very 

small fonts, most of the time I dare not to read it.” 

Other than the anxieties caused by the personal factors and the reading text 

while reading in the target language, the students in this study also reported 

anxieties caused by some features of the reading course they are taking.   

4.3.3 Anxieties Caused by the Reading Course 

The reading course appeared as the last main category of FL reading anxiety from 

students’ diaries and interviews. Students expressed that the reading course has an 

anxiety provoking nature. That is, the way reading course is organized has a potential of 

creating anxiety and frustration for some of the learners in this study. From the diaries 

and interviews, a total of five sub-categories were emerged under the main category of 

the reading course. Distribution of these sub-categories is shown in Table 4.5. 

Table 4.5 Sub-categories Related to the Reading Course 

Sub-Categories N* % 
Course Book                                                        135 27 
Classroom Environment 116 23 
Compulsory Reading 112 22 
Teacher 74 15 
Evaluation 66 13 
TOTAL 503 100 

N*: Number of communication units 
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As shown in Table 4.5, the course book emerged as the most anxiety provoking 

part of the reading course. 27% of the communication units in the main category of the 

reading course show the anxiety students feel about the book. The following student 

excerpts can be helpful in understanding how they felt about the course book: 

a. “I think the book we are following is very boring. I couldn’t get the 

purpose of it. All those texts and strategies don’t teach anything new. 

Moreover, I don’t want to read anymore because of this book.” 

b. “Yesterday, my friends at upper classes asked me what I learned in the 

reading course. My answer was, normally, ‘nothing’. In fact, we can learn a 

lot in the reading course, but our super book (!) is stuck on the 

advertisement unit… I started to feel disgusted. What is more, the book does 

not teach anything.” 

In the main category of the reading course, 23% of the communication units 

express anxiety related to the classroom environment. The sub-category of the 

classroom environment included expressions such as the negative atmosphere in the 

classroom and the relations between the friends that cause anxiety. The following 

excerpts show how some of the students felt about the classroom environment: 

c.“The idea of saying something wrong in this class scares me; some of our 

friends read faster and don’t want to wait for the others. I’m not eager to 

read anything in an atmosphere like this.” 

d. “I don’t like the atmosphere in the classroom. While I was in high-

school, I was a person who joined in every kind of activity in the classroom, 

but here, in this classroom, I turned into a passive person. ‘Yes’, I cannot 

read as fast as they do, but many people like me suffer from this.” 
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Another sub-category which holds 22% of the communication units is the 

compulsory reading situation. That is, students expressed that having reading as a 

compulsory course causes them to get away from the pleasure of reading, and therefore 

causes anxiety. The following excerpts from students’ diaries would be helpful in 

understanding how they felt about reading’s being compulsory: 

e.“I love reading, but I don’t like someone forcing me to read. It’s OK while 

reading a book or magazine that I choose, but when it comes to the reading 

course, I don’t want to read even a single line. I think reading shouldn’t be 

a force.” 

f. “We have a teacher who always says ‘O.K, read this and read that’. I 

started to get bored of this. Can’t I read texts that I want, just because I 

want it?” 

As displayed in Table 4.5, 15% of the communication units reflect that the 

teacher might also be a cause of anxiety. Students think that their reading is negatively 

affected by the reading teacher and his/her enthusiasm. Two of the students expressed 

their feelings about the attitude of the teacher as in the following: 

g.“In my opinion, teacher’s willingness is very important. I can’t see any 

willingness or enthusiasm in my teacher, it affects me so much. Why should I 

bother to read?” 

h. “I don’t trust my teacher. I don’t want to ask him/her anything. When s/he asks 

me questions, I give inappropriate answers. In fact, our teacher is a friendly 

person, but there is something which does not conform to me; although I am an 

active person, I feel that our teacher behaves as if s/he was forced to teach. I lose 

all my enthusiasm, I mean my performance goes below zero.” 
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Evaluation is the last sub-category derived from students’ diaries and interviews 

about the reading course. 13% of the communication units express students’ concern 

and frustration about evaluation in the reading course. That is, having exams and the 

concern of passing the class cause anxiety among the students. The following students 

stated in their diaries as: 

i.“I can’t stop thinking about the exam. When I come across with a new 

word or a concept while reading in the class, I always ask myself whether it 

will be included in the exam. That’s my only concern.” 

j. “We have an exam next week and I don’t know what to do. I got a low grade at 

the first midterm. Since the first midterm, I couldn’t follow the lesson just because 

of the thought of the exam. I don’t want to read anything.” 

For a summary for this last category, the following student’s diary could be given 

as an example of how one can negatively be affected by varying factors while reading in 

the FL reading classroom: 

k. “Negative attitude of my teacher affects me very much. The teacher seems 

so unmotivated that when I see the teacher I don’t want to read. Lessons are 

incredibly boring and monotonous. There is a group of students in the class 

who always criticize the others, while answering the comprehension 

questions about a text if someone says something wrong or read wrong they 

make fun of him/her. I don’t tell a word anymore in the lesson. “ 

  As a consequence, the results of this study indicated that students experience 

certain amount of anxiety while they are reading in the target language. The empirical 

evidence gathered through the students’ diaries and interviews showed that some 

personal factors, the reading text and the reading course are the sources of reading 

anxiety in a Turkish EFL context. 
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4.4 Discussion 

Although much research has been carried on the issue of FL anxiety and how it 

affects language learners (Horwitz, Horwitz and Cope, 1986; Foss and Reitzel, 1991; 

Young, 1992; MacIntyre, 1995; Powell, 2000; Kitano, 2001; Rodrigez and Abreu, 

2003); FL reading anxiety is still an unsolved mystery.  Why and how learners are 

frustrated and feel anxious when they are reading in FL has not been explored yet, and 

this issue has attracted a great amount of interest in the recent years (Saito, Garza and 

Horwitz, 1999; Matsuda and Gobel, 2004). By taking this into consideration as a 

starting point, this study investigated FL reading anxiety and its possible sources in a 

Turkish EFL context. 

Since reading anxiety is a skill-specific type of anxiety, the first step would be to 

search whether reading anxiety exists as a phenomenon distinguishable from general 

foreign language anxiety in the Turkish EFL context or not. The subjects of this study 

were given both FLCAS and FLRAS at different times to investigate whether the 

anxiety they feel is specific to reading or a part of the general FL anxiety. The results of 

a correlation co-efficient analysis (r =.45) indicates that although some amount (20% of 

the total variance, see Section 4.2) of anxiety students feel is related to general FL 

anxiety, the great amount (80% of the total variance) of the anxiety students feel is 

specific to reading skill. This finding clearly indicates that FL reading anxiety exists as 

a phenomenon related to, but distinct from, general FL anxiety in a Turkish EFL context 

where this study is carried out. That is, when it comes to reading in the target language, 

there are some factors that cause anxiety among learners.  
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The findings of this study conform to Saito, Garza and Horwitz’s (1999) and 

Sellers’s (2000) study owing to the fact that both studies revealed FL reading anxiety as 

a phenomenon separate and distinguishable from general FL anxiety. In Saito et.al’s 

(1999) study, a correlation coefficient of .64 was found to explain the relationship 

between general FL anxiety and FL reading anxiety which indicated that 59% (r = .64, 

r² = 0.41 that is two constructs share 41% of the total variance) of the total variance 

related to anxiety students feel is specific to FL reading. Similarly in Seller’s (2000) 

study, correlation coefficient of .70 indicated that approximately 51% (r = .70, r² = 0.49 

that is two constructs share 49% of the total variance) of the total variance related to 

anxiety students feel is specific to FL reading anxiety. Deriving from these results, both 

studies claimed that FL reading anxiety is related to, but distinct from general FL 

anxiety. The findings of this study support the findings of Saito et.al’s (1999) and 

Seller’s (2000) study; however, with the finding of 80% of the total variance related to 

anxiety students feel is specific to FL reading anxiety, the results of this study clearly 

emphasize FL reading anxiety as a distinguishable phenomenon. 

After revealing that FL reading anxiety exists as a separate and distinguishable 

phenomenon in Turkish EFL context, this study aimed to find out the possible sources 

of this anxiety when learners are engaged in reading activity. Analysis of the student 

diaries and following interviews indicate that the reading anxiety students feel stemmed 

from three main sources that are; the personal factors, the reading text and the reading 

course.   

A great amount of (37%) anxiety students expressed in their diaries and interviews 

is caused by personal factors. This finding indicates that students may feel anxious 
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because of some personal inadequacies, prejudices or negative experiences they bring 

with themselves while reading in FL. Wallace (2001) asserts that learners bring some 

personal factors and social identities which affect what and how they will read before 

they are engaged in reading activity, and if the needs and expectations of these identities 

are not met, students may put some barriers between themselves and what the text may 

provide them; hence, they cannot become effective readers in the target language.  

According to Wallace (2001), effective readers use all levels of ability to make 

sense of the text at the same time they see reading as a process by which meanings are 

not simply extracted from the text, but mediated by the linguistic and schematic 

knowledge which they bring to it. Moreover, Miller and Meece (1997) assert that 

motivation plays an important role in the way to become an effective reader. Hence, if 

students are highly and intrinsically motivated to read something, they are able to make 

sense of the text more successfully. Thus, the findings of this study shed a considerable 

light on why some students feel anxious and have problems in becoming effective 

readers while reading in FL, by putting forward that this anxiety may stem from some 

personal factors that block their reading and remove them from effective reading. Since 

these learners themselves put some barriers towards reading, it is no surprise that they 

cannot become effective readers. In addition to this, findings indicate that learners cannot 

use reading strategies efficiently or are not able to motivate themselves which would be 

helpful in becoming effective readers.  

Aydın (2001) found that the anxiety students feel when they are writing or 

speaking in FL is caused by some personal factors. Young (1991) and Oxford (1999) 

also found that personal factors are the parts of general FL anxiety when students are 
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learning a foreign language. In the case of reading in the target language, the results of 

this study similarly indicate that some personal factors might affect students when they 

are reading in FL.   

Other than the personal factors, another source of FL reading anxiety appears to 

stem from the reading text. 35% of the anxiety students expressed is caused by the 

reading text itself. That is, some features of the text are likely to cause anxiety and 

prevent effective reading. Wallace (2001) points out that if the topic of a text is not 

interesting to a learner it is almost impossible for this learner to read for pleasure and 

consequently to become an effective reader. On the other hand, topics which are of high 

interest to a reader help him to have a flexible and appropriate response to a reading text. 

Moreover, if a text includes so many unknown words or complex structures students feel 

anxious of not understanding what the text tells them. Hence, the findings of this study 

explain why some students cannot become effective readers revealing that some features 

of the text such as its topic, complex structures and unknown vocabulary are likely to 

cause anxiety. 

