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ABSTRACT
Being two-ways exchange between two or more interlocutors, the oral skill
involves a face-to-face confrontation between speaker(s) and hearer(s).

The

oral skill inevitably involves a panel of complex affective, cognitive, emotional
and situational variables different from the ones existing in the other skills. In
oral classes, learners are found to exhibit anxiety, a high fear of rejection,
avoidance and similar negative feelings that may result in failure in verbal
performance. The main focus of this study is fallen on the learners’ emotional
states as part of their EFL speaking and learning processes. The present research
aims at exploring the nature of English language speaking and the variables that
account for individual, interrogational and affective differences. Through this
work, we aim to know if low anxiety leads to a better learning, i.e whether
high/low anxiety is a good predictor or inhibitor of oral proficiency and
communicative skills. For this purpose, we have carried out an investigation
through a student-self-completion scale.

Anxiety is a composite variable

consisting of uncertainty and insecurity as a reaction of being called on without
hand-raising, and embarrassment in speaking English in a classroom situation.
This

classroom

personality

is

related

to

achievement

in

oral-aural

comprehension and expression. The results obtained revealed that high-anxious
students have their own preferences and learning styles and that they would feel
more at ease if given more attention, time and moral support from the teacher’s
part to overcome their unfounded beliefs and fears in a classroom interaction.
Our sight has been directed towards this variable of a vital importance together
with other co-existing sub-variables (motivation, attitudes, self-esteem…)
through which the students “filter” their English learning and speaking.
Throughout the present study, link was established between success in language
learning and the approach used in language teaching, in particular between
communicative approach and oral outcomes of third-year Annaba University
students majoring in English.
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Even the drop-out case still wants to learn.
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RÉSUMÉ
Notre étude vise à examiner les facteurs affectant l’apprentissage de l’Anglais
comme langue étrangère avec une référence spécifique sur l’anxiété langagière –
phénomènes perturbateurs – parmi les étudiants de troisième année à l’université
d’Annaba. Les sources, effets négatifs et positifs, ainsi que les stratégies d’intervention
pour contrôler et gérer à bien ce gendre d’anxiété n’ont pas été négligés. Les facteurs
affectifs ont été étudiés à travers cette recherche afin de pouvoir ramener une amélioration
considérable aux étudiants d’anglais, au processus d’apprentissage ainsi qu’à ses
productions plutôt verbales et leur évolution en situation de classe. Les différences
individuelles devant une connaissance pour tous ont souvent été insaisissables par les
enseignants de langues étrangères. Le rôle de l’enseignant et la manière dont il contrôle/
gère les problèmes d’anxiété des étudiants sont mis en valeur. Un questionnaire a été
confectionné et distribué à soixante-quatre étudiants de 3ème année licence d’Anglais afin
de détecter leurs troubles et manifestations psychologiques surtout l’anxiété souvent
aliénante à la compréhension et l’expression orale. L’anxiété est un facteur majeur
contribuant au succès comme à l’échec des apprenants suivant si elle est positive ou
négative. Le rôle indispensable de l’enseignant et de l’apprenant à gérer cette anxiété et en
faire un atout plutôt qu’un obstacle, sont d’une importance vitale dans l’allégement des
contraintes individuelles et pédagogiques.

ُمــلَــخــص

تهدف دراستنا هذه إلى فحص العوامل المؤثرة على تعليم اإلنجليزية كلغة أجنبية
عند طالب السنة الثالثة في جامعة عنابة آخذين في ذلك مرجعا خاصا وهو القلق اللغوي
الذي يشكل ظاهرة اضطراب .كما ندرس المصادر وكل من التأثيرات السلبية واإليجابية
وكذلك إستراتيجيات التدخل لمراقبة وتسيير هذا النوع من القلق.
في هذا البحث قد تمت دراسة العوامل النفسية حتى يتسنى لنا خلق تحسن معتبر للطالب
وآللية التعليم وانتاجاته اللفظية وتطورها في القسم.
عادة ما تكون الفروق الفردية في المعرفة غير مفهومة من قبل مدرسي اللغة األجنبية.
وهنا تكمن أهمية ودور المدرس وطريقته في مراقبة مشاكل القلق الذي يشهده الطالب.
لقد أعدت استمارة في هذا النطاق وجهت إلى أربعة وستون طالبا للتوصل إلى معرفة
االضطرابات والظواهر النفسية التي يولدها القلق والتي يؤثر بها على الفهم والتعبير
الشفوي.
إن القلق عامل أساسي يتوقف عليه نجاح أو فشل المتعلمين حيث يؤثر سلبيا أو إيجابيا.
إن الدور الضروري والحيوي لكل من المدرس والمتعلم هو معرفة كيفية التحكم في هذا
القلق وجعله ميزة وحافز عوضا من عائق وبذلك نتمكن من تخفيف الضغوطات الفردية
والبيداغوجية ونتوصل إلى تعليم تكون فيه النتائج ملموسة أكثر.
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Introduction
The oral skill inevitably involves a panel of complex affective,
cognitive, emotional and situational variables different from the ones existing
in the other skills. Being two-ways exchange between two or more
interlocutors, the oral skill involves a face-to-face confrontation between the
speaker(s) and the hearer(s). Learners are found to exhibit classroom anxiety,
a high fear of rejection, avoidance and similar negative feelings that may be
related to failure and so obstruct their success in their English as a Foreign
Language (EFL) verbal performance. Anxiety is a composite variable
consisting of uncertainty and insecurity in hand-raising, reaction of being
called on without hand-raising, and embarrassment in speaking English in a
classroom situation. This insecurity might be doubled by the learner’s noncontrol of the foreign language, or else by the fact of facing the teacher a very
competent, knowledgeable person having a full mastery of English. This
“overall classroom personality” as named by Naiman et al (1978) is related to
achievement in oral – aural comprehension and expression.
Anxiety is the individual’s feeling of tension, apprehension,
nervousness, and worry associated with an arousal of the autonomicnervous
system(Spielberger, 1983).In the present study, this type of anxiety is limited
to one specific learning situation, the one of English as foreign language in an
oral classroom context. Therefore, it falls under “specific anxiety reaction” as
psychologists termed it to differentiate between general anxieties in a variety
of situations from specific anxiety reaction in one given situation.
When the learner is considered as an equal partner with the teacher in
the classroom discourse assigned the main position, a respect, an importance
in class through teacher’s adaptation of feedback and interpersonal positive
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feelings, the classroom becomes a place of sharing, a place of joy where most
negative emotional, affective and personal troubles can be abolished.

