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Kayginin yabanci dil 6greniminde 6nemli bir roliiniin oldugu ve yabanci dil
O0grenen 6grencilerin yasadig kayginin dil 6grenimlerini nasil etkiledigi son zamanlarda
arastirmacilarin ilgisini cekmektedir. Arastirmacilar 6zellikle, kayginin konugma,
dinleme, yazma ve okuma gibi birtakim becerilerin edinimini neden ve nasil etkiledigi
izerinde yogunlagsmaktadir. Bu beceriler arasinda, hakkinda ¢ok az arastirma yapilmis
olan alanlardan birisi de kaygi ve yabanci dilde okuma arasindaki iliskidir.

Bu calisma, 6grencilerin bakis agisindan yabanci dilde okuma kaygisinin
kaynaklarini1 bulmayi hedeflemistir. Bu amacla, Anadolu Universitesi Ingiliz Dili ve
Egitimi Boliimii’nde okuyan 50 birinci simif 6grencisi denek olarak secilmistir. Yabanci
dilde okuma kaygisinin kaynaklarim1 bulabilmek i¢in, dncelikle 6grencilerin hissettigi
kayginin yabanci dilde okumaya 06zgii mii yoksa genel dil Ogrenimiyle mi ilgili
oldugunun bulunmasi1 gereklidir. Bu nedenle, bu calismada iki oOl¢egin Tiirkce
versiyonlart kullanilmistir. Bu Olcekler; Ogrencilerin genel dil Ogrenme kaygi
seviyelerini 6lgen FLCAS ve yabanci dilde okuma kaygi seviyelerini 6lgen FLRAS dir.

Bu olceklerden FLRAS 1n Tiirk¢e versiyonu bulunmadigindan, bu 6lcek geri cevirme



1

yontemiyle Tiirkce’ye cevrilmistir. Gegerlik ve giivenirligi ise 332 6grenci ile yapilan
pilot calismada temel bilesenler analizi ve varimax rotasyonu teknigi ile Cronbach o
katsayis1 kullanilarak hesaplanmistir. Bu c¢alismada kullanilan iki ol¢ek Ogrencilere
farkl1 zamanlarda verilmis ve Pearson product-moment korelasyon analizi sonucunda
yabanci dilde okuma kaygisinin genel dil 6grenme kaygisi ile alakali, fakat ondan ayri
bir fenomen oldugu ortaya ¢ikmistir.

Yabanci dilde okuma kaygisinin kaynaklarini bulabilmek i¢in caligmaya katilan
ogrencilerden yedi hafta boyunca her hafta giinliik tutmalar1 istenmistir. Ayrica,
deneklerden % 50 si yani 25 ogrenci ile giinliiklerin analizlerinden ¢ikan yabanci dilde
okuma kaygis1 kaynaklarim1 desteklemek ve ilave etmek istedikleri herhangi bir sey
kalip kalmadigimi anlamak amaciyla goriismeler yapilmistir. Bu goriismeler
coziimlenerek, hem Ogrencilerin tuttuklar1 giinliikkler hem de goriismeler Sabit
Karsilagtirma Yontemi kullanilarak analiz edilmistir.

Analizlerin sonucunda, Ingilizce’yi yabanci dil olarak ©grenen Tiirk
ogrencilerin, yabanci dilde okuma kaygisina etki eden ii¢ ana kaynak bulunmustur. Bu
kaynaklar; kisisel faktorler, okuma metni ve okuma dersinden dolay1 ortaya cikan
kaygilardir. Bu calisma, yabanci dilde okuma kaygisinin ayri bir fenomen oldugunu ve
ogrencilerin hedef dilde okuma yaparken bir takim nedenlerden otiirli kaygi
duyduklarin1 ortaya cikarmistir. Son olarak, calismanin bulgulari dogrultusunda bir
takim c¢ikarimlar irdelenmis ve Ogrencilerin yabanci dilde okuma kaygilarina iliskin

cesitli ¢coziim Onerilerinde bulunulmustur.
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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 a. 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



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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CHAPTER1

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 (Ergiir, 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



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; Maclntyre, 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



(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, Maclntyre 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



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,



1991; MaclIntyre, 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, Maclntyre (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 (Maclntyre, 1995). Figure 1.1 shows the relationship among anxiety,

cognition and behavior.



Figure 1.1 Cyclical relations among anxiety, cognition and behavior.

Behavior Cognition

According to Maclntyre (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

Aydin (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



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. Aydin (2001) identified three main
sources of FL anxiety experienced by Turkish students. These are; personal reasons,
teachers’ manner and the teaching procedures. According to Aydin (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



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



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



12

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; Maclntyre, 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 (Maclntyre, 1995, p.93).

Trait Anxiety: It is a stable predisposition to become anxious in a wide range of
situations (Maclntyre, 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 11

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; Ergiir, 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, Maclntyre 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. Maclntyre 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 Maclntyre 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 Worde (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 Worde’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 FLL 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



29

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
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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 II1

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 “INO 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 “INO 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 Al)

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 Aydin (2001)
and this scale was found reliable and valid. The 27" item “I feel more tense and nervous
in my language class than in my other classes” was eliminated in the Turkish version by
Aydin (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 Aydin
(2001) since negative phrases might block the understanding of the items. Then, as
Aydin (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 5™ item. For example, while
the answer strongly agree revealed high anxiety for the 3™ 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 5" item “It would not bother me at
all to take more English classes” (Aydin, 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 12, 13™, 14™ and the 17" 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)



40

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
111 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 a was used. The Cronbach’s o was
accounted 0.64. Since this is not acceptable for the reliability of a scale (Ozdamar,
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 a was
calculated again. This time, the reliability of the scale increased. The Cronbach’s o was
0. 85. According to Ozdamar (2004), if Cronbach’s o 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

1th

what they understand from the 117 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



43

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
11" 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’



44

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 (Siklar, 2000; Dalgaard, 2002; Ozdamar, 2004). The lower the
correlation, the weaker the relationship between the variables; the higher the correlation,
the stronger the relationship (Maclntyre, 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 Aydin and Bahge, 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 Maclntyre (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, 12 = .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* %0
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. 1

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 [
lost my interest while 1 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. 1 have never liked reading at all. 1
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

1s shown in Table 4.4.
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Sub-Categories N#* %0
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.”



62

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* Yo
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.”

[ “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 |

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 1

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, 1 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.“l 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; Maclntyre, 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,
2 = 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, 12 = 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.