Format of the text that is, whether it is short or long, accompanied with pictures or 

written in small fonts also appeared to cause anxiety for learners. Deriving from the 

students’ expressions in their diaries and interviews, it may be asserted that if a reading 

text is long, without pictures and with small fonts students lose their interest in reading 

it and therefore cannot read effectively. Thus, it becomes apparent that anxiety occurs if 

students’ needs and expectations from a text are not met.  

Similarly, students reported that they are unable to understand what the text tells 

them when they face with some unfamiliar cultural concepts or ideas. Wallace (2001) 
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puts forward that if a reading text includes unfamiliar cultural concepts or ideas it 

becomes difficult for a reader to make sense of the text. This may explain why some 

students are negatively affected by unfamiliar cultural concepts because they can not 

make sense of what they are reading. Hence, this study indicates that students need 

help to widen their general knowledge in order to understand some culture specific 

content while reading in the target language. 

The findings of this study assert that when learners read texts that are not 

interesting for them or full of complex structures or unknown words they might not be 

able to make sense of it. Sellers (2000) states that learners should be encouraged to get 

the meaning of a text if there is something incomprehensible, uninteresting or 

unfamiliar for them. In the case of listening anxiety, Vogely (1998) points out a similar 

problem that if the input is incomprehensible for a listener this may cause anxiety for 

that learner. Consequently, the findings of this study on the sources of reading anxiety 

indicate that some students feel anxious just because of the text they are reading. 

The last source of FL reading anxiety revealed in this study is related to anxieties 

caused by the reading course students are taking. 28% of the of the communication units 

that express anxiety is caused by the reading course. This finding indicates that the 

reading course has an anxiety provoking nature for some students and an attempt to 

decrease anxiety related to FL reading should include certain preventions to lower the 

anxiety students feel in the reading classroom. Wallace (2001) claims that success of 

classroom reading is affected by classroom learning processes’ being social as much as 

individual, involving complex interactions between learners and teachers. Wallace 

(2001) also indicates that success of FL reading is highly affected by environment the 
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learning takes place. By taking this assumption into consideration, it may be claimed 

that classroom learning environment, the teacher, materials and other factors related to 

reading course itself can cause anxiety among the learners as revealed in this study.  

The findings of this study show that students are also negatively influenced by the 

fear of evaluation and having a compulsory reading course. Some of the students 

reported that they are distracted from reading in the target language since their only 

concern is the exam they have to take. Some of them also reported that reading should 

not be done in a classroom so that everyone can choose what and how to read a material. 

This finding indicates that classroom reading might influence the readers in a negative 

way and cause anxiety if they do not have any chance to select the materials themselves. 

Furthermore, it is clear from this study that assessment in the reading course prevents 

some of  the learners to focus on reading to get pleasure or learn something since their 

only concern is whether they would be responsible for it in the exam or not.  

The findings of this study is congruent with Young’s (1991) findings who 

searched for the sources of general FL anxiety in respect to instructor-learner 

interactions as a source of anxiety. Oxford (1999) also claimed that some classroom 

activities and methods can lead to anxiety when learning a foreign language. Moreover, 

Von Wörde (2003) asserted that negative classroom atmosphere would likely to cause 

anxiety. Similarly, in this study it is revealed that while reading in FL, the classroom 

environment can cause anxiety among the students. Aydın (2001) pinpoints that 

teacher’s manner and teaching procedures are likely to cause anxiety when learners are 

writing and speaking in FL. The findings of this study on FL reading anxiety show 

some similarities with Aydın’s (2001) study since the teacher appeared as a source of 
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anxiety, but this time while reading in FL. Hence, it may be concluded that the reading 

course itself may have an anxiety provoking nature for some learners and this should be 

taken into consideration if we are to lower students’ anxiety when they are engaged in 

reading in FL. 

As a consequence, the findings of this study indicate that the anxiety students feel 

when they are reading in the foreign language may be caused by some personal factors 

students bring with themselves, the features of the reading text itself and some factors 

related to the reading course. As Lee (1999) and Wallace (2001) point out, leading 

learners become effective readers which require flexibility is of utmost importance. 

Thus, creating a low- anxiety reading atmosphere for learners may be helpful for them 

in becoming effective readers. This study would be a first step to identify why some 

learners feel anxious when they are reading in FL. By paying attention to the FL reading 

anxiety sources revealed in this study, students may be encouraged to overcome their 

anxieties related to reading in FL. 
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CHAPTER V 
 
 

CONCLUSION AND IMPLICATIONS 

 

  5.1. Summary  

 Recent years have witnessed a tremendous interest on foreign language anxiety 

and its effects on language learning since anxiety impedes foreign language production 

and achievement. As Von Wörde (2003) pinpoints, when anxiety impairs cognitive 

function, students who are anxious may learn less and may not be able to demonstrate 

what they have  learned. Moreover, anxiety poses several other problems like lack of 

self-esteem, self-confidence and risk taking ability which in turn block students’ 

learning a foreign language. Thus, lowering the level of anxiety students feel is 

important if we want to create an effective language learning atmosphere in our classes 

with students who are intrinsically motivated. 

 Other than the general FL anxiety, research on anxiety puts forward the skill-

specific anxieties. That is, students may feel anxious when they are engaged in certain 

skills such as speaking, listening, writing and reading. Although much interest is 

invested in the area of speaking anxiety, one area in which little attention has been paid 

is the relationship between reading in a foreign language and anxiety. There may be a 

lot of factors that affect students in a negative way and cause anxiety when reading in a 

foreign language. However, why and how learners experience anxiety while reading 

have not yet been explored and need a considerable interest to understand the nature of 

FL reading anxiety, and to be able to propose certain suggestions for lowering the 

anxiety related to reading. 
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 This study focused on identifying the sources of FL reading anxiety from the 

perspective of foreign language learners in a Turkish EFL context. It aimed to explore 

why some students feel anxious and therefore cannot become effective readers.  

For this purpose, 50 first year students at Anadolu University, ELT Department 

were taken as the subjects of this study.  First of all, in order to determine whether the 

anxiety students feel is a general FL anxiety or specific to reading skill, students were 

given both FLCAS and FLRAS at different times. As a result of the Pearson product-

moment correlation coefficient analysis between FLCAS and FLRAS, it was revealed 

that FL reading anxiety is related to, but distinct from general FL anxiety. That is, a 

great amount of anxiety students experienced is related to reading in FL.  

In order to find out what happens to these learners while reading in the target 

language that makes them feel anxious, diaries were collected from each participant on 

a weekly basis for seven weeks. Since the nature of this study required to turn to 

students themselves and their feelings, diary keeping was turned out to be a beneficial 

tool for identifying the sources of reading anxiety. Students were welcomed to write 

anything or any feeling related to their reading in the target language in their native 

language to let them feel comfortable. After the collection of the diaries, 50% of the 

participants-that is 25- were interviewed to support the findings derived from the 

analysis of the diaries and explore whether there is anything left that they wanted to 

express.   

The diaries collected from the participants were analyzed by using the Constant 

Comparison Method. First of all, the communication units were determined from the 

relevant data. These communication units were then compared and contrasted and 

similar ones were grouped together to form categories. Interviews were transcribed and 
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analyzed by using the Constant Comparison method following the same procedure used 

in the analysis of the diaries. All the communication units in the diaries and interviews 

were combined and categorized again. As a result of this analysis, there emerged three 

main sources of FL reading anxiety: the personal factors, the reading text and the 

reading course.  

This study revealed the sources of FL reading anxiety from the students’ 

perspectives. According to this, the arousal of anxiety when they are reading in the 

target language is due to some personal factors such as inappropriate strategy use, fear 

of comprehension, lack of motivation, lack of self-confidence, negative background 

experiences and high expectations. In addition to the personal factors, features of the 

text such as topics, unknown vocabulary, complex linguistic structures, unknown 

cultural content and format of the text are likely to cause anxiety. As the last source, 

some elements of the reading course such as teacher, classroom environment, course 

book, compulsory reading and fear of evaluation are revealed to cause anxiety among 

the learners. The results of this study indicate that during the reading process, learners 

are affected by so many factors that take them away from the pleasure of reading and 

lead to anxiety. Thus, this study provided insight into the exploration of reading anxiety 

and how it intervenes in the reading process.  

 

5.2 Conclusion 

One of the current challenges in second and foreign language teaching is to 

provide students a low-anxiety learning environment (Young, 1991). In order to achieve 

this, an important step would be to determine the factors that are most likely to create 
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anxiety, and therefore create resistance to natural language acquisition and learning 

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

In the recent years, the concern of decreasing the anxiety levels of FL students 

gave way to skill-specific anxieties which make the acquisition of certain language 

skills such as speaking, listening, writing and reading difficult and tiresome. Thus, 

attending to anxiety while developing language skills is important in the way to create 

low-anxious and successful learners (Young, 1999).  

In the context of reading, foreign language reading anxiety is claimed to 

intervene in the reading process and turns reading into an unpleasant experience for 

students. Thus, this study tried to find out the sources of FL reading anxiety that lead 

learners feel frustrated and anxious while they are reading in the target language. 

Turkish EFL learners participated in this study reported three main sources of FL 

reading anxiety; anxieties caused by personal factors, the reading text and the reading 

course.  

Anxiety caused by personal factors resulted from students’ lack of strategy use, 

fear of comprehension, lack of motivation, negative background experiences, lack of 

self-confidence and high expectations. This study revealed that dealing with these kinds 

of personal factors that students bring with themselves is of utmost importance in the 

way to lowering down the FL reading anxiety. Since our duty as language teachers is to 

help students say “I can” rather than “I can’t” as Tsui (1996) emphasizes, it becomes 

clear that turning towards the learner and the factors affecting him/her is a good starting 

point. It is obvious in this study that some precautions should be taken in order to 

increase the motivation and self-confidence of the students. In addition to this, negative 

background experiences of these students should be desuggested and some high 
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expectations of the students related to their reading in the target language should be 

diminished if we want our learners to get the pleasure of reading in the target language.  

The students in this study also reported that they become anxious due to some 

features of the reading text. The students reported that if the topic of the text is not 

interesting for them they are not eager to read such texts and reading becomes a burden 

for them. Moreover, if they come across some unknown vocabulary, they are unable to 

go on reading that text since their only concern is to find the meanings of the unknown 

words. In addition to this, when they come across with some complex structures in the 

text they cannot understand what the text is trying to tell them, and therefore they get 

away from the text and feel frustrated. This study also revealed that students have some 

expectations from the text like including some pictures or photographs, and having the 

font big enough. Furthermore, students feel anxious because of the unknown cultural 

content the text has. Because of these kinds of features of the text, they become closer 

to say “I can’t” while they are reading in the target language. It is apparent in this study 

that the text selection should be done by giving importance to what students feel and 

expect from the text they are to read. 