1. Statement of the Problem
Our problem was initially posited in terms of accounting for a number
of perplexing phenomena that have been observed in adult EFL verbal
performance in Algerian University classroom situations. Then, our attention
was captured by the anxiety parameter that affects most of EFL learners who
find it extremely difficult and embarrassing to engage in a classroom verbal
exchange. English is a fourth language for learners whose first language is
Algerian Arabic. Then Modern Arabic and French are learnt in
schools.English is a fifth language for those whose native language is a
variety ofBerber language and Algerian Arabic. Modern Arabic and French
are means of instruction in schools.So, English is the fourth – sometimes the
fifth – language, in order of learning for Algerian University learners who
find it very hard and threatening to face a classroom EFL verbal
communication because of their fear to speak in public, their fear to be “dull–
judged” related to their insufficient knowledge of English.
English language teachers often complain of low achievements, low
score and linguistic inadequacies in oral performance either in their normal
daily classroom sessions or during examination sessions.If English language
teachers often complain about students’ low achievements, low scores,
linguistic inadequacies in oral performance, students also complain about
their teachers’ inappropriate attitudes, verbal or non-verbal, towards them
when they fail to perform well orally.
The oral EFL classroomenvironmentwith all its unforeseen changes and
events constitute an intense source of anxiety and distress to the EFL learners
of English. It is a source of risk and danger that cannot easily be defined or
2

named. Some learners do their best to protect themselves and so remain alert
and watchful to their linguistic mistakes. They find themselves in a “qui vive
situation”. However, like other students of their age, they dream of exploring
the mysteries of sharing in a spontaneous English communicative act. They
struggle very hard to engage in an oral communication activity. With the help
of the teacher, the peers and a lot of optimism and courage, all of the
classroom members including the most anxious ones end up in a true EFL
communication.
But amazingly enough, the task of teaching oral English (or written
English) becomes increasingly difficult, hopeless if not utopia when the
teacher is faced with thirty-six students per class, with mixed ability and no
streaming at all. This would involve teaching a class of mixed-abilities,
multiple individual psychological differences per class to be geared by the
same level of instruction under the same conditions towards the same goals.
Such teaching conditions, source of stress and anxiety, leave no place if at all
to the individual differences to be accounted for by the EFL teacher as well as
by the institution itself.
What remains to be undertaken to bring a remedial decision to this
situation? One would suggest that conditions need to be reshaped and
reorganized for a better teaching / learning and well being.
Some of the reasons to our topic selection are the bitter complaints
usually uttered by university students about their English language learning
difficulties. Such difficulties and complaints can be framed in the following
statements:
 “I think I have a certain type of mental block- “a wall” I am unable to
learn English”.
3

 “When I am in my English class I just go dry” “je sèche” “as Sahara
desert”. “When my teacher calls on me, my mind becomes empty - I
cow”. The word –cow- is used as a verb to mean: I behave in a cow
way (an expression from dialectal Algerian Arabic).
 “I feel like my English teacher is “bombarding” me. “It’s poisonous”.


“I don’t like when s/he points at me”.