Aydin (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 Woérde (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. Aydin (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 Aydin’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 Worde (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 Maclntyre 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. MaclIntyre 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



86

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

I never feel quite sure of myself when I am speaking in English.1 2 3 4 5

I don’t worry about making mistakes in language class. 1 2 3 4 5

I tremble when I know that I am going to be called on in Englishclass. 1 2 3

It frightens me when I don’t understand what the teacher is saying in English.1 2

It wouldn’t bother me at all to take more Englishclasses. 1 2 3 4 5

During English class, I find myself thinking about things that have nothing to do with the
course. 1 2 3 4 5

I keep thinking that the other students are better at English thanIam. 1 2 3 4 5

I am usually at ease during tests in my Englishclass. 1 2 3 4 5

I start to panic when I have to speak without preparation in Englishclass. 1 2 3 4 5

I worry about the consequences of failing my Englishclass.1 2 3 4 5

I don’t understand why some people get so upset over Englishclass. 1 2 3 4 5

In English class, I can get so nervous I forget things [know.1 2 3 4 5

45
345

It embarrasses me to volunteer answers in my Englishclass. 1 2 3 4 5

I would not be nervous speaking English with native speakers. 1 2 3 4 5

I get upset when I don’t understand what the teacher is correcting. 1 2 3 4 5
Even if I am well prepared for language class, I feel anxious aboutit. 1 2 3 4 5

I often feel like not going to my Englishclass.1 2 3 4 5

I feel confident when I speak in my Englishclass. 1 2 3 4 5

I am afraid that my language teacher is ready to correct every mistake I make.1 2 3 4 5

I can feel my heart pounding when I am going to be called on in my English class.1 2 3 45

The more I study for an English test, the more confused I'get. 1 2 3 4 5

I don’t feel pressure to prepare very well for Englishclass. 1 2 3 4 5

I always feel that the other students speak English better thanIdo.1 2 3 4 5

I feel very self-conscious about speaking English in front of other students. 1 2 3 4 5

English class moves so quickly I worry about getting left behind. 1 2 3 4 5

I get nervous and confused when I am speaking in my Englishclass. 1 2 3 4 5

When I am on my way to language class, I feel very sure and relaxed. 1 2 3 4 5

I get nervous when I don’t understand every word the English teacher says.1 2 3 4 5

I feel overwhelmed by the number of rules you have to learn to speak English.1 2 3 4 5

I am afraid that the other students will laugh at me when I speak English. 1 2 3 4 5

I would probably feel comfortable around native speakers of English. 1 2 3 4 5

I get nervous when the English teacher asks questions which I haven’t prepared in advance. 1 2
3 45
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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
amreading. 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. Tam 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

everyword. 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. T 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 toread. 1 2 3 4 5

16. I would be happy just to learn to speak English rather than having to learn
toreadaswell. 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 sofar. 1 2 3 4 5

19. English culture and ideas seem very foreigntome. 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. Donem basinda cevapladiginiz 6lcekte“Ingilizce okumak icin 6grenmek zorunda
oldugum bir siirii yeni sembol beni endiselendiriyor” diye bir madde vardi, bundan
ne anliyorsun?

2. Ingilizce okurken duydugun kaygi ile genel Ingilizce 6grenirken duydugun kaygi
arasinda sence bir fark var m1? Bunu nasil ayirt edersin?

3. Okumanin zorunlu bir ders olmasi seni nasil etkiliyor?

4. Okuma dersinde hocanin yaklasimi, kitabin icerigi ve sinif ortami seni ne yonde
etkiler?

5. Okuma dersinde, hi¢ derste ne olup bittigini anlayamadigin oluyor mu? Oluyorsa
sence bu neden kaynaklaniyor?

6. Ingilizce okurken, okumani engelleyen ve senden kaynaklanan sebepler nelerdir?
(Gegmis deneyimler, motivasyon seviyen, beklentilerin, genel kiiltiir seviyen,vs).
Bunlar seni nasil etkiliyor?

7. Okuma siirecinde anadilin, anlayamama korkun, sozliik kullanmak, detaylara takilip
kalmak seni olumsuz yonde etkiler mi? Etkilerse, nasil? Okuma siirecini engelleyen
neler var?

8. Ingilizce herhangi bir sey okurken, okudugun metinden kaynaklanan ve seni
okudugun seyden sogutan sebepler nelerdir?

9. Biitiin bu konustuklarimizin disinda Ingilizce okurken yasadigin olumsuzluklara
dair eklemek istedigin baska seyler var m1?

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- Geldigin i¢in tesekkiir ederim.

S- Hi¢ onemli degil.

T- Donem basinda ben size anketler vermistim (...) Hatirliyor musun?

S- Evet.

T- O anketlerde soyle bir madde vardi (...) “Ingilizce okumak icin 6grenmek zorunda oldugum
bir siirii yeni sembol beni endiselendiriyor.” Sen bu maddeden ne anliyorsun?

S- Hmmm. Fonetik semboller (...) Zorluk ¢ekecegimi (...)

T- Tamam, peki okuma dersinde duydugun kaygi, endiseyle, genel Ingilizce 6grenirken
duydugun kaygi, endise arasinda bir fark var m1 sence?

S- Tabii ki var (...) genel ingilizce 6grenirken (...) genel oldugu icin ¢ok fazla
endiselenmiyorum. Genel bir bilgimin oldugunu diisiiniiyorum yani idare edebiliyorum (..)
fakat okumada ayr1 bir boliim oldugu icin orada kaygilarim artiyor. Bilmedigim seyler
olunca kopuyorum, basini sonunu unutuyorum. (...) Basarisiz olacagimi diisiiniiyorum.

T- Neden, sence?

S- Okumak bir siirii seyi bir bir arada yapmay1 gerektiriyor. Hem kelime bileceksin, hem
yapilar bileceksin, iistiine bir de anlayacaksin. (...) Yani burada idare edemiyorsun. (...) Bir
Ingilizce pargay1 okumaya basladigim zaman (...) 6zellikle baslarda genellikle anlamiyorum (..)
konuya yabanci kaliyorum, devaminda bu pargcadan hicbir sey anlamayacagim diye
korkuyorum.

T- Peki, Reading in zorunlu bir ders olmas1 seni nasil etkiliyor?

S- Olmas: gerektigine inantyorum. Cok 6nemli bir sey (...) Ingilizce, okumayla baglar bence (...)
Onemli, olmas1 gereken bir ders ama bazen sirf ders diye okuyorum yani icimden gelmeden
(...) yine de reading olmali, belki se¢meli olabilir.

T- Icerik hakkinda neler soyleyebilirsin?

S- Cogu zaman (..) zorla okuyormusum gibi hissediyorum ama bu hocamizdan kaynaklaniyor.
(...) Ders cok pasif geciyor, yeteri kadar verimli olduguna inanmiyorum.

T- Hmmm, hocadan etkileniyorum diyorsun?