As the last source of anxiety revealed in this study, students reported that they 

feel anxious because of some features of the reading course they are taking. The teacher 

and his/her manner in the course affect them so much that if the teacher is not 

enthusiastic enough, they in turn, not feel enthusiastic for reading in the target language. 

In addition to this, if the reading book does not appeal to them and their needs, then they 

are not willing to read it, and become anxious just because of the book. The classroom 

environment of the reading course is an important cause of anxiety students feel. The 

students reported that if they do not feel comfortable in the classroom it affects their 
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reading, and they put some barriers between themselves and reading in the target 

language. Other than these, what becomes clear from this study is that having a 

compulsory reading class hinders to get the pleasure of reading, and they feel they are 

forced to read in the target language. Since the reading course they are taking has some 

exams for evaluation, students reported that it puts some pressure on them, and their 

only concern becomes passing the course. Therefore; to overcome students’ anxiety 

caused by the reading course, some arrangements should be made in the reading course 

to lower the anxiety levels of the students and encourage them to say “I can” while 

reading in the target language.  

All in all, this study sheds a considerable light on the issue of reading anxiety, 

as Tsui (1996, p.165) states “recognizing and addressing anxiety not only help students 

to be more responsive, but also make language learning a much more enjoyable 

experience”. Hence, this study has certain implications and suggestions for dealing with 

the anxiety the students reported, if we hope to have students who can deal with their 

anxieties while reading in the target language and say, “I can” rather than “I can’t”.  

 

5.3 Implications 

 This study has concluded that anxiety, as one of the affective variables, is an 

important factor that influences students in a negative way while they are reading in the 

target language. Since creating a low-anxiety learning environment is important to 

reduce anxiety and tension that inhibit language performance, the implications of this 

study might be helpful for teachers and language educators in recognizing and dealing 

with the anxiety manifestations of learners in order to encourage them to be more 

effective readers. 
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First of all, as personal factors are one of the causes of FL reading anxiety in this 

study, students should be trained to overcome some problems they bring with 

themselves that hinder their reading abilities. As MacIntyre et.al (1997) put forward, 

language students sometimes underestimate their language abilities. Hence, a language 

instructor dealing with anxious students should raise the level of motivation and effort 

of the students so that they can become successful readers. MacIntyre et.al (1997) assert 

that anxiety occurs when a student feels incompetent or expects to fail. Thus, as 

language teachers our first duty should be to encourage the students leave their negative 

reading experiences aside, and build up a new identity with good memories about 

reading in the target language. Moreover, as Oxford (1999) suggests, teachers may help 

students understand language anxiety episodes can be transient and do not last forever, 

encourage students develop self-confidence by providing multiple opportunities for 

classroom success, and enable them to recognize symptoms of anxiety and identify 

anxiety-maintaining beliefs. Other than these, Young (1992) proposes some suggestions 

for reducing anxiety like having students work in small groups or pairs, using self-talk 

and participating in supplemental instruction and support groups. Hence, anxiety 

stemming from some personal reasons should be taken into consideration and be 

reduced in order to lead our learners to become effective readers. 

Second, the material selection should carefully be taken into consideration while 

planning reading courses. Students reported that if they are not interested in what they 

are reading, they put barriers between themselves and the reading text. Buckmaster 

(2005) underlines that students should read texts which are interesting for them and the 

best way to ensure that is to ask them what texts they want to read. He further proposes 

that students should own the process of deciding which texts to read, make predictions 
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about the text and then commence reading and revising as they read. Therefore, students 

might be given opportunities to choose what to read according to their interest areas. 

They can bring their own reading materials to the classroom and/or they can be 

encouraged to do extensive reading out of the class by providing them extra reading 

materials organized according to their interests and preferences.  

Horst (2005) emphasizes that extensive reading is beneficial in the way to develop 

students’ reading fluency and leading them become effective readers. Moreover, 

students can be encouraged to read these materials more effectively by teaching them 

reading strategies. Although the book they are following in the course includes certain 

reading strategies, they may not be able to use them because the reading materials do 

not appeal to their needs and interests. In addition to these, Seller (2000) proposes that 

learners should be exposed to authentic texts which are comprehensible and of high 

interest for them in ways to reduce their anxiety to minimal levels so that they do not 

feel tension that inhibits second language performance and creates resistance to natural 

language acquisition and learning.  

Simplicio (2003) pinpoints that reading effectively is important since it directly 

has impacts on academic performance. Thus, he offers a jigsaw-like reading strategy 

called “snap shot linkage” which is claimed to be effective in combating not only 

students’ inabilities to read effectively but also the anxiety that often accompanies in 

reading activities. In this strategy, through the use of a combination of intra and inter 

group reading activities students are divided into groups based upon their ability levels, 

learning styles, multiple intelligences and ability to work with other classmates. Each 

group is then assigned a small portion of an article to read. The groups prepare 

summaries that are then linked to other groups’ work. Hence, the group reading strategy 
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Simplicio (2003) developed is like the formation of an intellectual puzzle and this 

strategy can be helpful in decreasing the reading anxiety levels of the students.  

Furthermore, it is important for students to read flexibly in the target language. It 

is apparent from this study that students have some expectations from a reading 

material. Thus, reading should be turned into an enjoyable experience for them by 

offering them the reading materials they would like to read which in turn would lower 

their anxiety levels while reading in the target language. At this point, teachers should 

assist their students to overcome unrealistic expectations about understanding 

everything they read, especially when using authentic materials in order to encourage 

learners to get the pleasure of reading. 

 Douetil (2005) asserts that if we want less frustrated and less anxious learners, we 

should turn reading into fun. In order to achieve this, she proposes a program called 

‘reading recovery’. In this program; for anxious and frustrated readers, teaching reading 

begins with what a student can do by gradually giving him or her a sense of growing 

control over the reading process. The teacher carefully selects the reading tasks 

appropriate for student’s level so that s/he feels it is easy for him/her to read. The aim is 

that the student never finds anything hard but feels confident when s/he achieves and 

believes that s/he can. Douetil (2005) pinpoints that students in reading recovery 

program learn how to treat the new and unknown as puzzles to be solved, not problems 

to be feared. Therefore, students learn to read fluently, trust their own judgment and 

think about what they are reading. In order to turn reading into an enjoyable activity, 

Zambo (2005) proposes using picture books in which reading texts are enriched with 

pictures, photographs, cartoons and comic strips. She claims that the benefit of picture 

books does not stop at the university door and teachers at the universities should assist 
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their adolescent learners who need social and emotional support. Zambo (2005) further 

offers to use picture books with activities which are designed to enliven domains of 

knowledge like history and current affairs so that learners can broaden their general 

knowledge. Hence, students can be encouraged to get the pleasure of reading by paying 

attention to these kinds of activities in the reading classroom. 

Another implication is that, anxious students are not able to get the pleasure of 

reading therefore they can not have a reading habit in the target language. They can be 

taught how reading would be useful for them to develop their language skills as Wallace 

(2001) points out that reading is a unitary process which includes all aspects of a 

language. Similarly, Horst (2005) emphasizes the importance of reading by claiming 

that written texts are richer in lexis than the spoken ones. Hence, students should be 

encouraged to read in the target language and at this point, the reading teacher should 

serve as a model.  

This study revealed that students can be influenced negatively by the teachers’ 

manners if s/he is not enthusiastic enough. Hence, some training programs or seminars 

for the teachers on how to motivate students, and how and why their students can feel 

anxious might be planned so that they can encourage their students more for reading in 

the target language. Teacher also has another important role in creating a good and 

uncompetitive learning atmosphere for the students. Therefore, s/he can organize the 

reading classroom in a way no one ridicules or criticizes each other. The implication 

here is that teachers need to reduce anxiety and enhance self-confidence by encouraging 

students’ involvement in classroom activities and creating a comfortable atmosphere as 

Matsuda and Gobel (2004) and Horwitz (2001) emphasize. The teacher should not 

avoid the learners’ basic need: the feeling of security. Hence, the reading teacher can 
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enhance group tasks or game-like activities to provide a more enthusiastic, cheerful 

atmosphere in the classroom.  

As the teachers’ manner is revealed as one of the sources of FL reading anxiety in 

this study, Crawford (1998) asserts that positive reading attitudes and behaviors of 

teachers can empower students and advance the educational progression of their 

students. Therefore, Crawford (1998) proposes that since the teacher might be an 

important factor to create anxiety; first of all, the teachers should be treated to lower the 

anxiety levels of themselves as teachers and their students to encourage them become 

effective readers. Pani (2004) offers a mental modeling technique for teachers to help 

students build positive attitudes toward reading. In this technique, the teacher shows the 

learner how reading is processed by thinking aloud as s/he negotiates for meaning 

through the text. Thus, the learner is able to imitate the process and the reading process 

is made explicit for the learners. Pani (2004) pinpoints that mental modeling refers to an 

act that is invisible. Through modeling the mental processes while reading a text, the 

intention of the teacher is made explicit to the learners. As a result, there is less 

likelihood of their misinterpreting the process. Pani (2004) claims that the confusion of 

learners about how people read is reduced, as they can see the actual process in action. 

Hence, this gives the learners the desired flexibility necessary to be successful readers 

and helps to improve their reasoning while reading which in turn may help to lower 

their anxiety levels while reading in the target language. 

This study revealed that the reading classroom might have an anxiety provoking 

nature for some students. In order to lower the FL reading anxiety levels of the students, 

Lee (1999) offers some activities that can be used in the reading classroom. Lee (1999) 

proposes that using appropriate and enjoyable pre-reading activities like brainstorming 
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and surveys can be useful to encourage learners to read the texts with curiosity and 

motivation. He emphasizes that intrinsic motivation is important for reading; therefore, 

encouraging learners to read the text with intrinsic motivation is necessary. Moreover, 

in order to decrease reading anxiety, Lee (1999) suggests the use of consciousness 

raising tasks during reading, and teaching reading strategies like using title, identifying 

important points and using contextual clues not separately but as integrated in enjoyable 

reading activities. In addition to these, Lee (1999) further suggests providing authentic 

texts on a topic of interest to students, talking to students and encouraging them to 

participate in reading, adapting the reading activities in the course books in a way to 

lower the anxiety and increase motivation, and showing students that reading is not 

answering comprehension questions, but making sense of it. Therefore, by taking Lee’s 

(1999) suggestions into consideration we may decrease the anxiety students feel while 

reading in the target language. 

A far more reaching implication is that the sources of FL reading anxiety should 

be taken into consideration while planning the reading curriculum so that the materials 

and activities can be selected according to the needs and expectations of the students. 