These are some collected claims of students’ personal reactions gathered at
the beginning of third year English Oral Expression module at Annaba
University.Such statements and many others of this type captured our
attention towards a frustrating classroom picture where the learner is a sad
and frustrated “guinea pig” participant, and the teacher in the view of some
learners is but balancing between a “poisoning” and ” a “bombarding”
teaching behaviour.However, most teachers of EFL seem too familiar to such
claims up to the “negligence” and the annihilation points.
Many people claim to have a mental block against learning to use a FL
orally, although these same persons may be good learners at writing for
instance, strongly motivated and do have a positive attitude towards target
language speakers. What, then, prevents them from achieving their desired
goal?
The students’ failure to participate and reach good scores might be due
to

their

excessive

self-consciousness

of

their

personal

linguistic,

paralinguistic, cultural and behavioural inadequacies which are nonnormative and non -native-like that they may display during English oral
expression classroom sessions. It is felt that low classroom anxiety learners
perform better in oral classroom contexts. This situation together with the oral
exchange itself as an artificial non-native setting is in itself a complex knot
involving an entire gamut of dependent and independent variables affecting
4

the learners’ oral outcomes. It is an anxiety- leading situation that can neither
be avoided nor neglected, but requires understanding and investigation.

2. Aim of the Study
The main aim of this research has fallen on the learners’ emotional
states, namely anxiety as part of their learning process or what Krashen calls
“Affictive Filter Hypothesis” (1990).The affective variables usually include
motives/motivation, needs, and attitudes.
In combination with attitudes and motivation – already focused upon in
an earlier study (Khaloufi, 1983) – anxiety affects what the learner admits for
further foreign language processing. Anxiety effects on the learners’
achievements in EFL University oral classroom situation have strikingly
drawn our attention. Our sight has been directed towards this variable of a
paramount importance together with other co-existing sub-variables through
which the learners filter their English language learning.
The study will tackle some of the resulting pedagogical implications to
help EFL learners minimise their anxiety states in oral classroom sessions
context and maximise their mental relaxation, self comfort, self-confidence
and self-efficacy. The paradox in Second/Foreign Language (S/FL) studies is
that they have neither adequately and precisely defined foreign language
anxiety nor described its specific effects on Foreign Language learning (FLL).
This doctoral research is an attempt to fill this gap by emphatically
pinpointing at EFL anxiety as a conceptually distinct aspect. It is also an
attempt to describe and so interpret anxiety within its existing theoretical and
empirical studies on specific anxiety reactions. In a nutshell, how learners
behave, react, and think in various learning/ teaching classroom situations.

5

3. Research Questions
Our research questions aimes is to find out whether anxiety
pressures really affect the learners’ oral performance. In so doing, we attempt
to answer two questions:
1) What are the physical and the psychological symptoms that help
us as a teacher – researcher in depicting the anxious learner from
a less anxious one?
2) What are the anxiety-leading causes in aural-oral learning
process? In fact, this is the most appropriate question in our
research because it highlights the importance of reasons behind
anxiety appearance.
The main assumption is that adult learners may have an anxiety
reaction which impedes their success in EFL performance in a classroom
context. Another by-product assumption is the importance of teacher
students’ classroom interactions and interrelationships that have long been
neglected by both teachers and the academic institutions as well. For teaching
in Algeria has been almost totally a “dictatorial “ teaching, where the role of
the teacher in front of the institution is just an obedience-role and the one of
the learner in front of his teacher is also an obedience-role that permits no
arguing and no opposing positions.
To crack the nut, the learner has never been acknowledged any role to
play in the design of teacher’s teaching strategies, materials, except to obey
and accept. The teaching session remained a one way operation and remained
so for many years.
All the teaching methodologies, be they Grammar-Translation Method,
classical or modern and even the Communicative Methods have been
designed to ensure efficiency in language lessons. We believe that these
methods fail when it comes to their feasibility in the reality of teacher –
6

students interactions, in the very here and now, time and place of a classroom
situation. Every classroom session is a unique event with its predictabilities
and umpredictabilities, with its unique individuals. One cannot help learners
learn until full acknowledgement of the learner as an equal partner in the
teaching / learning process with his own particularities that can be capsulated
in the following hypothesis:
 Inappropriate teachers’ affective attitudes towards learners’ oral
performances would lead to provoking learners’ anxiety.
 Conflict between affective teachers’ teaching strategies and learners’
learning ones might lead to anxiety.
FL researchers and educationists have long been aware that anxiety is
often linked with language learning and teaching situations. The reason is that
classroom interactions are “highly” structured (Coulthard, 1979); therefore,
the observation instrument should reflect the “highly structured” organisation
of teacher-learners’ interactions. The more highly structured is the
observational tool, the higher is its degree of explicitness.Teachers and
students generally feel bitter about anxiety as a major obstacle to be overcome
in learning when speaking another language.
Several recent approaches to FL teaching such as Community
Language Learning, Suggestopedia, and the Communicative Approaches, are
in many ways explicitly geared at learners’ anxiety reduction to higher
learners’ oral proficiency at their maximal level. But FL research, for a long
time, spent some efforts on curriculum-design, methods, approaches,
techniques, books-design at the expense of the psychic emotional and
affective manifestations to understand the complex learning difficulties
troubling the individuals in a classroom situation. What, then, happens to the