S- Evet. Hem de ¢ok (...)o pasif, isteksiz olduk¢a ben daha ¢ok kopuyorum. Okuyacagim varsa
da okumuyorum.

T- Peki, Reading dersinde kitabin icerigi ve sinif ortami seni ne yonde etkiliyor?

S- Kitabimiz aslinda (..) fena bir kitap degil, her ne kadar okuma pargalar1 asir1 derecede uzun
(...) sayfalarca siirse de, bunu bir sekilde giizellestirebiliriz.(...) Hocamizin pasifligi bizi
bezdiriyor (..) biz de kendimizi sakliyoruz.

T- Peki (..) kitabin icerigi?

S- Kitap (...) dedigim gibi (..) aslinda giizel ama ¢cogu okuma pargasi ¢ok ama ¢ok uzun (...)
Hepsini okumaya kalkinca kopuyorum, sonradan herhangi bir soru sorulunca geriye doniip
tekrar okumak zorunda kaliyorum. Hatta bazen sirf bu yiizden dersten sonra bir siire
Ingilizce bir sey gérmek istemiyorum.

T- Okudugun seyin uzunlugu seni etkiliyor mu?

S- Evet, ¢ok etkiliyor. (..) Uzunsa goriir gérmez bir isteksizlik olusuyor bende.

T- Sinif ortamindan nasil etkileniyorsun?

S- Sinif ortaminda ¢ok rahatim, herhangi bir sorun yasamiyorum.

T- Hig derste neler olup bittigini anlayamadigin oluyor mu?

S- (...) Hocanin beni (...) derse adapte edememesi ve o giinkii icinde bulundugum psikolojik
durum (..) beni etkiliyor ve dersten ¢cogu zaman kopuyorum (...) evet, anlamadigim
zamanlar oluyor. Kopuyorum ve geri dondiigiimde biz ne yapiyorduk oluyorum. (...) iste o
an hoca soru sormasin diye dua ediyorum.

T- Ingilizce okurken (..) okumam engelleyen ve senden kaynaklanan kisisel sebepler nelerdir?
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S- Genel kiiltiir (..) mesela hi¢ bilmedigim bir konuyu okurken ¢ok zorlaniyorum (..) anlamak
istiyorum (..) ama bir taraftan da anlamak istemiyorum (...) zaten bilmedigim bir konu
deyip, derinlemesine inmeden okuyorum.

T- Okuma siirecinde anadilin seni etkiliyor mu? Nasil etkiliyor?

S- Yani bazen oluyor. Yine Tiirk¢e diisiiniiyorum diyorum kendi kendime (...) ama ne yapayim
bu aligkanlik herhalde, kafamin icinde ¢evirmen var sanki siirekli Tiirk¢e’ ye ¢eviriyorum. E
hal boyle olunca da bir bakmisim okudugum seyin neyle ilgili oldugunu unutmugum.

T- Peki (..) bunlardan baska okuma siirecine etki eden faktorler var mi?

S- Bende okuma aliskanlig1 cok az (...) Bu taa ortaokuldan kalma bir sey. Ingilizce okumam icin
hocanin beni adapte etmesi gerekiyor (..) Biraz daha fazla okuyarak bu sorunu
asabilecegime inaniyorum.

T- Ingilizce herhangi bir sey okurken onu elinden firlatip atmana sebep olan seyler nelerdir?

S- Hep ayn1 seyleri sdyliiyorum ama (..) anlamadiysam (..) dili ¢ok agirsa (...) ¢ok biiyiik
rahatsizlik duyuyorum. (...) Ayrica ciimleler ¢ok uzunsa ve konuya yabanciysam firlatip
atryorum.

T- Kelimeler, peki?

S- Ben kelimeleri ¢ok fazla 6nemsemem, (..) takilmam(..) ctimlenin tamamindan anlamini
cikaririm.

T- Bunlarin disinda s6ylemek istedigin baska bir sey var m1?

S- Cok fazla yok(...) bu kadar. Ozellikle hoca beni ¢ok etkiliyor.

T- Tesekkiir ederim.

2

T- Geldigin i¢in cok tesekkiir ederim.

S- Rica ederim.

T- Dénem basinda ben size anketler vermistim (...) Orada soyle bir madde vardi: “Ingilizce
okumak i¢i 6grenmek zorunda oldugum bir siirii yeni sembol beni endiselendiriyor.” Sen bu
maddeden ne anliyorsun.

S- Sembol derken (..) farkli harfler, fonetik olarak. (...) evet beni zorluyor (...) fonetik alfabesi.

T- Peki (..) Okuma dersinde duydugun kaygi, endise ile, gene Ingilizce dgrenirken duydugun
kaygi, endise arasinda bir fark var mi1?

S- Ben kendimi herhangi bir sekilde Ingilizce ifade ederken pek bir kaygi duymuyorum (...)
Orada bilmedigim bir seyler olsa bile (...) ya da aklima gelmese bagka bir sey kullanarak
durumu kurtarabilirsin(...) ama Ingilizce okurken ¢ok farkli. Mesela hikaye okurken
bilmedigim kelime olunca ve o kelime ¢cok 6nemliyse orda sozliige bakma ihtiyaci
duyuyorum ( ...) bu da akicilig1 bozuyor ve pek istemiyorum bunu (...) Genel ingilizce
ogrenirken, konusurken daha istekliyim.

T- Tamam, Reding’in bir ders olmas1 seni nasil etkiliyor?

S- Aslinda okuma zorla olacak bir sey degil (...) ders olunca zorlandigimi hissediyorum. Bende
Oyle bir sey var (...) birisi bana okuyacaksin dediginde hi¢ icimden gelmiyor. (...)
okuyacagim varsa da okumuyorum. Aslinda okumak insanin kendi gelistirecegi ve icinden
gelerek yapacag bir sey. Bunu ders haline getirince dogal olmuyor (...) yani ben bunu hep
hissetmisimdir hele bir de sonunda sinav varsa iyice istegim kagiyor. Bdyle bir ders olmasa
inanin simdikinin ii¢ kat1 falan okurum herhalde.

T- pekala, tamam. Sen bu konuda oldukg¢a dolusun anlasilan (...) Peki, Reading dersinde
hocanin yaklagimu, kitabin icerigi ve sinif ortami seni nasil etkiliyor?

S- Hoca aktif degil, dersler maalesef zevkli gegmiyor (...) Bizi motive edemiyor (...) o yiizden
biraz kopmus durumdayim (...) ayrica konular 6nemli (...) kitap konular1 giizel su anda, (...)
siif ortam1 beni negatif etkiler (...) bocaliyorum ¢ogu zaman, simif ne der diye (...) diyorum
ya ders olunca her sey farkli oluyor, sanki herkes her seyi ayn1 anda anlamak zorundaymis
gibi bir hava doguyor.
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T- Hig derste ne olup bittigini anlayamadigin oluyor mu?