Curriculum planners should pay attention that the texts students are reading or even the 

reading course itself can have anxiety provoking nature for some students.  

As a consequence, it is important for teachers to remember that when students are 

unresponsive, it may be possible that they are affected by anxiety rather than simply 

being unmotivated or incompetent while reading in the target language. Moreover, 

teachers who already recognize that many students suffer from general FL anxiety may 

find it useful to broaden their understanding to include specific anxiety related to FL 

reading. Teachers should also encourage their students to acknowledge their reading 
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anxiety and discuss it openly in the class, since sharing of common feelings of anxiety 

or frustration with the group may elicit creative ways to solve the problem for the whole 

class as Elkhafaifi (2005) mentions. Thus, it is our obligation as language teachers to be 

as supportive as we can by recognizing and addressing to FL reading anxiety. However, 

it should not be forgotten that anxiety is only one of the many factors that can influence 

FL reading, and the results of this study cannot be generalized to all language learners 

in different contexts. For this reason, this study has certain suggestions for further 

research. 

 

5.4 Suggestions for Further Research 

This study is conducted on the students in a Turkish EFL context. Therefore, the 

sources of FL reading anxiety revealed in this study cannot be generalized for all the 

language learners in different contexts learning different target languages other than 

English. As Saito et.al (1999) put forward, reading anxiety is specific to target 

language; therefore, a study on the sources of FL reading anxiety can be conducted to 

see whether there are any other reading anxiety sources in other contexts.  

Another suggestion is that, this study tried to reveal the sources of FL reading 

anxiety of the students; thus, a study investigating the reading anxiety sources in 

students’ native language can be designed to see whether there is any match between 

the FL reading anxiety sources and reading anxiety sources in students’ native language.  

Since this study did not consider the proficiency levels of the students, a 

replication of this study can be done on students from different proficiency levels to 

find whether the FL reading anxiety sources change according to proficiency level. 
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Moreover, whether the sources of FL reading anxiety changes according to the reading 

anxiety levels of the students can be investigated. 

By taking the FL anxiety sources as a starting point, a new study can be designed 

to train students in order to lower their anxiety levels and at the end of the training, 

whether the anxiety levels of the students while they are reading in the target language 

is diminished can be investigated. In such a study, students can be made aware of their 

reading anxieties and some strategies can be taught to students to decrease their 

anxieties. Then, the effect of these strategies on diminishing their anxiety levels can be 

investigated.  

Another research looking at the correlation between FL reading anxiety and other 

affective variables, such as motivation and self-esteem that can affect reading can be 

suggested since anxiety is not the only factor influencing FL reading. 

Consequently, as reading is one of the four skills which might have anxiety 

provoking nature, a study on investigating the sources of anxiety in other skills such as 

speaking, listening and writing can be designed in Turkish EFL context.   
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APPENDIX A1 
 
 

Foreign Language Classroom Anxiety Scale 
                                                                   FLCAS 

Statements 1 through 33 refer to how you feel about learning a foreign language, English. For 
each statement , please indicate whether you (1) strongly agree, (2) agree, (3) neither agree 
nor disagree, (4) disagree, (5) strongly disagree by circling the appropriate  number on the 
line following each statement. Please give your first reaction to each statement and mark an 
answer for every statement. 

 
1= strongly agree 2= agree 3= neither agree nor disagree 4= disagree 5= strongly disagree 
 

1. I never feel quite sure of myself when I am speaking in English. 1    2    3    4     5 
2. I don’t worry about making mistakes in language class. 1   2     3    4     5 
3. I tremble when I know that I am going to be called on in English class.  1    2    3    4   5 
4. It frightens me when I don’t understand what the teacher is saying in English.1  2   3   4   5 
5. It wouldn’t bother me at all to take more English classes.  1   2     3      4      5 
6. During English class, I find myself thinking about things that have nothing to do with the 

course.  1    2     3      4      5 
7. I keep thinking that the other students are better at English than I am.  1   2   3    4    5 
8. I am usually at ease during tests in my English class.  1   2   3    4    5 
9. I start to panic when I have to speak without preparation in English class.  1    2    3   4   5 
10. I worry about the consequences of failing my English class. 1   2   3    4    5 
11. I don’t understand why some people get so upset over English class. 1   2   3    4    5 
12. In English class, I can get so nervous I forget things I know. 1   2   3    4    5 
13. It embarrasses me to volunteer answers in my English class.  1    2    3   4   5 
14. I would not be nervous speaking English with native speakers. 1   2   3    4   5 
15. I get upset when I don’t understand what the teacher is correcting. 1   2   3   4   5 
16. Even if I am well prepared for language class, I feel anxious about it. 1   2   3   4   5 
17. I often feel like not going to my English class. 1   2   3   4   5 
18. I feel confident when I speak in my English class.  1   2   3   4   5 
19. I am afraid that my language teacher is ready to correct every mistake I make.1  2  3  4  5 
20. I can feel my heart pounding when I am  going to be called on in my English class.1  2  3  4 5 
21. The more I study for an English test, the more confused I get. 1   2   3   4   5 
22. I don’t feel pressure to prepare very well for English class. 1   2   3    4    5 
23. I always feel that the other students speak English better than I do. 1   2    3    4   5 
24. I feel very self-conscious about speaking English in front of other students. 1   2   3    4   5 
25. English class moves so quickly I worry about getting left behind. 1   2   3   4   5 
26. I get nervous and confused when I am speaking in my English class.  1   2   3   4   5 
27. When I am on my way to language class, I feel very sure and relaxed. 1   2   3   4   5 
28. I get nervous when I don’t understand every word the English teacher says.1   2   3   4  5    
29. I feel overwhelmed by the number of rules you have to learn to speak English.1  2  3  4  5 
30. I am afraid that the other students will laugh at me when I speak English. 1   2   3  4   5 
31. I would probably feel comfortable around native speakers of English. 1   2    3   4    5 
32. I get nervous when the English teacher asks questions which I haven’t prepared in advance. 1  2   

3    4   5 
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APPENDIX B1 
 

Foreign Language Reading Anxiety Scale 
 

                                                                    FLRAS 

Statements 1 through 20 refer to how you feel about reading, English. For each 
statement , please indicate whether you (1) strongly agree, (2) agree, (3) neither 
agree nor disagree, (4) disagree, (5) strongly disagree by circling the appropriate  
number on the line following each statement. Please give your first reaction to each 
statement and mark an answer for every statement. 

 
1= strongly agree 2= agree 3= neither agree nor disagree 4= disagree 5= strongly 
disagree 
 
1. I get upset when I am not sure whether I understand what I am reading 
      in English. 1  2  3  4  5 
2. When reading English, I often understand the words but still can’t quite understand 

what the author is saying. 1  2  3  4  5 
3. When I am reading English, I get so confused I can’t remember what I 
       am reading. 1  2  3  4  5 
4. I feel intimidated whenever I see a whole page of English in front of me.1  2  3  4   5 
5. I am nervous when I am reading a passage in English when I am not familiar with 

the topic.1  2  3  4  5 
6. I get upset whenever I encounter unknown grammar when reading English.1  2   3   4   5 
7. When reading English, I get nervous and confused when I don’t understand  
      every word. 1  2  3  4  5 
8. It bothers me to encounter words I can’t pronounce while reading English.1  2   3  4  

5 
9. I usually end up translating word by word when I am reading English.1  2  3  4   5 
10. By the time you get past the funny letters and symbols in English, it’s hard to 

remember what you are reading about.1  2  3  4  5 
11. I am worried about all the new symbols  you have to learn in order to  
      read English. 1  2   3  4   5 
12. I enjoy reading English. 1  2   3   4   5 
13. I feel confident when I am reading in English. 1   2   3   4   5 
14.  Once you get used to it, reading English is not so difficult. 1  2  3   4   5 
15. The hardest part of learning English is learning to read. 1  2  3  4   5 
16. I would be happy just to learn to speak English rather than having to learn 
      to read as well. 1   2   3   4   5 
17. I don’t mind reading to myself, but I feel very uncomfortable when I have to 
       read English aloud. 1   2   3   4   5 
18. I am satisfied with the level of reading ability in English that I have  
     achieved  so far.  1   2   3   4   5 
19. English culture and ideas seem very foreign to me. 1  2  3   4   5 
20. You have to know so much about English history and culture in order to 
      read English.   1   2   3   4   5 
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APPENDIX C 
 

Guided Interview Questions (Turkish) 
 
1. Dönem başında cevapladığınız ölçekte“İngilizce okumak için öğrenmek zorunda 

olduğum bir sürü yeni sembol beni endişelendiriyor” diye bir madde vardı, bundan 
ne anlıyorsun? 

2. İngilizce okurken duyduğun kaygı ile genel İngilizce öğrenirken duyduğun kaygı 
arasında sence bir fark var mı? Bunu nasıl ayırt edersin? 

3. Okumanın zorunlu bir ders olması seni nasıl etkiliyor? 
4. Okuma dersinde hocanın yaklaşımı, kitabın içeriği ve sınıf ortamı seni ne yönde 

etkiler? 
5. Okuma dersinde, hiç derste ne olup bittiğini anlayamadığın oluyor mu? Oluyorsa 

sence bu neden kaynaklanıyor? 
6. İngilizce okurken, okumanı engelleyen ve senden kaynaklanan sebepler nelerdir? 

(Geçmiş deneyimler, motivasyon seviyen, beklentilerin, genel kültür seviyen,vs). 
Bunlar seni nasıl etkiliyor? 

7. Okuma sürecinde anadilin, anlayamama korkun, sözlük kullanmak, detaylara takılıp 
kalmak seni olumsuz yönde etkiler mi? Etkilerse, nasıl? Okuma sürecini engelleyen 
neler var? 

8. İngilizce herhangi bir şey okurken, okuduğun metinden kaynaklanan ve seni 
okuduğun şeyden soğutan sebepler nelerdir? 

9. Bütün bu konuştuklarımızın dışında İngilizce okurken yaşadığın olumsuzluklara 
dair eklemek istediğin başka şeyler var mı? 