7

learner in his learning “parcours” (procession) that made his language
learning a failure and an anxiety source?
How does the institution manage and help these high -anxiety learners?
How does the teacher adjust his behaviour to maximise their oral classroom
participation and improve their outcomes?
The anxiety variable effects constitute a titanic obstacle to the learners’
oral language performance. We are totally aware that other important factors,
such as motivation, learning rhythm, Intelligence-Quotient, aptitude,
classroom organisation and management can affect the teaching, learning
qualities. One cannot neglect personalitytraits, age, mother-tongue and source
culture that are important sub-variables related to the affective entities. Some
of these variables are not going to be discussed in our research. They can
make research topics on their own. We have deliberately decided to frame the
investigation in these variables affecting FL learning / and teaching: the
anxiety aspect, the motivational aspect and the interpersonal relationships
with learners as they appear in a classroom situation and their impact on the
learners’ linguistic outcomes. This is the reason why we opted for considering
the psychic / affective manifestations troubling language learning in terms of
the relations of the learners with other diverse situational classroom learning /
teaching aspects. We opted for a dynamic perspective to the problem.
These are the issues that have motivated our work. It is a research based
on the beliefs that learners have knowledge, even unconscious, on themselves
as students of a foreign language, and on the learning processes. It is
fundamental to acknowledge this knowledge and their capacity to express it
through their verbal or non verbal behaviours.
This affectivity and knowledge are continually expressed, by words or
by behaviours, therefore, the unavoidable extra-linguistic factors constituted
8

the real obstacles for learners and more particularly adult learners. These
factors are sometimes not related to the methodology used, to the motivation
or intelligence problems, but practically speaking, to the primary school that
has not taken them into consideration, it is high time to assume them. The
Japanese management of zero default – “gérance de zéro defauts” – in school
implies taking in charge all the learners including those who have learning
problems.
On the basis of the assumptions, hypotheses and the problematic
situation of English language education which is the core issue of the learning
process, the idea to scrutinise into Algerian learners in a classroom reality has
germinated and fertilised. The intention is to conduct a thorough study to find
out how we could possibly contribute to clarify our understanding of
Algeria’s language University learner placing him/her in the very heart of the
classroom practices.
4- Methodology
Any solution that does not account for the symptoms and their
treatment will be severely important and unrealistic. If psychoanalysis helps
to deepen our comprehension of the phenomenon itself together with its
underlying unconscious aspect, Psychology and Didactics are two disciplines
that may in their turn contribute to take into account the symptoms. The latter
as well as the effects of this very variable should thus become readily
detectable and describable to those interested in FL learning/teaching. These
aspects are associated with the learner’s mother tongue and source culture that
may well distort their verbal performance when transported to their EFL use
and non verbal behaviour.
The question is not only on detecting the learning difficulties but also on
discerning those related to methodology and classroom management. In fact,
9

how to maintain the information emerging from each discipline to build some
intervention strategies? How to move from a regressive psychoanalytic to a
possessively therapeutic of Psychology and Didactics?
Our research design is based on an interdisciplinary orientation
absorbing

the information

from all

other disciplines, Psychology,

Psychotherapy, Sociolinguistics, Psycholinguistics, Classroom-Discourse
Analysis, Error Analysis, Psycho Pedagogy and Didactics in general.To state
the procedures used and sources investigated for te sake of providing a
literature review special care should be taken to include those absolutely
essential and seminal sources without which our review will smack of
superficiality.

5-Structure of the Thesis
The thesis is divided into general introduction, five chapters; and a
general conclusion.
Chapter One deals with the oral skill; as inevitably involving a panel of
complex affective, cognitive, emotional and situational variables. Great focus
will be on oral communication as a face-to-face interaction between the
teacher and the learners. In an oral classroom situation students are found to
exhibitmany physical and behavioural symptoms that show classroom
anxiety, a high fear of rejection, avoidance and similar negative feelings.The
chapter is also concerned with different anxiety definitions and typology.
Chapter Two is concerned with the review of the literature related to
possible causes and origins of anxiety. The question is not only on detecting
the learning difficulties but also on discerning those related to the EFL
teacher and methodology.
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Chapter Three deals with the foreign language oral classroom scale
(FLOCAS), its objectives, design as well as research methodology, and data
collection procedure.
Chapter four aims to measure the University learners’ anxiety in a classroom
situation. For this purpose Horwitz’ FLCAS has been our basic document
with a readjustment of the scale to the Algerian University classroom context.
A questionnaire has been distributed to measure the students’ anxiety.
Chapter Five includes the educational implications to the classroom teacher
as the main pivot that helps the high anxious lend their oral productions in
classroom situations. Learners may overcome their difficulties so as to
maximise their comfort.
6-Limitation of the study
In no way is our research about testing the learning of oral English. Our
research revealed to be only the first step of a long scientific process and
enterprise, which justifies its pilot character.
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Introduction
Many students claim to have a mental block, a barrier, a real wall
against learning a FL, although they may be excellent learners in other
disciplines, strongly motivated, and hold a positive attitude towards the target
language speakers. What, then, is the main obstacle that impedes their desire
to reach successful language learning?. Furthermore, FL researchers and
theorists like Mac Intyre and Gardner (1993, 1994) have long explained that
some students may have an anxiety reaction which prevents and so delays
their ability to perform successfully in an FL class. They generally feel
strongly that anxiety is a major obstacle to defeat and combat in learning to
speak an FL.