S- Bazen dalip gidiyorum (..) Bazen sikiliyorum (..) kendimi veremiyorum.

T- Ingilizce okurken, okumani engelleyen ve senden kaynaklanan kisisel sebepler nelerdir?

S- Kisisel olarak (...) Bazen ilham gelmiyor (..) okumak istemiyorum (...) istiyorsam giizel
okuyorum. Yani icimden gelirse hic sorun yok (...) Genel kiiltiir etkiliyor biraz saniyorum,
kiiltiirti bilmek 6nemli ve anlamam bazen zorlastiriyor. Sozliige baksam bile kiiltiirle ilgili
bir seyse kafamda oturtmam ¢ok zor oluyor.

T- Peki okuma siirecinde anadilin, anlayip anlayamama korkun, s6zliik kullanman, detaylara
takilip kalman seni nasil etkiliyor?

S- Beni negatif etkiler (...) zaman kaybediyorum sozliige bakarken, baglantilar1 kagirryorum(..)
o ylizden de okuma istegim azaliyor (...) ¢iinkii ben hemen okuyup bitirmek isterim. (...)
Akicilik bozuluyor (...) Tiirkce diistinmek beni ¢ok fazla etkilemiyor, eskiden daha fazla
olurdu hep ¢evirmeye calisirdim (...) ama simdi pek yapmiyorum (...)ama seviyenin
zorlugu bazen beni etkiliyor.

T- Ingilizce herhangi bir sey okurken onu elinden firlatip atmana sebep olan seyler nelerdir?

S- Psikolojik isteksizlik (...) bazen bikkinlik geliyor ama sonradan diizeliyor. (...) Bikkinlik
olunca birakiyorum. Ayrica ilgimi cekmeyen konularda okumay1 sevmiyorum.

T- ingilizce okumaya dair bunlarin haricinde s6ylemek istedigin bir sey var m1?

S- Sinavlara hazirlanirken paragraf sorulari vardi (...) simdi tamamen teknik bakiyorum (..)
yorum yapamiyorum (...) iiniversite sinavlari yiiziinden (...) Bu biraz da sinav kaygis1 benim
icin. Ayrica direk olarak ezbere gidiyoruz (...) Hocanin sdyledigi seyleri anlamasak bile (..)
hoca dedi diye direk olarak yapiyoruz. (...) Ezbere gidiyoruz yani. Bu da bir aliskanlik,
boyle alistirdilar bizi.

T- Tesekkiir ederim.

S- Ben tesekkiir ederim.

3

T- Geldigin i¢in tesekkiir ederim.

S- Rica ederim.

T- Donem basinda ben size anketler vermistim, hatirliyor musun?

S- Evet.

T- Orada bir madde vardi. “Ingilizce okumak igin 6grenmek zorunda oldugum semboller beni
endiselendiriyor.” Bu maddeden sen ne anliyorsun?

S- Hani fonetik harfler var ya onlart anliyorum (...) Ne bileyim (...) 6yle seyler iste. En cok da
onlarda zorlantyorum zaten. O tip semboller goriince Cince okuyormusum gibi oluyor (...)
goriince biraz endiseleniyorum.

T- Tamam , peki okuma dersinde duydugun, hissettigin kaygi, endise ile, genel ingilizce
ogrenirken duydugun kaygi, endise arasinda bir fark var mi1?

S- Var (..) okumada daha az endise ediyorum c¢iinkii parca hep elimin altinda oluyor (...) ama bir
listening onun gibi degil mesela (...) bir anlamadigimiz zaman tamamu gidiyor ( ...) yani fark
ediyor.

T- Peki, reading’in bir ders olmas1 seni nasil etkiliyor?

S- Daha iyi etkiliyor tabi (...) yani normalde par¢a ¢cézerken (...) tiniversiteye hazirlanirken
sikiliyordum (..) okumak istemiyordum (...) ama simdi reading dersi oldugu i¢in mecburen
okuyoruz. Aslinda mecburen okumak iyi mi bilmiyorum ama 6yle olmasa hi¢ okumam
mesela (...) benim icin bdyle iyi oluyor.

T- Peki, okudugun seylerin sinavda cikacak olmasi senin endiseni artirryor mu?

S- Hocamin sormayacagin biliyorum kitaptaki parcalari, onun i¢in pek kaygi duymuyorum.
Ama soracagin bilsem kotii olurum (...) ezberlerim o zaman da her seyi.

T- Reading dersinde hocanin yaklagimi, kitabin igerigi ve sinif ortami seni nasil etkiliyor?
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S- Hoca fena degil, objektif bir hoca (...) notlar1 degerlendirirken falan baya iyi degerlendiriyor
(...) Sinif da baya iyi (..) sinifla bir sorunum yok.

T- Yani (..) sey demek istiyorum(...)mesela bazi sorular1 cevaplamak i¢in sinif ne der diye
diisiiniip, cekinip parmak kaldirmadigin falan oluyor mu?

S- Sinif etkilemiyor (..) ama bazen kendi i¢imde bir yetersizlik hissedip (...) acaba kaldirsam m1
dedigim oluyor. Bu da sirf kendime giivensizligimden kaynaklaniyor (...) ben zaten hicbir
zaman Ingilizcemi yeterli bulmam.

T- Peki kitap (...) kitabin icerigi?

S- Kitabin igerigi (..) baz1 parcalar disinda pek ilgi ¢ekici degil. (...) Ayn1 konu hakkinda
aylarca okuyoruz resmen (...). Bir de kitapta birtakim stratejiler falan var, onlar pek ilgimi
cekmiyor (...) ne isime yarayacaklar daha kestiremedim.

T- Tamam, Hic derste ne olup bittigini anlamadigin oluyor mu?

S- Ara sira (..) 6zel sorunlarim oldugu zaman oluyor ama (...) dersle bir alakasi olmuyor (...)
cogunlukla motivasyon eksikliginden. Ne bileyim bazen bir tiirlii konsantre olamiyorum
(...) aym seyi ii¢ kere de okusam yarar1 olmuyor.

T- Peki, Ingilizce okurken okumani engelleyen ve senden kaynaklanan sebepler var mi?

S- Kitap okumay1 seviyorum Ingilizce ama ilgimi cekmeyen kitap tarzlari var (..) mesela,
savasla ilgili olanlar, ¢ok terimi olanlar falan (...) onlar1 okurken sikiliyorum. Konu mutlaka
ilgimi cekmeli.

T- Kisisel bir seyler var m?