 

Guided Interview Questions (English) 
 
 
1. There was an item as “I am worried about all the new symbols you have to learn in 
order to read English” in the scale you filled at the beginning of the term. What do you 
understand from this item? 
2. Dou you think there is a difference between general foreign language learning 
anxiety and foreign language reading anxiety? How can you differentiate it? 
3. How does reading’s being a compulsory course affect you? 
4. How does the teacher’s attitude, the content of the book and the classroom 
atmosphere affect you? 
5. In the reading course, have you ever felt like you could not understand what was 
going on? If yes, what do you think is the reason of it? 
6. While reading in English, are there any reasons caused by yourself that hinder your 
reading? (Background experiences, motivation level, expectations, general knowledge 
level, etc.). How do these affect you? 
7. In the reading process, does your native language, fear of comprehension, using 
dictionary, focusing on details affect you in a negative way? If yes, how? Are there any 
obstacles hinder the reading process?  
8. While reading something in English, what are the reasons caused by the text that 
distracts you from reading it? 
9. Apart from all the things we discussed, is there any other thing you want to mention 
about the negative experiences while reading in English? 
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APPENDIX F 
Sample Interview Transcriptions 

(1) 
T- Geldiğin için teşekkür ederim. 
S- Hiç önemli değil. 
T- Dönem başında ben size anketler vermiştim (...) Hatırlıyor musun? 
S- Evet. 
T- O anketlerde şöyle bir madde vardı (...) “İngilizce okumak için öğrenmek zorunda olduğum 

bir sürü yeni sembol beni endişelendiriyor.” Sen bu maddeden ne anlıyorsun? 
S- Hmmm. Fonetik semboller (...) Zorluk çekeceğimi (...) 
T- Tamam, peki okuma dersinde duyduğun kaygı, endişeyle, genel İngilizce öğrenirken 

duyduğun kaygı, endişe arasında bir fark var mı sence? 
S- Tabii ki var (...) genel ingilizce öğrenirken (...) genel olduğu için çok fazla 

endişelenmiyorum. Genel bir bilgimin olduğunu düşünüyorum yani idare edebiliyorum (..) 
fakat okumada ayrı bir bölüm olduğu için orada kaygılarım artıyor. Bilmediğim şeyler 
olunca kopuyorum, başını sonunu unutuyorum. (...) Başarısız olacağımı düşünüyorum. 

T- Neden, sence? 

S-  Okumak bir sürü şeyi bir bir arada yapmayı gerektiriyor. Hem kelime bileceksin, hem 
yapıları bileceksin, üstüne bir de anlayacaksın. (...) Yani burada idare edemiyorsun. (...) Bir 
İngilizce parçayı okumaya başladığım zaman  (...) özellikle başlarda genellikle anlamıyorum (..) 
konuya yabancı kalıyorum, devamında bu parçadan hiçbir şey anlamayacağım diye 
korkuyorum. 

T- Peki, Reading in zorunlu bir ders olması seni nasıl etkiliyor? 
S- Olması gerektiğine inanıyorum. Çok önemli bir şey (...) İngilizce, okumayla başlar bence (...) 

Önemli, olması gereken bir ders ama bazen sırf ders diye okuyorum yani içimden gelmeden 
(…) yine de reading olmalı, belki seçmeli olabilir.  

T- İçerik hakkında neler söyleyebilirsin? 
S- Çoğu zaman (..) zorla okuyormuşum gibi hissediyorum ama bu hocamızdan kaynaklanıyor. 

(...) Ders çok pasif geçiyor, yeteri kadar verimli olduğuna inanmıyorum. 
T- Hmmm, hocadan etkileniyorum diyorsun? 
S- Evet. Hem de çok (…)o pasif, isteksiz oldukça ben daha çok kopuyorum. Okuyacağım varsa 

da okumuyorum. 
T- Peki, Reading dersinde kitabın içeriği ve sınıf ortamı seni ne yönde etkiliyor? 
S- Kitabımız aslında (..) fena bir kitap değil, her ne kadar okuma parçaları aşırı derecede uzun 

(...) sayfalarca sürse de, bunu bir şekilde güzelleştirebiliriz.(...) Hocamızın pasifliği bizi 
bezdiriyor (..) biz de kendimizi saklıyoruz. 

T- Peki (..) kitabın içeriği? 
S- Kitap (...) dediğim gibi (..) aslında güzel ama çoğu okuma parçası çok ama çok uzun (...) 

Hepsini okumaya kalkınca kopuyorum, sonradan herhangi bir soru sorulunca geriye dönüp 
tekrar okumak zorunda kalıyorum. Hatta bazen sırf bu yüzden dersten sonra bir süre 
İngilizce bir şey görmek istemiyorum. 

T- Okuduğun şeyin uzunluğu seni etkiliyor mu? 
S- Evet, çok etkiliyor. (..) Uzunsa görür görmez bir isteksizlik oluşuyor bende. 
T- Sınıf ortamından nasıl etkileniyorsun? 
S- Sınıf ortamında çok rahatım, herhangi bir sorun yaşamıyorum. 
T- Hiç derste neler olup bittiğini anlayamadığın oluyor mu? 
S- (...) Hocanın beni (...) derse adapte edememesi ve o günkü içinde bulunduğum psikolojik 

durum (..) beni etkiliyor ve dersten çoğu zaman kopuyorum (...) evet, anlamadığım 
zamanlar oluyor. Kopuyorum ve geri döndüğümde biz ne yapıyorduk oluyorum. (…) işte o 
an hoca soru sormasın diye dua ediyorum. 

T- İngilizce okurken (..) okumanı engelleyen ve senden kaynaklanan kişisel sebepler nelerdir? 
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S- Genel kültür (..) mesela hiç bilmediğim bir konuyu okurken çok zorlanıyorum (..) anlamak 
istiyorum (..) ama bir taraftan da anlamak istemiyorum (...) zaten bilmediğim bir konu 
deyip, derinlemesine inmeden okuyorum. 

T- Okuma sürecinde anadilin seni etkiliyor mu? Nasıl etkiliyor? 
S- Yani bazen oluyor. Yine Türkçe düşünüyorum diyorum kendi kendime (…) ama ne yapayım 

bu alışkanlık herhalde, kafamın içinde çevirmen var sanki sürekli Türkçe’ ye çeviriyorum. E 
hal böyle olunca da bir bakmışım okuduğum şeyin neyle ilgili olduğunu unutmuşum.  

T- Peki (..) bunlardan başka okuma sürecine etki eden faktörler var mı?  
S- Bende okuma alışkanlığı çok az (...) Bu taa ortaokuldan kalma bir şey. İngilizce okumam için 

hocanın beni adapte etmesi gerekiyor (..) Biraz daha fazla okuyarak bu sorunu 
aşabileceğime inanıyorum. 

T- İngilizce herhangi bir şey okurken onu elinden fırlatıp atmana sebep olan şeyler nelerdir? 
S- Hep aynı şeyleri söylüyorum ama (..) anlamadıysam (..) dili çok ağırsa (...) çok büyük 

rahatsızlık duyuyorum. (...) Ayrıca cümleler çok uzunsa ve konuya yabancıysam fırlatıp 
atıyorum. 

T- Kelimeler, peki?  
S- Ben kelimeleri çok fazla önemsemem, (..) takılmam(..) cümlenin tamamından anlamını 

çıkarırım. 
T- Bunların dışında söylemek istediğin başka bir şey var mı? 
S- Çok fazla yok(...) bu kadar. Özellikle hoca beni çok etkiliyor. 
T- Teşekkür ederim. 
 
 
(2) 
 
T- Geldiğin için çok teşekkür ederim. 
S- Rica ederim. 
T- Dönem başında ben size anketler vermiştim (...) Orada şöyle bir madde vardı: “İngilizce 

okumak içi öğrenmek zorunda olduğum bir sürü yeni sembol beni endişelendiriyor.” Sen bu 
maddeden ne anlıyorsun. 

S- Sembol derken (..) farklı harfler, fonetik olarak. (...) evet beni zorluyor (...) fonetik alfabesi. 
T- Peki (..) Okuma dersinde duyduğun kaygı, endişe ile, gene İngilizce öğrenirken duyduğun 

kaygı, endişe arasında bir fark var mı? 
S- Ben kendimi herhangi bir şekilde İngilizce ifade ederken pek bir kaygı duymuyorum (...) 

Orada bilmediğim bir şeyler olsa bile (…) ya da aklıma gelmese başka bir şey kullanarak 
durumu kurtarabilirsin(…) ama İngilizce okurken çok farklı. Mesela hikaye okurken 
bilmediğim kelime olunca ve o kelime çok önemliyse orda sözlüğe bakma ihtiyacı 
duyuyorum ( ...) bu da akıcılığı bozuyor ve pek istemiyorum bunu (...) Genel İngilizce 
öğrenirken, konuşurken daha istekliyim. 

T- Tamam, Reding’in bir ders olması seni nasıl etkiliyor?  
S-  Aslında okuma zorla olacak bir şey değil (…) ders olunca zorlandığımı hissediyorum. Bende 

öyle bir şey var (…) birisi bana okuyacaksın dediğinde hiç içimden gelmiyor. (…) 
okuyacağım varsa da okumuyorum. Aslında okumak insanın kendi geliştireceği ve içinden 
gelerek yapacağı bir şey. Bunu ders haline getirince doğal olmuyor (…) yani ben bunu hep 
hissetmişimdir hele bir de sonunda sınav varsa iyice isteğim kaçıyor. Böyle bir ders olmasa 
inanın şimdikinin üç katı falan okurum herhalde. 

 T- pekala, tamam. Sen bu konuda oldukça dolusun anlaşılan (…) Peki, Reading dersinde 
hocanın yaklaşımı, kitabın içeriği ve sınıf ortamı seni nasıl etkiliyor? 

S- Hoca aktif değil, dersler maalesef zevkli geçmiyor (...) Bizi motive edemiyor (…) o yüzden 
biraz kopmuş durumdayım (...) ayrıca konular önemli (...) kitap konuları güzel şu anda, (...) 
sınıf ortamı beni negatif etkiler (...) bocalıyorum çoğu zaman, sınıf ne der diye (...) diyorum 
ya ders olunca her şey farklı oluyor, sanki herkes her şeyi aynı anda anlamak zorundaymış 
gibi bir hava doğuyor. 
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T- Hiç derste ne olup bittiğini anlayamadığın oluyor mu? 
S- Bazen dalıp gidiyorum (..) Bazen sıkılıyorum (..) kendimi veremiyorum. 
T- İngilizce okurken, okumanı engelleyen ve senden kaynaklanan kişisel sebepler nelerdir? 
S- Kişisel olarak (...) Bazen ilham gelmiyor (..) okumak istemiyorum (...) istiyorsam güzel 

okuyorum. Yani içimden gelirse hiç sorun yok (...) Genel kültür etkiliyor biraz sanıyorum, 
kültürü bilmek önemli ve anlamamı bazen zorlaştırıyor. Sözlüğe baksam bile kültürle ilgili 
bir şeyse kafamda oturtmam çok zor oluyor. 

T- Peki okuma sürecinde anadilin, anlayıp anlayamama korkun, sözlük kullanman, detaylara 
takılıp kalman seni nasıl etkiliyor? 