1.1 Foreign Language AnxietyTheoretical Concerns
1.1.1 Definition
Anxiety according to Spielberger (1983) is the subjective feelings of
tension, apprehension, nervousness, worry associated with an arousal of the
autonomic nervous system. Carlson (1987) defined anxiety disorders in
general as:
A psychological disorder is characterized by
tension, overactivity of the autonomic nervous
system, expectation of an impending disaster,
and continuous vigilance for danger (694).
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The same author went on to clarify anxiety reactions as a severe
phobia:
Severe anxiety reactions are often referred to
as a “phobia” which can be defined as an
excessive, unreasonable fear of a particular
class or objects or situations (Carlson,1987:
695).
The term “phobia” is typically used by psychologists when an anxiety
reaction is both specific and severe. Just as in other disciplines like
mathematics (Richardson et al,1980) and science anxieties (Mallow,1981)
that prevent some learners from performing successfully, ELL in classroom
contexts is particularly stressful and anxiotic for many students.
As far as language learning is concerned, anxiety is defined by Gardner
and MacIntyre (1993) as a fear or apprehension occurring when a learner is
expected to perform in SL/FL. Language anxiety occupies a paramount
importance among factors affecting language learning, either in formal
classroom contexts or in public situations. The term Specific Anxiety
Reaction is often used to differentiate between anxiety in a variety of
situations and anxiety in specific situations. Specific Anxiety Reaction in
learning is specifically used to refer to the category of language learning
contexts.
MacIntyre and Gardner (1994) identified two types of anxiety:
 Trait anxiety: defined as the learner’s predisposition for
tension and uneasiness feelings.
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 Situational anxiety: is the one occurring under particular
circumstances that Hadfield (1992) coined as classroom
dynamics to refer to everything taking place in and between
classroom members.
Researchers have dealt with specific anxiety associated with classroom
tasks such as test-taking, communicative activities and other academic
subjects like mathematics or sciences. Thobias dealt with “Overcoming Math
Anxiety” (1978) and Mallow with “Science Anxiety” (1981). Heron (1989)
referred to the feeling of tension as existential anxiety as related to classroom
dynamics. It includes:
a) Acceptance anxiety: as when the learner asks himself: “Will I
be accepted and liked by others?”
b) Orientation anxiety: “Will I grasp what is going on?”
c) Performance anxiety: “Will I be able to learn what I have
come to learn?”
Crookall and Oxford (1991) reported that serious languages anxiety may
cause other related problems with self-esteem, self-confidence and risktaking ability and ultimately hampers proficiency in the L2/FL. Foreign
Language Anxiety (FLA) is a complex psychological construct, difficult to
precisely define, perhaps due to the intricate hierarchy of intervening
variables.
Several approaches to FL teaching such as Community Language
Learning and Suggestopedia are explicitly oriented at reducing learners’
anxiety in classroom contexts. This leads us to think about the anxiety
problem as one to be necessarily tackled as a parallel treatment with
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classroom environment and to identify the setting that may lead the learners
to feel insecure. Therefore, the symptoms and effects of anxiety on language
learning will become obviously identifiable.