S- Yok.

T- Peki, okuma siirecinde, okudugun seyi anlayamaman, sozliik kullanman seni nasil etkiliyor?

S- Pek detaylara takilmam zaten (..) bir kez okudugum zaman genelde anlarim. S6zliik
kullanmam (..) anlam1 parcadan ¢ikarmaya calisirim (...) anlamadiysam da gegerim alttaki
ciimlelerden iistte ne demek istedigi ¢ikiyor. Yalniz bazen detaylarla cok ugrasiyorum.
Anlayamadigim bir yer kalmasin istiyorum (...) o zaman bazen sikiliyorum ya da
okudugum sey neyle ilgiliydi onu unutabiliyorum.

T- Bunlardan bagka sdylemek istedigin bir sey var m1 okuma siirecine etki eden?

S- Sinavlar var. (..) Sinavdan 6nceki hafta mesela (...) sinavlara ¢alistigim i¢in okuyamiyorum.
(...) Sinav haftas1 zaten okumuyorum. Sonraki hafta da zaten sinavlardan sikildigim i¢in
okuyasim gelmiyor.

T- Ingilizce herhangi bir sey okurken okudugun seyi elinden firlatip atmana sebep ne olur?

S- Cok zorsa, bilmedigim ¢ok kelime varsa (...) terimler varsa ve konu da ilgimi ¢cekmiyorsa
firlatir atarim (...) savas, tarih, tasvirler falan (...). Cok detayli seyler okumak istemiyorum.

T- Bu konustuklarimizin disinda eklemek istedigin baska bir sey var ni?

S- Yok, herhalde.

T- Tesekkiir ederim.

S- Onemli degil.

C))

T- Geldigin tesekkiir ederim.

S- Ben tesekkiir ederim.

T- Donem basinda ben size anketler vermistim hatirliyor musun?

S- Evet.

T- Orada bir madde vardi, “Ingilizce okumak igin 6grenmek zorunda oldugum semboller beni
endiselendiriyor.” Bu maddeden ne anliyorsun?

S- Hatirladigim kadariyla (...) fonetik semboller vardi, yani anlamas1 zor olan seyler.

T- Peki, okuma dersinde duydugun kaygi, endise ile, genel Iingilizce de hissettigin, duydugun
kaygi, endise arasinda fark var mi1?
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S- Evet var. Genel olarak, Ingilizce de zorlanmiyorum, kendimi ifade edebiliyorum ama okuma
icin (..) digerlerinden farkli bir kaygi duyuyorum, yani (...) biraz daha farkli herkes
kendisinden sorumlu. (...) her seyi iyice oturtmak gerekli, sanki daha ¢ok beceri
gerektiriyor, bu yiizden de reading dersi diger her seyden daha farkli.

T- Reading’in bir ders olmasi seni nasil etkiliyor?

S- Reading (...) genelde derse hazirlaniyoruz (...) ekstra calisma ¢ogunlukla yapmadigimiz i¢in
ders olarak okutulmasi bence giizel, ama sinavlara hazirlanirken sikinti ¢ekiyorum, (...) yani
o pargalar1 yeniden analiz etmek sikic1 geliyor, (..) kelimeler falan (..) zor. O zamanlar sirf
sinav icin okuyormusum gibi geliyor (...) tabi 6nemli olan sinav falan olmadan siirekli
okuyabilmek. Kegke reading ders degil de hayatimizin bir parcasi olsa (..) Zorunda olmadan
okumak her seyden giizel.

T- Reading dersinde hocanin yaklasimi, kitabin igerigi ve sinif ortami seni nasil etkiliyor?

S- Hepsinden pozitif enerji gelirse ders iyi akiyor (..) arkadaslar derse katilmayinca, dersi asinca
falan (...) hocanin da istegi kaciyor, bizim de istegimiz kagiyor, sikici oluyor o zaman.

T- Peki kitap?

S- Kitap (...) yani daha eglenceli olabilir diye diisiiniiyorum (..) konular da biraz farkli olabilir.
Cogu ilgimi cekmeyen konular var. Bazen firlatip atasim geliyor (...) yani baz1 konular ¢ok
sikici.

T- Peki, hi¢ derste ne olup bittigini anlamadigin, kaybolup gittigin oluyor mu?

S- Oluyor (...) bilmiyorum (..) fazla farkina varmiyorum ama bazen koptugumu fark ediyorum
(...) hoca soru soruyor falan (..) birden bagka seyler diisiindiigiimii fark ediyorum.

T- Sebebi ne olabilir sence?

S- Iste ilgimi ¢ekmeyen seyler oldugunda ben de kopuyorum (...) genelde o zamanlar
oluyor.Derse kendimi veremedigim zamanlarda oluyor.

T- Peki, hi¢ su an biz ne yapiyoruz dedigin oldu mu?

S- Evet (...)hoca soru soruyor, ama anlamiyoruz (..) basit sorulara falan cevap vermek
istemiyorum, (...) bagkalar1 bir sey der korkusuyla cevap vermek istemiyorum. Bazi
arkadaslar her seyi hemen anliyor, ben de durum biraz farkli, bdyle olunca bir (...)
cesaretsizlik geliyor, sus pus oluyorum hemen.

T- Ingilizce bir sey okurken okumani engelleyen ve tamamen senden kaynaklanan kisisel
sebepler nelerdir?

S- Heyecanlanma (...) bir de tamimadigim kelimelerle karsilasma. Kelimelere bir takilirsam her
sey kopuyor bir anda. Ben de bir de sey sorunu var (...) kelime anlamin1 ciimleden
cikaramiyorum, olmuyor iste.

T- Baska?

S- Bir de (...) genel kiiltiir seviyem falan (..) okumay1 etkiliyor. Okumada eger belli bir seviyeye
gelmissem bu sorunlar azalir ama heniiz o seviyeye ulasmadim.

T- Genel kiiltiir seviyen seni nasil etkiliyor mesela?

S- Genel kiiltiir (...) mesela genellikle pargalarda giincel olaylar (...) yani (...) genel kiiltiirle
falan ilgili seyler ¢ikiyor (...) eger onu bilmiyorsam sorunlarla karsilagiyorum. Aliskanligim
cok olmadigi i¢in ¢ok kiiltiirlii oldugumu sdyleyemem.O konu hakkinda fazla yorum
yapamiyorum.

T- Okuma siirecinde anadilin, anlay1p anlayamama korkun, sozliik kullanman, detaylara takilip
kalman seni etkiler mi?

S- Olumsuz yonde etkiliyor (...) mesela hikaye birden basgka bir yere geciyor, ya da bilmedigim
kelimelerle karsilaginca (..) bir kopma oluyor ister istemez. Bazen konu akici olursa eger
Oonemsemiyorum o kopmalari (..) ama diisiinsel olunca zor oluyor.