S- Beni negatif etkiler (...) zaman kaybediyorum sözlüğe bakarken, bağlantıları kaçırıyorum(..) 
o yüzden de okuma isteğim azalıyor (...) çünkü ben hemen okuyup bitirmek isterim. (...) 
Akıcılık bozuluyor (...) Türkçe düşünmek beni çok fazla etkilemiyor, eskiden daha fazla 
olurdu hep çevirmeye çalışırdım (…) ama şimdi pek yapmıyorum (…)ama seviyenin 
zorluğu bazen beni etkiliyor. 

T- İngilizce herhangi bir şey okurken onu elinden fırlatıp atmana sebep olan şeyler nelerdir? 
S- Psikolojik isteksizlik (...) bazen bıkkınlık geliyor ama sonradan düzeliyor. (...) Bıkkınlık 

olunca bırakıyorum. Ayrıca ilgimi çekmeyen konularda okumayı sevmiyorum.  
T- İngilizce okumaya dair bunların haricinde söylemek istediğin bir şey var mı? 
S- Sınavlara hazırlanırken paragraf soruları vardı (...) şimdi tamamen teknik bakıyorum (..) 

yorum yapamıyorum (...) üniversite sınavları yüzünden (...) Bu biraz da sınav kaygısı benim 
için. Ayrıca direk olarak ezbere gidiyoruz (...) Hocanın söylediği şeyleri anlamasak bile (..) 
hoca dedi diye direk olarak yapıyoruz. (...) Ezbere gidiyoruz yani. Bu da bir alışkanlık, 
böyle alıştırdılar bizi.  

T- Teşekkür ederim. 
S- Ben teşekkür ederim. 
 
 
(3) 
 
T- Geldiğin için teşekkür ederim. 
S- Rica ederim. 
T- Dönem başında ben size anketler vermiştim, hatırlıyor musun?  
S- Evet. 
T- Orada bir madde vardı. “İngilizce okumak için öğrenmek zorunda olduğum semboller beni 

endişelendiriyor.” Bu maddeden sen ne anlıyorsun? 
S- Hani fonetik harfler var ya onları anlıyorum (...) Ne bileyim (...) öyle şeyler işte. En çok da 

onlarda zorlanıyorum zaten. O tip semboller görünce Çince okuyormuşum gibi oluyor (…) 
görünce biraz endişeleniyorum. 

T- Tamam , peki okuma dersinde duyduğun, hissettiğin kaygı, endişe ile, genel İngilizce 
öğrenirken duyduğun kaygı, endişe arasında bir fark var mı?  

S- Var (..) okumada daha az endişe ediyorum çünkü parça hep elimin altında oluyor (...) ama bir 
listening onun gibi değil mesela (...) bir anlamadığımız zaman tamamı gidiyor ( ...) yani fark 
ediyor. 

T- Peki, reading’in bir ders olması seni nasıl etkiliyor? 
S- Daha iyi etkiliyor tabi (...) yani normalde parça çözerken (...) üniversiteye hazırlanırken 

sıkılıyordum (..) okumak istemiyordum (...) ama şimdi reading dersi olduğu için mecburen 
okuyoruz. Aslında mecburen okumak iyi mi bilmiyorum ama öyle olmasa hiç okumam 
mesela (…) benim için böyle iyi oluyor. 

T- Peki, okuduğun şeylerin sınavda çıkacak olması senin endişeni artırıyor mu? 
S- Hocamın sormayacağını biliyorum kitaptaki parçaları, onun için pek kaygı duymuyorum. 

Ama soracağını bilsem kötü olurum (…) ezberlerim o zaman da her şeyi. 
T- Reading dersinde hocanın yaklaşımı, kitabın içeriği ve sınıf ortamı seni nasıl etkiliyor? 
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S- Hoca fena değil, objektif bir hoca (...) notları değerlendirirken falan baya iyi değerlendiriyor 
(...) Sınıf da baya iyi (..) sınıfla bir sorunum yok. 

T- Yani (..) şey demek istiyorum(…)mesela bazı soruları cevaplamak için sınıf ne der diye 
düşünüp, çekinip parmak kaldırmadığın falan oluyor mu? 

S- Sınıf etkilemiyor (..) ama bazen kendi içimde bir yetersizlik hissedip (...) acaba kaldırsam mı 
dediğim oluyor. Bu da sırf kendime güvensizliğimden kaynaklanıyor (…) ben zaten hiçbir 
zaman İngilizcemi yeterli bulmam. 

T- Peki kitap (...) kitabın içeriği? 
S- Kitabın içeriği (..) bazı parçalar dışında pek ilgi çekici değil. (…) Aynı konu hakkında 

aylarca okuyoruz resmen (…). Bir de kitapta birtakım stratejiler falan var, onlar pek ilgimi 
çekmiyor (...) ne işime yarayacaklar daha kestiremedim.   

T- Tamam, Hiç derste ne olup bittiğini anlamadığın oluyor mu?  
S- Ara sıra (..) özel sorunlarım olduğu zaman oluyor ama (…) dersle bir alakası olmuyor (...) 

çoğunlukla motivasyon eksikliğinden. Ne bileyim bazen bir türlü konsantre olamıyorum 
(…) aynı şeyi üç kere de okusam yararı olmuyor. 

T- Peki, İngilizce okurken okumanı engelleyen ve senden kaynaklanan sebepler var mı? 
S- Kitap okumayı seviyorum İngilizce ama ilgimi çekmeyen kitap tarzları var (..) mesela,      

savaşla ilgili olanlar, çok terimi olanlar falan (...) onları okurken sıkılıyorum. Konu mutlaka 
ilgimi çekmeli. 

T- Kişisel bir şeyler var mı? 
S- Yok. 
T- Peki, okuma sürecinde, okuduğun şeyi anlayamaman, sözlük kullanman seni nasıl etkiliyor? 
S- Pek detaylara takılmam zaten (..) bir kez okuduğum zaman genelde anlarım. Sözlük 

kullanmam (..) anlamı parçadan çıkarmaya çalışırım (...) anlamadıysam da geçerim alttaki 
cümlelerden üstte ne demek istediği çıkıyor. Yalnız bazen detaylarla çok uğraşıyorum. 
Anlayamadığım bir yer kalmasın istiyorum (…) o zaman bazen sıkılıyorum ya da 
okuduğum şey neyle ilgiliydi onu unutabiliyorum.  

T- Bunlardan başka söylemek istediğin bir şey var mı okuma sürecine etki eden? 
S- Sınavlar var. (..) Sınavdan önceki hafta mesela (...) sınavlara çalıştığım için okuyamıyorum. 

(...) Sınav haftası zaten okumuyorum. Sonraki hafta da zaten sınavlardan sıkıldığım için 
okuyasım gelmiyor. 

T- İngilizce herhangi bir şey okurken okuduğun şeyi elinden fırlatıp atmana sebep ne olur? 
S- Çok zorsa, bilmediğim çok kelime varsa (...) terimler varsa ve konu da ilgimi çekmiyorsa 

fırlatır atarım (...) savaş, tarih, tasvirler falan (...). Çok detaylı şeyler okumak istemiyorum. 
T- Bu konuştuklarımızın dışında eklemek istediğin başka bir şey var mı? 
S- Yok, herhalde. 
T- Teşekkür ederim. 
S- Önemli değil. 
  
 
 
 
(4) 
 
T- Geldiğin teşekkür ederim. 
S- Ben teşekkür ederim. 
T- Dönem başında ben size anketler vermiştim hatırlıyor musun? 
S- Evet. 
T- Orada bir madde vardı, “İngilizce okumak için öğrenmek zorunda olduğum semboller beni 

endişelendiriyor.” Bu maddeden ne anlıyorsun? 
S-  Hatırladığım kadarıyla (...) fonetik semboller vardı, yani anlaması zor olan şeyler. 
T- Peki, okuma dersinde duyduğun kaygı, endişe ile, genel İngilizce de hissettiğin, duyduğun 

kaygı, endişe arasında fark var mı? 
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S- Evet var. Genel olarak, İngilizce de zorlanmıyorum, kendimi ifade edebiliyorum ama okuma  
için (..) diğerlerinden farklı bir kaygı duyuyorum, yani (...) biraz daha farklı herkes 
kendisinden sorumlu. (...) her şeyi iyice oturtmak gerekli, sanki daha çok beceri 
gerektiriyor,  bu yüzden de reading dersi diğer her şeyden daha farklı. 

T- Reading’in bir ders olması seni nasıl etkiliyor?  
S- Reading (...) genelde derse hazırlanıyoruz (...) ekstra çalışma çoğunlukla yapmadığımız için 

ders olarak okutulması bence güzel, ama sınavlara hazırlanırken sıkıntı çekiyorum, (...) yani 
o parçaları yeniden analiz etmek sıkıcı geliyor, (..) kelimeler falan (..) zor. O zamanlar sırf 
sınav için okuyormuşum gibi geliyor (…) tabi önemli olan sınav falan olmadan sürekli 
okuyabilmek. Keşke reading ders değil de hayatımızın bir parçası olsa (..) Zorunda olmadan 
okumak her şeyden güzel. 

T- Reading dersinde hocanın yaklaşımı, kitabın içeriği ve sınıf ortamı seni nasıl etkiliyor? 
S- Hepsinden pozitif enerji gelirse ders iyi akıyor (..) arkadaşlar derse katılmayınca, dersi asınca 

falan (...) hocanın da isteği kaçıyor, bizim de isteğimiz kaçıyor, sıkıcı oluyor o zaman. 
T- Peki kitap? 
S- Kitap (...) yani daha eğlenceli olabilir diye düşünüyorum (..) konular da biraz farklı olabilir. 

Çoğu ilgimi çekmeyen konular var. Bazen fırlatıp atasım geliyor (…) yani bazı konular çok 
sıkıcı. 

T- Peki, hiç derste ne olup bittiğini anlamadığın, kaybolup gittiğin oluyor mu? 
S- Oluyor (...) bilmiyorum (..) fazla farkına varmıyorum ama bazen koptuğumu fark ediyorum 

(...) hoca soru soruyor falan (..) birden başka şeyler düşündüğümü fark ediyorum.  
T- Sebebi ne olabilir sence? 
S- İşte ilgimi çekmeyen şeyler olduğunda ben de kopuyorum (…) genelde o zamanlar 

oluyor.Derse kendimi veremediğim zamanlarda oluyor. 
T- Peki, hiç şu an biz ne yapıyoruz dediğin oldu mu? 
S- Evet (…)hoca soru soruyor, ama anlamıyoruz (..) basit sorulara falan cevap vermek 

istemiyorum, (...) başkaları bir şey der korkusuyla cevap vermek istemiyorum. Bazı 
arkadaşlar her şeyi hemen anlıyor, ben de durum biraz farklı, böyle olunca bir (…) 
cesaretsizlik geliyor, sus pus oluyorum hemen. 