1.2 Foreign Language Anxiety Reactions
In the FL classroom context, any teacher can attest that a
disproportionate number of students seem to be struck by illness and other
emergencies just before examination time. Thus, an increasing hopelessness is
exhibited through physical symptoms. One may deal with a crucial question:
how is anxiety manifested in FL students.
1.2.1 Physical Symptoms
According to Horwitz et al. (1986) anxiety includes many symptoms
such as shortness of breath, clammy sweat, irregularities in heartbeats,
dizziness and even faintness. Carlson (1987) describes “anxiety” as disorders
in terms of (i) Anxiety states, and (ii) and Phobic disorders. He adds:
Simple phobias can be explained by classical
conditioning; some experience (usually early in
life) causes a particular object or situation to
become a conditioned aversive stimulus.The
fear associated with this stimulus leads to
escape behaviours, which are reinforced
because they reduce the person’s fear (627).
It is possible that the escape, withdrawal, task-avoidance defence
against panic and anxiety occur in an FL classroom situation.Social phobia is
described as a fear of being observed and judged by others. In its mildest
form, it involves a fear of speaking in public. The students are found to blush
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and become highly embarrassed, tense and anxious. They feel fearful,
depressed, and unhappy. They find that FL classroom they are faced with, to
be a stressful situation. They feel frustrated, needlessly insecure and become
desperate. Some teachers considered the nature of such behaviours to be
inexplicable. Some other physical manifestations are: “tears” (before oral test)
“foot-tapping”, “desk-drumming”, get “tense”, “I get red”, “I turtle in my
chair”, “hide from the teacher”. Hiding from the teacher is a common
manifestation of anxiety.
1.2.2 Clinical Experience
Horwitz et al. (1986) reportedthat clinical experience with FL students
in university classes at the Learning Skills Centre at the University of Texas
at Austin suggested several dissociate problems caused by anxiety and
illustrated the interference of problems with language learning. In fact,
anxiety centres on two basic tasks in Foreign Language Learning (FLL):
Listening and Speaking.
Students reported that they comfortably respond to a drill and deliver a
prepared speech in an FL class with no problem, find tremendous problems in
delivering a non-prepared speech/on the spot speech. They tended to “freeze”
in a role-play situation for instance. Some other students complained of
difficulties in sounds and structures’ discrimination of a Target Language
(TL) message. Another adult learner claimed to hear only a “loud buzz”
whenever the teacher talks in the FL. Anxious learners may find it difficult to
grasp the meaning of an FL message.
When faced with test-taking situations anxious students may be
“petrified” in that test, “losing patience” and “becoming angry”. They become
forgetful about a grammar point although they knew it.The problem may also
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occur in careless errorful papers at the spelling and syntactic levels although
the learners knew the correct answer. This is due to their nervousness
generated by the constraints and threatening exam atmosphere and
circumstances.Horwitz (1990) explains: “If the student realizes s/he is making
preventable errors during the test, anxiety and errors may escalate” (18).
Overstudying is a related phenomenon where the student uses it as a
compensatory resort to his/her errorful productions so as to overcome his/her
frustration and aim at a grades’ improvement. This type of tension and
frustration evolves because of the students’ wrong belief that nothing should
be said in the FL unless it can be correctly produced and that the guessing of
the meaning of unknown words is but rejected and non-welcomed
process.However, a common element in oral classroom performance is that
learners are expected to communicate in the FL even before fluency
attainment. Savignon (1972, 1991) emphasises the crucial importance of
spontaneous conversation for communicative competence purposes.
After all, even excellent students make mistakes and need to guess
more than occasionally. Pit Corder (1981) says: “We can’t learn without
goofing”.
1.2.3 Krashen’s Affective Filter and Anxiety
Krashen (1988) stresses meaning extraction and comprehension from
Second Language Acquisition messages(SLA)- to use his terminology - as the
primary process in L2 development. He also considers anxiety as an element
contributing to the affective filter. It makes the individual unreceptive to
language input. It becomes a mental block that inhibits the learners to “pickup” the TL messages, and to use any L2 fluency they acquired. Krashen
(1985a, 1985b) maintained that anxiety inhibits the learner’s ability to process
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incoming language and short-circuits the process of acquisition. An
interaction is often found among anxiety, task difficulty, and ability which
interfere at the output level. If anxiety impairs cognitive function, students
who are anxious may learn less, and also may not be able to demonstrate what
they learnt. Therefore, they may experience even more failure, shyness,
sadness which in turn escalates their anxiety.

1.2.4 Carlson’s Anxiety
Anxiety as defined by Carlson (1987: 617) is a normal reaction to many
stresses of life, and most of us are completely free from it. In fact, anxiety is
undoubtedly useful in causing us to be more alert and to take things seriously.
Anxiety states include:
 Panic disorders
 Phobic disorders
1.2.4.1 Panic Disorders
At this point of our review of the literature, one may raise the following
question: What are the possible causes of panic disorders? Parental influence
may be an important factor in the development of anxiety problem. Anxious
learners tend to come from families where the parents hold up high standard
of accomplishment while simultaneously failing to recognize the actual
achievement of their children. The relation could be the result of either
hereditary or environmental factors. People with panic disorder suffer from
episodic attacks of acute anxiety. It is characterised by periods of unremitting
terror that grip them for variable time lengths, from a few seconds to a few
hours.
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Panic attacks include many physical symptoms, such as shortness of
breath, clammy sweat, heartbeat irregularities, dizziness, faintness and
feelings of unreality. People experiencing panic attacks tend to suffer from
“anticipatory anxiety” because such attacks may occur without apparent
cause; the anxious individual would worry about when the next one might
strike him/her. Sometimes a panic attack that occurs in a particular situation
can lead the person to cause a phobia presumably through classical
conditioning (Carlson, 1987).
Leon (1977) reports that a thirty-eight-year old man suffering from
panic attacks saying that in the midst of it, he developed a feeling of
tightness over his eyes and he could only see object directly in front of him
(tunnel vision). He further stated that he feared that he would not be able to
swallow. In this case, the person has no defence against his/her own
discomfort.
1.2.4.2 Phobic Disorders
Phobias, named after the Greek God Phoebes, who frightened one’s
enemies, are irrational fears of specific objects or situations. Because phobias
can be so specific, clinicians have coined a variety of inventive names (Cf
DSM III p.22, 23). Carlson talks about specific anxiety and confirms that
almost all of us have one or more irrational fears of specific objects or
situations, and it is difficult to draw a line between these fears and phobic
disorders. He goes on to give us the example of someone who is afraid of
spiders but manages to lead a normal life by avoiding getting close to them. It
would seem inappropriate to consider the person as having a mental disorder.
Similarly, many otherwise normal people are afraid of speaking in public. The
same author reserves the term “Phobic disorder” only for people whose fear
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makes their life difficult, i.e. having significant distress because of the
disturbance.