T- Tiirkce diisiinmenin seni engelledigi zamanlar oluyor mu okurken?

S- Oluyor (...) yani, mesela par¢anin ana fikrini ¢ikarmaya ¢alisirken, Ingilizce mi ¢ikarsam
diye diistiniiyorum (...) ikilemde kaliyorum.

T- Peki, Ingilizce her hangi bir sey okurken o okudugun seyi elinden firlatip atmana neler sebep
oluyor?
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S- Konu ilgimi ¢ekmiyorsa (..) bilmedigim kelimeler varsa (..) konuyu bilmiyorsam (..)edebi
kullanimlar ¢ok fazlaysa okumak istemiyorum. Tekstin uzunlugu beni korkutuyor bazen.

T- Bu konustuklarimizin disinda eklemek istedigin baska bir sey var mi1?

S- Su an aklima gelen bir sey yok.

T- Tesekkiir ederim.

S- Rica ederim.

(€]

T- Geldigin i¢in tesekkiir ederim oncelikle.

S- Rica ederim.

T- Hatirhiyorsan, donem basinda ben size anket vermistim. Orada sdyle bir madde vardi.
“Ingilizce okumak icin 6grenmek zorunda oldugum bir siirii yeni sembol beni
endiselendiriyor.” Sen bundan ne anliyorsun?

S- Semboller beni endiselendirmiyor.

T- Peki, bu madde sence ne demek istiyor? Sembol denilen seyler neler olabilir?

S- Dilbilgisiyle ilgili(...) Su fonetik harfler, semboller var ya (...) o tip seyler olabilir.

T- Peki okuma dersinde duydugun kaygi, endise ile genel ingilizce dgrenirken duydugun kaygi,
endise arasinda bir fark var m?

S- Okuma bana daha kolay geliyor (..) biraz hazirlanip geldigim zaman hicbir sorun olmuyor.
Genel olarak yazma, gramer daha zor (...) daha fazla hazirlik ve birikim gerektiriyor.
Okuma icin o kadar birikime ihtiya¢ yok bence.

T- Reading’in bir ders olmasi seni nasil etkiliyor?

S- Okumak giizel ama zorlama olmasa daha giizel olur (...) daha isteyerek okuruz bence. Boyle
birisi oku dedi diye okuyoruz (...) hi¢bir ise yaramiyor, yani her sey ¢ok suni oluyor bence.

T- Seni etkiliyor yani?

S- Evet.

T- Nasil etkiliyor?

S- Okurken belli bir kaygi hissediyorum (...) sinavlarda ¢ikacak olmasi gibi. (...) Degisik
yontemler kullanmaya ¢alisiyorum. Hangi soru ¢ikabilir falan diye diisiiniiyorum. Boyle
olmasini istemezdim (...) zevk aldigim i¢in okumay tercih ederim.

T- Tamam. Reading dersinde hocanin yaklagimi, kitabin icerigi ve sinif ortami seni ne yonde
etkiliyor?

S- Kitap giizel degil (...) pargalar konular giizel se¢ilmemis (..) yani sikici. Hocanin dersteki
tutumu, dgrenciye yaklasimi bence ¢ok olumlu degil (...) hayattan bezmis gibi, onu dyle
goriince benim de icimden hi¢bir sey okumak gelmiyor. Sinif ortamindan bir sikintim yok,
sadece bazen herkes birbirini elestirmek i¢in her sdyledigi sozii takip ediyor gibi geliyor
ama (...) benim icin ¢ok da sorun degil .

T- Yani, her hangi bir soruyu cevaplamak istediginde siniftan ¢ekinip vazgectigin oluyor mu?

S- Sinif zaten alisiktir buna (...) giilseler bile etkilenmiyorum.

T- Peki, hi¢ derste neler olup bittigini anlayamadigin oluyor mu?

S- Oluyor (...) Belki aile icindeki durum (...) belki sinavlardaki durum veya ders notlarindaki
diisiikliikler olabilir. Ha bir de dedigim gibi hoca ¢cok durgun olunca bana da bir miskinlik
geliyor, bir anda kayboluyorum.

T- Ingilizce okurken okumani engelleyen ve tamamen senden kaynaklanan kisisel sebepler
nelerdir?

S- Genel kiiltiir etkiliyor (...) mesela Ingiliz kiiltiirii (..) kitapta degisik yorumlar var agiklamalar
(..) fakat bunlar1 bilmedigimiz i¢in anlamiyoruz. O zamanlar kendimi ¢ok yetersiz
hissediyorum.

T- Peki, okuma siirecinde anadilin yani Tiirk¢e diigsiinmen, anlayip anlayamama korkun, sdzliik
kullanman, detaylar takilip kalman seni nasil etkiler?
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S- Baya etkiliyor (...) Bilmedigim kelimeler oldugu zaman sikiliyorum (..) okumak istemiyorum
(..) ayrica 6devler var, 6devler yorucu oldugu icin okumak sikici oluyor. (...) Bazen Tiirkce
ye cevirmeye calistyorum ama Ingilizce diisiinmemi engelledigi icin hi¢ faydasi olmuyor.
Ama aligkanlik iste (...) bunu bir tiirlii yenemiyorum.

T- Ingilizce her hangi bir sey okurken, okudugun seyi elinden firlatip atmak istegi duyuyor
musun?

S- Anlamadigim zaman (...) ya da konu beni siktig1 zaman (...) olabilir. Konu ¢ok 6nemli yani
kitabin baglangici benim i¢in ¢cok 6nemli (...) eger sikilirsam kesinlikle okumam. Bir de
uzun, kiiciiciik yazili, icinde resim falan olmayan pargalar ya da kitaplar oldugu zaman hig
okumak istemiyorum (...) okuyacagim varsa da vazgeciyorum.

T- Peki, biitiin bu konustuklarimizin disinda Ingilizce okurken yasadigin negatif seyler, eklemek
istedigin bagka bir sey var m1?

S- Bilinmeyen kelimelerin bir parga icerisinde ¢ok bulunmasi (...) ve cok fazla sozliik
kullanmak zorunda olmak beni ¢ok sikiyor. Birkac kere sozliiksiiz okumaya ¢alistim ama
olmuyor (...) aklim hep o kelimeye takiliyor. (...) bundan baska aklima gelen bir sey yok.