T- İngilizce bir şey okurken okumanı engelleyen ve tamamen senden kaynaklanan kişisel 
sebepler nelerdir? 

S- Heyecanlanma (...) bir de tanımadığım kelimelerle karşılaşma. Kelimelere bir takılırsam her 
şey kopuyor bir anda. Ben de bir de şey sorunu var (…) kelime anlamını cümleden 
çıkaramıyorum, olmuyor işte. 

T- Başka? 
S- Bir de (...) genel kültür seviyem falan (..) okumayı etkiliyor. Okumada eğer belli bir seviyeye 

gelmişsem bu sorunlar azalır ama henüz o seviyeye ulaşmadım. 
T- Genel kültür seviyen seni nasıl etkiliyor mesela? 
S- Genel kültür (...) mesela genellikle parçalarda güncel olaylar (...) yani (...) genel kültürle 

falan ilgili şeyler çıkıyor (...) eğer onu bilmiyorsam sorunlarla karşılaşıyorum. Alışkanlığım 
çok olmadığı için çok kültürlü olduğumu söyleyemem.O konu hakkında fazla yorum 
yapamıyorum. 

T- Okuma sürecinde anadilin, anlayıp anlayamama korkun, sözlük kullanman, detaylara takılıp 
kalman seni etkiler mi? 

S- Olumsuz yönde etkiliyor (...) mesela hikaye birden başka bir yere geçiyor, ya da bilmediğim 
kelimelerle karşılaşınca (..) bir kopma oluyor ister istemez. Bazen konu akıcı olursa eğer 
önemsemiyorum o kopmaları (..) ama düşünsel olunca zor oluyor. 

T- Türkçe düşünmenin seni engellediği zamanlar oluyor mu okurken? 
S- Oluyor (...) yani, mesela parçanın ana fikrini çıkarmaya çalışırken, İngilizce mi çıkarsam 

diye düşünüyorum (...) ikilemde kalıyorum. 
T- Peki, İngilizce her hangi bir şey okurken o okuduğun şeyi elinden fırlatıp atmana neler sebep 

oluyor? 
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S- Konu ilgimi çekmiyorsa (..) bilmediğim kelimeler varsa (..) konuyu bilmiyorsam (..)edebi 
kullanımlar çok fazlaysa okumak istemiyorum. Tekstin uzunluğu beni korkutuyor bazen. 

T- Bu konuştuklarımızın dışında eklemek istediğin başka bir şey var mı? 
S- Şu an aklıma gelen bir şey yok. 
T- Teşekkür ederim. 
S- Rica ederim. 
 
 
 
(5) 
 
T- Geldiğin için teşekkür ederim öncelikle. 
S- Rica ederim. 
T- Hatırlıyorsan, dönem başında ben size anket vermiştim. Orada şöyle bir madde vardı. 

“İngilizce okumak için öğrenmek zorunda olduğum bir sürü yeni sembol beni 
endişelendiriyor.” Sen bundan ne anlıyorsun? 

S- Semboller beni endişelendirmiyor. 
T- Peki, bu madde sence ne demek istiyor? Sembol denilen şeyler neler olabilir? 
S- Dilbilgisiyle ilgili(...) Şu fonetik harfler, semboller var ya (...) o tip şeyler olabilir. 
T- Peki okuma dersinde duyduğun kaygı, endişe ile genel İngilizce öğrenirken duyduğun kaygı, 

endişe arasında bir fark var mı? 
S- Okuma bana daha kolay geliyor (..) biraz hazırlanıp geldiğim zaman hiçbir sorun olmuyor. 

Genel olarak yazma, gramer daha zor (...) daha fazla hazırlık ve birikim gerektiriyor. 
Okuma için o kadar birikime ihtiyaç yok bence. 

T- Reading’in bir ders olması seni nasıl etkiliyor? 
S- Okumak güzel ama zorlama olmasa daha güzel olur (...) daha isteyerek okuruz bence. Böyle 

birisi oku dedi diye okuyoruz (…) hiçbir işe yaramıyor, yani her şey çok suni oluyor bence. 
T- Seni etkiliyor yani? 
S- Evet. 
T- Nasıl etkiliyor? 
S- Okurken belli bir kaygı hissediyorum (...) sınavlarda çıkacak olması gibi. (...) Değişik 

yöntemler kullanmaya çalışıyorum. Hangi soru çıkabilir falan diye düşünüyorum. Böyle 
olmasını istemezdim (…) zevk aldığım için okumayı tercih ederim. 

T- Tamam. Reading dersinde hocanın yaklaşımı, kitabın içeriği ve sınıf ortamı seni ne yönde 
etkiliyor? 

S- Kitap güzel değil (...) parçalar konular güzel seçilmemiş (..) yani sıkıcı. Hocanın dersteki 
tutumu, öğrenciye yaklaşımı bence çok olumlu değil (...)  hayattan bezmiş gibi, onu öyle 
görünce benim de içimden hiçbir şey okumak gelmiyor. Sınıf ortamından bir sıkıntım yok, 
sadece bazen herkes birbirini eleştirmek için her söylediği sözü takip ediyor gibi geliyor 
ama (…) benim için çok da sorun değil . 

T- Yani,  her hangi bir soruyu cevaplamak istediğinde sınıftan çekinip vazgeçtiğin oluyor mu? 
S- Sınıf zaten alışıktır buna (...) gülseler bile etkilenmiyorum. 
T- Peki, hiç derste neler olup bittiğini anlayamadığın oluyor mu? 
S- Oluyor (...) Belki aile içindeki durum (...) belki sınavlardaki durum veya ders notlarındaki 

düşüklükler olabilir. Ha bir de dediğim gibi hoca çok durgun olunca bana da bir miskinlik 
geliyor, bir anda kayboluyorum. 

T- İngilizce okurken okumanı engelleyen ve tamamen senden kaynaklanan kişisel sebepler 
nelerdir? 

S- Genel kültür etkiliyor (...) mesela İngiliz kültürü (..) kitapta değişik yorumlar var açıklamalar 
(..) fakat bunları bilmediğimiz için anlamıyoruz. O zamanlar kendimi çok yetersiz 
hissediyorum. 

T- Peki, okuma sürecinde anadilin yani Türkçe düşünmen, anlayıp anlayamama korkun, sözlük 
kullanman, detaylar takılıp kalman seni nasıl etkiler? 
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S- Baya etkiliyor (...) Bilmediğim kelimeler olduğu zaman sıkılıyorum (..) okumak istemiyorum 
(..) ayrıca ödevler var, ödevler yorucu olduğu için okumak sıkıcı oluyor. (...) Bazen Türkçe 
ye çevirmeye çalışıyorum ama İngilizce düşünmemi engellediği için hiç faydası olmuyor. 
Ama alışkanlık işte (…) bunu bir türlü yenemiyorum. 

T- İngilizce her hangi bir şey okurken, okuduğun şeyi elinden fırlatıp atmak isteği duyuyor 
musun? 

S- Anlamadığım zaman (...) ya da konu beni sıktığı zaman (...) olabilir. Konu çok önemli yani 
kitabın başlangıcı benim için çok önemli (...) eğer sıkılırsam kesinlikle okumam. Bir de 
uzun, küçücük yazılı, içinde resim falan olmayan parçalar ya da kitaplar olduğu zaman hiç 
okumak istemiyorum (…) okuyacağım varsa da vazgeçiyorum. 

T- Peki, bütün bu konuştuklarımızın dışında İngilizce okurken yaşadığın negatif şeyler, eklemek 
istediğin başka bir şey var mı? 

S- Bilinmeyen kelimelerin bir parça içerisinde çok bulunması (...) ve  çok fazla sözlük 
kullanmak zorunda olmak beni çok sıkıyor. Birkaç kere sözlüksüz okumaya çalıştım ama 
olmuyor (…) aklım hep o kelimeye takılıyor. (…) bundan başka aklıma gelen bir şey yok. 

T- Çok teşekkür ederim. 
S- Rica ederim. 
 
APPENDIX G 
Turkish Versions of Diary and Interview Entries 
 
Differences between General FL Anxiety and FL Reading Anxiety 
a. “Bence, okuma kaygısı dediğimiz şey çok farklı. Mesela, bir parçanın ne anlattığını 
kavramanız ve anlamanız gerekir; yoksa, hiç bir şansınız kalmaz. Ayrıca, yeterince kelime ve 
kültür hakkında da bir şeyler bilmeniz gerekir. Yani… iyi bir genel kültürünüzün olması şart.” 
 
 b.  “Genel olarak, İngilizce de zorlanmıyorum, kendimi ifade edebiliyorum ama okuma  için  
diğerlerinden farklı bir kaygı duyuyorum, yani  biraz daha farklı herkes kendisinden sorumlu. 
Her şeyi iyice oturtmak gerekli, sanki daha çok beceri gerektiriyor,  bu yüzden de reading 
diğer her şeyden daha farklı. 
 
Anxieties Caused by the Personal Factors 

a. “Nasıl okumam gerektiğini bilmiyorum. Tamam bildiğim bazı stratejiler var ama iş okumaya 
gelince onları bir türlü kullanamıyorum. Tek yaptığım kitaptaki stratejileri ezberlemek ama 
pratiğe gelince de öyle şeyler hiç yokmuş gibi davranıyorum.” 

b. “Okuduğunu tam olarak anlamak neredeyse imkansız gibi bir şey. Kelimeleri anlamadın mı, 
sözlük olayı seni tamamen parçadan koparıyor. İşte o anda sorduğum soru: Bu kelimeyi 
sözlükten bakacakmıyım yoksa okumaya devam mı edeceğim? O dakikadan itibaren de okumak 
için bütün isteğim tamamen yokoluyor ve işte yine sözlüğe yeniliyorum.” 

c.“Bazen detayların içinde kaybolduğumu hissediyorum ve geriye döndüğümde aslında 
okuduğum şeyden tek kelime bile anlamadığımı görüyorum.Hal böyle olunca da detaylara 
takılmaya başladığım anda bütün dikkatim dağıliyor.” 

d.“Neyle ilgili olduğunu anlayamayacağım diye daha parçayı okumadan endişelenmeye 
başlıyorum. Sınıfta okurken de böyle. Sürekli okuduğum parçayı kavrayamamaktan ve 
parçayla ilgili soruları cevaplayamamaktan korkuyorum.” 

e. “Benim korkum parçayı anlayamamakla ilgili. Bazen öyle birşey oluyor ki, tek kelime 
okumadan ben bunu nasıl olsa anlamam diye okumaktan vazgeçiyorum. Bunu çok kereler 
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yenmeye çalıştım ama olmuyor işte, tamam bu sefer yapacağım dediğim zamanlarda bile bir 
bakmışım okuduğum şeyi çoktan bir kenara bırakmışım.”   