1.2.5 Diagnostic and Statistical Manual III (DSM III)
DSM III is an acronym referring to Diagnostic and Statistical Manual
III presented by the American psychiatric association (commonly used in
North America codas criteria for today) listing the main classification and
explicit criteria for diagnosing mental disorders. However, some parts of the
DSM III classification scheme have been criticised as having been chosen
with an eye to third-party reimbursement such as compensation from
insurance companies and public welfare organisations. DSM III recognizes
three subtypes of phobic disorders out of which we discuss “social phobia”
and “simple phobia” relevant to our investigation. (cf. p. 22-23)
1.2.5.1 Social Phobia
It is an exaggerated fear of, and compelling desire to avoid, a situation
in which the individual -in our case the classroom learner- is exposed to
possible scrutiny by others (teacher and peers) and fears that he or she may
act in a way that will be humiliating or embarrassing in our case fear of
committing errors and making fool of oneself under the scrutinising eyes and
judgement of others.
Carlson (1987) indicates that most people with social phobias are
only mildly impaired. This “impairment” is considered to be mild by Carlson
to become very severe if one takes into account that the learner’s academic
future “is brought into play” because this mild impairment is finalised and
rewarded by a teacher’s grade about the learner’s poor oral examination
performance.
20

1.2.5.2 Simple Phobia
It can probably be explained by classical conditioning; some
experience, usually early in life, causes a particular object or situation
(learning/ teaching/ classroom situation) to become a conditioned aversive
stimulus. The fear associated with this stimulus leads to escape behaviours,
which are reinforced because they reduce the person’s fear (Carlson, 1987).
The escape behaviours appear to be a withdrawal from a painful, stressful
situation or from intolerable guilt, guilt of making constant continual
unpredictable mistakes because the oral situation is in itself an unpredictable
situation. The withdrawal is a defence against panic and anxiety. The pot
pourri (panel) of symptoms included auditory as well as visual and physical
difficulties.
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The DSM-III classification of disorders
•Paranoid
•Undifferentiated
Residual
•Paranoid disorders
Psychotic disorders not elsewhere classified
Affective disorders
Major affective disorders
•Bipolar disorder
Mixed
Manic
Depressed
•Major depression
Other specific affective disorders
•Cyclothymic disorder
•Dysthymic disorder (depressive neurosis)
Atypical affective disorders
Atypical bipolar depression
Atypical depregsion

Axis I: Clinical syndromes
Disorders usually first evident in infancy, childhood, or
adolescence
Mental retardation
Attention deficit disorder
Conduct disorder
Anxiety disorders of childhood or adolescence
Other disorders of infancy, childhood, or adolescence
Eating disorders
Stereotyped movement disorders
Other disorders with physical manifestations
Pervasive developmental disorders
Organic mental disorders Organic brain syndromes
Organic mental disorders whose etiology is listed
Dementias arising in the senium and presenium
Substance-induced organic mental disorders
Organic brain syndromes whose etiology or pathophysiology is . . . [outside the classification system] or is
unknown
Substance use disorders
Schizophrenic disorders
•Disorganized
•Catatonic

Anxiety disorders
Phobic disorders
•Agoraphobia with panic attacks
•Agoraphobia without panic attacks
• Social phobia
•Simple phobia

Statistical Manual III (DSM-III), in Carlson, 1987: 627
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The DSM-III classification of disorders

Anxiety states
•Panic disorder
•Generalized anxiety disorder
•Obsessive-compulsive disorder
Post-traumatic stress disorder
Acute
Chronic or delayed
Somatoform disorders
•Somatization disorder
•Conversion disorder
Psychogenic pain disorder •Hypochondriasis
Atypical somatoform disorder
Dissociative disorders
•Psychogenic amnesia
•Psychogenic fugue
•Multiple personality
Depersonalization disorder
Atypical dissociative disorder
Psychosexual disorders
Gender identity disorders
Paraphilias

Psychosexual dysfunctions
Other psychosexual disorders

Factitious [fictitious] disorders
Disorders of impulse control not elsewhere classified
Adjustment disorder
Psychological factors affecting physical condition
Conditions not attributable to a mental disorder that are a focus of attention or
treatment
Axis II: Specific developmental disorders and personality disorders
Specific developmental disorders
Developmental reading disorder
Developmental arithmetic disorder
Developmental language disorder
Developmental articulation disorder
Personality disorder
Paranoid personality disorder
Schizoid personality disorder
Schizotypical personality disorder
Histrionic personality disorder
Narcissistic personality disorder
•Antisocial personality disorder
Borderline personality disorder
Avoidant personality disorder
Dependent personality disorder
Compulsive personality disorder
Passive-aggressive personality disorder