T- Cok tesekkiir 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 kaygisi dedigimiz sey cok farkli. Mesela, bir parcanin ne anlattigini
kavramaniz ve anlamaniz gerekir; yoksa, hi¢ bir sansiniz kalmaz. Ayrica, yeterince kelime ve
kiiltiir hakkinda da bir seyler bilmeniz gerekir. Yani... iyi bir genel kiiltiiriiniiziin olmast sart.”

b. “Genel olarak, Ingilizce de zorlanmiyorum, kendimi ifade edebiliyorum ama okuma icin
digerlerinden farkli bir kaygt duyuyorum, yani biraz daha farkli herkes kendisinden sorumlu.
Her seyi iyice oturtmak gerekli, sanki daha cok beceri gerektiriyor, bu yiizden de reading
diger her seyden daha farkli.

Anxieties Caused by the Personal Factors

a. “Nasil okumam gerektigini bilmiyorum. Tamam bildigim bazi stratejiler var ama is okumaya
gelince onlart bir tiirlii kullanamiyorum. Tek yaptigim kitaptaki stratejileri ezberlemek ama
pratige gelince de oyle seyler hi¢c yokmus gibi davraniyorum.”

b. “Okudugunu tam olarak anlamak neredeyse imkansiz gibi bir sey. Kelimeleri anlamadin mi,
sozliik olayt seni tamamen parcadan kopariyor. Iste o anda sordugum soru: Bu kelimeyi
sozliikten bakacakmuiyum yoksa okumaya devam mi edecegim? O dakikadan itibaren de okumak
icin biitiin istegim tamamen yokoluyor ve iste yine sozliige yeniliyorum.”

c.“Bazen detaylarin icinde kayboldugumu hissediyorum ve geriye dondiigiimde aslinda
okudugum seyden tek kelime bile anlamadigimi goriiyorum.Hal boyle olunca da detaylara
takilmaya basladigim anda biitiin dikkatim dagiliyor.”

d. “Neyle ilgili oldugunu anlayamayacagum diye daha parcayr okumadan endiselenmeye
basliyorum. Swnifta okurken de boyle. Siirekli okudugum parcayr kavrayamamaktan ve
parcayla ilgili sorulart cevaplayamamaktan korkuyorum.”

e. “Benim korkum parcay: anlayamamakla ilgili. Bazen oyle birsey oluyor ki, tek kelime
okumadan ben bunu nasil olsa anlamam diye okumaktan vazgeciyorum. Bunu cok kereler
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yenmeye calistim ama olmuyor iste, tamam bu sefer yapacagim dedigim zamanlarda bile bir
bakmisim okudugum seyi coktan bir kenara birakmisim.”

f. “Bir tiirlii okumaya konsantre olamiyorum. Bir seyi okumaya baslamadan once gayet hevesli
oluyorum ama parcayr goriir gormez okumaktan soguyuveriyorum. O andan itibaren de
kendimi ya baska birgey diisiiniirken ya da yaparken buluyorum, bildigim tek sey bunun
kesinlikle okuma olmadigi.”

g. “Ben de motivasyon sifir. Camim istemiyor iste. Tiirkce okumayr seviyorum ama is
Ingilizce’ye gelince canim istemiyor, istesem de kendimi veremiyorum.”

h. “Okuma becerimin hayatinun sonuna kadar asla gelismeyecegine inaniyorum. Ne kadar
denersem deneyeyim dogru diiriist Ingilizce okuyamayacagum biliyorum. Artik ugrasmanin da
bir anlami yok zaten.”

i. “ Cok iyi Ingilizce okuyabileceSime inanmiyorum, bazi seyler icin artik ¢ok gec diye
diisiiniiyorum. Sorun tamamen ben de. Zaten biraz icine kapanik birisiyim.”

J- “Okumayr sevmiyorum. Cocuklugumdan beri dyle ¢ok okumadigimdan olsa gerek. Hatta surf
Ingilizce icin degil, Tiirkce bile okumayi sevmem.Bu ben ortaokuldayken de boyleydi,
lisedeyken de...Bu saatten sonra da bu aliskanligi edinebilecegimi hi¢c sanmiyorum.”

k. “Onceden Ingilizce okuma ile ¢ok bir problemim yoktu. Ama lisede cok sogudum. Ozellikle
de iiniversiteye hazirlanmirken. Paragraf sorusu c¢ozmekten nefret etmistim. Simdi de bunu
lizerimden atamiyorum. Ingizce kitaplara karsi bir fobi olustu ben de. Bilmiyorum bunu
yenebilecekmiyim ama bu sene anladigim kadariyla yensem iyi olacak.”

“Cok cok iyi okumam lazim. O yiizden, sozliikteki her kelimeyi ezberlemeye calistyorum.
Bence bu c¢ok yararli ciinkii bu dersi en yiiksek notlarla gecmeliyim ve bir parca oniime
geldiginde herseyi anlayabilmeliyim. Baska yolu yok.”

m. “Hatasiz ve iyi anlayarak okumak ¢ok onemli. llerideki planlarimi gerceklestirmek icin
daha iyi olmalryim. Su an okuma icin konusacak olursak ¢ok iyi degilim ama olmam lazim. Bu
yiizden kendimi ¢ok zorluyorum.”

n. “Readingi bir tiirlii sevemedim. Diisiiniiyorum da ne hocamin sinifta bahsettigi stratejileri
kullanabiliyorum, ne de bircok parcayr anlamak icin gerekli genel kiiltiiriim var. Zaten bu
readingi oldum olasi sevmem. Icimden gelmiyor. Soylemeye utaniyorum ama ilk Ingilizce
ogrenmeye basladigimdan beri ka¢ tane kitap okudun diye sorsaniz bir elin bes parmagin
gecmez heralde. Ama bunda hocalarmin sucu yok, sorun bende. Daha birsey okumaya
baslamadan olan oluyor, isteksiz baslayinca da sonunu bir tiirlii getiremiyorum. *

Ancxieties Caused by the Reading Text

a. “ligimi cekmeyen konular hakkinda okumayr sevmiyorum, mesela politika ya da béyle
akademik seyler iceren textleri giriirsem...tiiylerim havaya kalkiyor resmen. Oyle bir okuma
parcasint okumaya bagslar baslamaz biitiin ilgim dagiliyor, yani okumak icin birisinin boynuma
ip atmasi gerek.”
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b. “Eger okudugum sey ilgimi ¢cekiyorsa nasil okudugumu anlamam bile, boyle durumlarda bir
bakmisim kendimi Ingilizceye kaptirmisim, zamann bile nasil gectigini farketmem. Ama eger
hi¢ alakam olmayan konu hakkinda birseyse o zaman okumak iskenceye doniisiiyor kendimi bir
tiirlii veremiyorum.”