f.“Bir türlü okumaya konsantre olamıyorum. Bir şeyi okumaya başlamadan once gayet hevesli 
oluyorum ama parçayı görür görmez  okumaktan soğuyuveriyorum. O andan itibaren de 
kendimi ya başka birşey düşünürken ya da yaparken buluyorum, bildiğim tek şey bunun 
kesinlikle okuma olmadığı.” 

g. “Ben de motivasyon sıfır. Canım istemiyor işte. Türkçe okumayı seviyorum ama iş
İngilizce’ye gelince canım istemiyor, istesem de kendimi veremiyorum.”

h. “Okuma becerimin hayatımın sonuna kadar asla gelişmeyeceğine inanıyorum. Ne kadar
denersem deneyeyim doğru dürüst İngilizce okuyamayacağımı biliyorum. Artık uğraşmanın da
bir anlamı yok zaten.”

i. “ Çok iyi İngilizce okuyabileceğime inanmıyorum, bazı şeyler için artık çok geç diye
düşünüyorum. Sorun tamamen ben de. Zaten biraz içine kapanık birisiyim.”

j. “Okumayı sevmiyorum. Çocukluğumdan beri öyle çok okumadığımdan olsa gerek. Hatta sırf
İngilizce için değil, Türkçe bile okumayı sevmem.Bu ben ortaokuldayken de böyleydi,
lisedeyken de…Bu saatten sonra da bu alışkanlığı edinebileceğimi hiç sanmıyorum.”

k. “Önceden İngilizce okuma ile çok bir problemim yoktu. Ama lisede çok soğudum. Özellikle
de üniversiteye hazırlanırken. Paragraf sorusu çözmekten nefret etmiştim. Şimdi de bunu
üzerimden atamıyorum. İngizce kitaplara karşı bir fobi oluştu ben de. Bilmiyorum bunu
yenebilecekmiyim ama bu sene anladığım kadarıyla yensem iyi olacak.”

l. “Çok çok iyi okumam lazım. O yüzden, sözlükteki her kelimeyi ezberlemeye çalışıyorum.
Bence bu çok yararlı çünkü bu dersi en yüksek notlarla geçmeliyim ve bir parça önüme
geldiğinde herşeyi anlayabilmeliyim. Başka yolu yok.”

m. “Hatasız ve iyi anlayarak okumak çok önemli. Ilerideki planlarımı gerçekleştirmek için
daha iyi olmalıyım. Şu an okuma için konuşacak olursak çok iyi değilim ama olmam lazım. Bu
yüzden kendimi çok zorluyorum.”

n. “Readingi bir türlü sevemedim. Düşünüyorum da ne hocanın sınıfta bahsettiği stratejileri
kullanabiliyorum, ne de birçok parçayı anlamak için gerekli genel kültürüm var. Zaten bu
readingi oldum olası sevmem. İçimden gelmiyor. Söylemeye utanıyorum ama ilk İngilizce
öğrenmeye başladığımdan beri kaç tane kitap okudun diye sorsanız bir elin beş parmağını
geçmez heralde. Ama bunda hocalarımın suçu yok, sorun bende. Daha birşey okumaya
başlamadan olan oluyor, isteksiz başlayınca da sonunu bir türlü getiremiyorum.“

Anxieties Caused by the Reading Text 

a. “İlgimi çekmeyen konular hakkında okumayı sevmiyorum, mesela politika ya da böyle
akademik şeyler içeren textleri görürsem…tüylerim havaya kalkıyor resmen. Öyle bir okuma
parçasını okumaya başlar başlamaz bütün ilgim dağılıyor, yani okumak için birisinin boynuma
ip atması gerek.”



145 

b. “Eğer okuduğum şey ilgimi çekiyorsa nasıl okuduğumu anlamam bile, böyle durumlarda bir
bakmışım kendimi İngilizceye kaptırmışım, zamanın bile nasıl geçtiğini farketmem. Ama eğer
hiç alakam olmayan konu hakkında birşeyse o zaman okumak işkenceye dönüşüyor kendimi bir
türlü veremiyorum.”

c. “ İngilizce birşeyler okurken, bilmediğim kelimelere rastlarsam bütün hevesim kaçıyor.
Devam etmek istesem bile kafam hep o kelimelerde oluyor, böyle olunca da ne okuduğumu
unutuyorum”

d. “Beni en çok endişelendiren şey bilmediğim bir kelimenin parçanın genelini kapsaması.
Yani bir kelime var ve bilmiyorum ama paragrafta o kelimenin etrafında dönüp duruyor. Kesin
bir kenara atıyorum o parçayı.”

e. “Böyle acayip karmaşık yapıların olduğu ve uzun uzun dallı budaklı cümlelerin olduğu
parçalarla karşılaşınca okumaya devam etmek çok zor oluyor. Sonra kendi kendime acaba
İngilizcem çok mu yetersiz diye sorduğum oluyor, haliyle çok üzülüyorum.”

f. “İngilizce okurken bazen öyle yapılarla karşılaşıyorum ki resmen bir cümle bir paragraph.
Başını anlasam sonunu kaçırıyorum. Hatta öznesini bile bulamıyorum. Bazen biz anlamayalım
diye böyle yazdıklarını düşünüyorum.”

g. “Bazı parçalar çok fazla kültürle ilgili şeyler içeriyorlar. Bilmediğim bir kelimeyle
karşılaştığımı düşünüp sözlüğe açıp baktığımda çok böyle nasıl desem kültürle alakalı bir
anlamı olduğunu görüyorum. Ne olduğunu kafamda canlandıramıyorum bile…Açıkçası bana
hiçbirşey ifade etmiyor. Bana sorsanız ben daha kendi kültürümü bile doğru dürüst bilmiyorum
ki İngilizlerin kültürünü nasıl bileyim?. Bence çok saçma, böyle parçaları hiç canım okumak
istemiyor işte.”

h. “İngilizce birşey okurken bazen öyle şeylerle karşılaşıyorum ki hayatım boyunca
duymamışım. Örneğin bir keresinde şükran günüyle ilgili bir şey okumuştum ne demek
istediğini anlayamamıştım hatta onun şükran günüyle ilgili olduğu bir arkadaşımla konuşurken
ortaya çıkmıştı. Biraz daha Amerikan filmi seyretmem gerek galiba.”

i. “Uzun okuma parçaları gözümü korkutuyor. O anda kendime “İşte yine bayıltıcı
betimlemeler başlayacak” dediğim çok olmuştur. Hal böyle olunca da özellikle küçük  yazılı o
uzun parçaları okumaya başlamıyorum bile.”

j. “Uzun parçalarla karşılaştığımda ben de anlayamayacakmışım gibi bir his doğuyor. Daha
baştan sıkılıyorum. …Herhangi bir kitabı elime aldımda ise ilk baktığım şey içinde resim var
mı yok mu. Eğer yoksa sıkılacakmışım ya da okuyamayacakmışım gibi geliyor hele bir de minik
minik yazılmışsa çoğu zaman okumaya kalkmıyorum bile.”

Anxieties Caused by the Reading Course 

a. “Bence şimdi okuğumuz kitap acayip sıkıcı. Hiçbir amaca hizmet etmediğini düşünüyorum.
Okuduğumuz bütün o parçalar ve stratejiler yeni hiçbir şey öğretmiyor. Hatta bu kitap
yüzünden okumaktan tamamen soğuduğumu bile söyleyebilirim.”
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b. “Dün üst sınıflardan arkadaşlarım bana sen reading dersinden neler öğrendin diye
sordular. Tabiiki benim cevabım ‘hiçbir şey’. Dha çok reading dersinde birşeyler öğrenilecek
ama bizim super (!) kitabımız bir reklam konusudur gidiyor…artık tiksinir hale geldim. Kitabın
hiçbirşey öğretmemesi de cabası.”

c. “Bu sınıfta ağzımdan yanlış birşeyler çıkması fikri bile beni korkutuyor, yani sınıftaki bazı
arkadaşlar çok hızlı okuyorlar ve diğerlerini beklemek istemiyorlar. Böyle bir ortamda içimden
hiç okumak gelmiyor.”

d. “Sınıftaki havayı hiç sevmiyorum.  Lisedeyken ben İngilizce ile ilgili herşeye katılan
biriydim,bu sınıfta resmen pasif birisi oldum. Evet onlar gibi çok hızlı okuyamıyorum ama
benim gibi birçok kişiye yazık oluyor.”

e. “Okumayı severim ama birinin beni okumak için zorlaması hiç hoşuma gitmiyor. Kendi
istediğim bir dergiyi ya da kitabı okurken tamam da iş reading dersine gelince tek bir satır bile
okuyasım gelmiyor. Bence okumak zorunlu birşey olmamalı.”

f. “ Başımızda bir hoca var ve sürekli hadi bunu okuyun şimdi şunu okuyun diyor. Artık çok
sıkılmaya başladım. Sırf kendim istediğim için kendi istediğim şeyleri okuyamaz mıyım?

g. “Bana kalırsa öğretmenin istekli olması çok önemli. Bizim hocamızda ise hiçbir istek yada
şevk görmüyorum doğrusu, bu da beni inanılmaz etkiliyor. Ben niye kendimi okumak için
kasayım ki?”

h. “Hocamız bana güven vermiyor. Ona herhangi birşey sormayı istemiyorum. Soru
sorduğunda da rastgele cevaplar veriyorum. Hocamız sıcak kanlı aslında ama uyuşmayan öyle
bir noktamız var ki; ben acayip aktif bir insanken, hocamız sanki zorla ders anlatıyormuş gibi
geliyor. Bütün heyacanım uçup gidiyor yani performans sıfırın altında.”

i. “Sürekli sınavı düşünmeden duramıyorum. Sınıfta falan bilmediğim bir kelimeye ya da
kavrama rastladığımda  kendime acaba sınavda çıkarmı ki diye mutlaka soruyorum. Tek
takıntım resmen bu.”

j. “Haftaya sınav var ve ben ne yapacağımı bilmiyorum. İlk sınavım çok düşük. Sınavı
düşünmekten ilk vizeden beri dersi hiç takip edemedim, çok korkuyorum. Canım birşey okumak
istemiyor.”

k. “Öğretmenimin olumsuz tavrı beni çok etkiliyor. O kadar bezmiş duruyor ki onu görünce
benim de içimden okumak gelmiyor. Dersler inanılmaz sıkıcı ve monoton geçiyor. Bir de sınıf
içinde bir grup var diğerlerini hep eleştiriyorlar parçayla ilgili sorular cevaplanırken biri
yanlış söylese ya da yanlış okusa hemen üstüne gidiyorlar hatta bazen dalga geçiyorlar. Artık
ağzımı bile açmıyorum derste.”