c. “ Ingilizce birseyler okurken, bilmedigim kelimelere rastlarsam biitiin hevesim kagtyor.
Devam etmek istesem bile kafam hep o kelimelerde oluyor, boyle olunca da ne okudugumu
unutuyorum”

d. “Beni en ¢ok endiselendiren sey bilmedigim bir kelimenin parcamin genelini kapsamasi.
Yani bir kelime var ve bilmiyorum ama paragrafta o kelimenin etrafinda doniip duruyor. Kesin
bir kenara atiyorum o parcayi.”

e. “Boyle acayip karmasik yapiarmm oldugu ve uzun uzun dallt budakli ciimlelerin oldugu
pargalarla karsilasinca okumaya devam etmek ¢ok zor oluyor. Sonra kendi kendime acaba
Ingilizcem ¢ok mu yetersiz diye sordugum oluyor, haliyle ¢ok iiziiliiyorum.”

f. “Ingilizce okurken bazen éyle yapilarla karsilasiyorum ki resmen bir ciimle bir paragraph.
Bagsini anlasam sonunu kagirtyorum. Hatta 6znesini bile bulamiyorum. Bazen biz anlamayalim
diye boyle yazdiklarim diigiiniiyorum.”

g. “Bazi parcalar cok fazla kiiltiirle ilgili seyler iceriyorlar. Bilmedigim bir kelimeyle
karsilastigumu diisiintip sozliige acip baktigimda ¢ok boyle nasil desem kiiltiirle alakalt bir
anlami oldugunu goriiyorum. Ne oldugunu kafamda canlandiramiyorum bile... Acikcast bana
hicbirsey ifade etmiyor. Bana sorsaniz ben daha kendi kiiltiiriimii bile dogru diiriist bilmiyorum
ki Ingilizlerin kiiltiiriinii nasil bileyim?. Bence ¢ok sacma, boyle parcalart hi¢ canim okumak
istemiyor iste.”

h. “Ingilizce birsey okurken bazen éyle seylerle karsilastyorum ki hayatim boyunca
duymamigim. Ornegin bir keresinde giikran giiniiyle ilgili bir sey okumustum ne demek
istedigini anlayamanugtim hatta onun siikran giiniiyle ilgili oldugu bir arkadasimla konusurken
ortaya ¢tkmusti. Biraz daha Amerikan filmi seyretmem gerek galiba.”

i. “Uzun okuma parcalart goziimii korkutuyor. O anda kendime “Iste yine bayiltict
betimlemeler baglayacak” dedigim ¢ok olmustur. Hal boyle olunca da ozellikle kiiciik yazili o
uzun par¢alari okumaya baslamiyorum bile.”

J. “Uzun pargalarla karsilastigimda ben de anlayamayacakmigim gibi bir his doguyor. Daha
bastan sikilryorum. ...Herhangi bir kitabt elime aldimda ise ilk baktigim sey icinde resim var
mi yok mu. Eger yoksa sikilacakmisim ya da okuyamayacakmisim gibi geliyor hele bir de minik
minik yazilmissa cogu zaman okumaya kalkmiyorum bile.”

Ancxieties Caused by the Reading Course

a. “Bence simdi okugumuz kitap acayip sikici. Hicbir amaca hizmet etmedigini diigtiniiyorum.
Okudugumuz biitiin o parcalar ve stratejiler yeni hicbir sey dgretmiyor. Hatta bu kitap
yiiziinden okumaktan tamamen sogudugumu bile soyleyebilirim.”
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b. “Diin iist swmiflardan arkadaslarim bana sen reading dersinden neler ogrendin diye
sordular. Tabiiki benim cevabim ‘hi¢cbir sey’. Dha ¢ok reading dersinde birseyler dgrenilecek
ama bizim super (!) kitabimiz bir reklam konusudur gidiyor...artik tiksinir hale geldim. Kitabin
hicbirsey dgretmemesi de cabasi.”

c. “Bu sinifta agzimdan yanlis birseyler cikmast fikri bile beni korkutuyor, yani suftaki bazi
arkadaslar ¢cok hizli okuyorlar ve digerlerini beklemek istemiyorlar. Boyle bir ortamda icimden
hi¢ okumak gelmiyor.”

d. “Swumftaki havayi hi¢ sevmiyorum. Lisedeyken ben Ingilizce ile ilgili herseye katilan
biriydim,bu sinifta resmen pasif birisi oldum. Evet onlar gibi cok hizli okuyamiyorum ama
benim gibi bircok kisiye yazik oluyor.”

e. “Okumayt severim ama birinin beni okumak icin zorlamast hic hosuma gitmiyor. Kendi
istedigim bir dergiyi ya da kitabi okurken tamam da is reading dersine gelince tek bir satir bile
okuyasim gelmiyor. Bence okumak zorunlu birsey olmamali.”

[ “ Basimizda bir hoca var ve siirekli hadi bunu okuyun simdi sunu okuyun diyor. Artik ¢cok
stkilmaya basladim. Surf kendim istedigim icin kendi istedigim seyleri okuyamaz miyim?

g. “Bana kalirsa 6gretmenin istekli olmasi ¢cok onemli. Bizim hocamizda ise hicbir istek yada
sevk gormiiyorum dogrusu, bu da beni inamilmaz etkiliyor. Ben niye kendimi okumak icin
kasayim ki?”

h. “Hocamiz bana giiven vermiyor. Ona herhangi birsey sormay:r istemiyorum. Soru
sordugunda da rastgele cevaplar veriyorum. Hocamiz sicak kanli aslinda ama uyusmayan dyle
bir noktamiz var ki; ben acayip aktif bir insanken, hocamiz sanki zorla ders anlatiyormugs gibi
geliyor. Biitiin heyacamm ucup gidiyor yani performans sifirin altinda.”

i. “Siirekli sitnavi diigiinmeden duramiyorum. Swinifta falan bilmedigim bir kelimeye ya da
kavrama rastladigimda kendime acaba sinavda cikarmu ki diye mutlaka soruyorum. Tek
takintim resmen bu.”

j. “Haftaya sinav var ve ben ne yapacagimi bilmiyorum. Ilk simavim cok diisiik. Simavi
diisiinmekten ilk vizeden beri dersi hi¢ takip edemedim, cok korkuyorum. Camim birsey okumak
istemiyor.”

k. “Ogretmenimin olumsuz tavri beni ¢ok etkiliyor. O kadar bezmis duruyor ki onu goriince
benim de icimden okumak gelmiyor. Dersler inanilmaz sikict ve monoton gegiyor. Bir de sinif
icinde bir grup var digerlerini hep elestiriyorlar parcayla ilgili sorular cevaplanirken biri
yanlis soylese ya da yanlis okusa hemen iistiine gidiyorlar hatta bazen dalga geciyorlar. Artik
agzimi bile agmiyorum derste.”