Statistical Manual III (DSM-III), in Carlson, 1987: 617- 618.
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1.2.6 Phobia: Possible Causes
Panic attacks tend to run in families and first degree relatives i.e. a
person’s parents, children and siblings. “Approximately 20% of the firstdegree relatives of a person with panic disorder also have panic disorder”
(Crowe Pauls, Slymen and Noyes, 1980). Also, twin studies from a higher
concordance rate in monozygotic twins than in dizygotic ones suggest that
heredity is an important factor in anxiety traits transmission.
Explaining phobia through classical conditioning does not fully explain
this feature, for phobias can be caused by encounters that produce intense
fears. Unlike anxiety social phobias do not appear to run in families. “People
developing phobias tend to be, from stable families with overprotective
mothers” (Goodwin and Guze, 1984).
Lacey and Lacey (1962, cited in Carlson, 1987) suggest that some
people’s autonomic, nervous systems are particularly reactive to unpleasant
environmental stimuli. This reactivity predisposes them to developing
phobias. In this case the reasons are purely environmental and very relevant to
our classroom environmental factors that need to be geared towards being
very pleasant to enhance the learners’ comfort and offer them opportunities
for positive EFL outcomes.
If we are under stress, we often find ourselves making repetitive
movements, such as drumming our fingers on the table or chewing on a pen
or pencil.These behavioural patterns carried to the extreme may be also
characterised by nail or finger biting (up to bleeding fingers), lip biting,
constant frowning, gazing or blinking,and head scratching. Such behaviours
can be understood in terms of defence mechanisms or devices to occupy the
mind and displace painful thoughts, anxiety and fear generated by the learning
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classroom situation. This strategy is seen in normal behaviour where a person
“psyches himself up” or “fuel” him/herself with positive auto-suggestions
about his/her skill and stamina.
This is also a device of thinking about something else of keeping out
self-defeating doubts and fears. It is an alternative pattern of thought used to
reduce anxiety. They are “counter-behaviours” that prevent the person from
thinking about painful subjects or toward off feelings of guilt and anxiety.

1.2.7 Heritable Component
One may be distressed by the reports of data showing that some anxiety
disorders appear to have a heritable component. Carlson (1987) offers the
following reassurances “Mental disorders are not strongly heritable. At best,
only a tendency toward developing them is inherited” (647).

1.2.8 Distress
Distress is a displeasing affect of a variable intensity unconsciously and
emotionally manifested in subjects expecting something that they cannot
really describe or label. It is a subjective manifestation that cannot be fully
controlled. In a FLL context, the individual finds himself amongst some
cognitive, socio-cultural, and psychological pressures generated by the FLL
process itself. This leads to a tearing and displeasing feeling of discomfort,
restlessness, personal disorientation, anxiety and even social isolation.
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1.3 Psychological Concerns
Learners in an FL classroom situation feel the fear of external
judgement, isolation and lack of control. All these psychological implications
lead to feelings of insecurity.
1.3.1 External Judgement
The role of the teacher in a classroom situation is already a threatening
authority. Teacher is often judgemental, showing approval/disapproval of
learners’ behaviours, participations, language outcomes and most importantly
their errors. Some may make it frank to the student that his/her language is
poor, inadequate and not at the norm level at all; so, implying dullness and
incapacity in the language learning process. Such attitude may guide the
individual to be negatively reinforced. Scholars, like Watson (1930), of the
Stimulus-Response theory demonstrated that negative reinforcement (eye
contact, unfair role distribution and error-correction) be it verbal or nonverbal leads to negative results as far as language learning is concerned.
Extinction is also one of the negative results noticed by Child (1981), if
learners find themselves under non-stimulating and inhibiting circumstances.
In such cases, students receive neither a positive nor a negative reward.
Explicit error-correction of the teacher pointing out particular individuals by
their names carries the message “your language is unacceptable, wrong,
nonsense” a way of debilitating the learners amongst their fellows. However,
these same classmates are also judgemental toward each other. They directly
or indirectly express their approval/disapproval, their impatience, their
manifest mockery on one another.This is a situation that may mean winning
the first place in a competitive race for teacher’s approval and appreciation.
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It becomes crucial to remark that teachers should avoid all negative
reinforcement of all sorts, but to resort to the positive ones. Learners need to
be warned that they are all expected to commit errors, but the common goal is
self-improvement and self-growth, so avoiding teacher’s pets.
1.3.2 Self-Isolation
Isolation feeling may also mean being disregarded, ignored and even
rejected by others. Non-experienced teachers tend to have unfair eye-contact
and inconsistent errors’ treatment, thus, giving more attention to their
“students-pets” with little or no encouragement and involvement of other
class members. The latter feel their presence undesirable and so suffer from a
feeling of isolation and bewilderment resulting from the non-assistance
received by their immediate environment.
1.3.3 Lack of Control
Classroom discourse may seem very inaccessible to the learners who
would fail to prove themselves in a conversation, and so would feel the lack
of control over the situation. As a slow learner, s/he feels “slowness” as
compared to the frequent, adequate and spontaneous answers given by bright
peers who would by any means cooperate with the teacher in task.
The anxious learner is so aware of his/her own language inadequacies, and so
conscious and thoughtful about “how to say things” rather than just “say it”
matter that s/he is sometimes unable to interrupt and disrupt the flow of
someone else’s interaction. Thus, s/he may feel powerless in turn-taking
unless s/he is identified and urged by the teacher to share in the classroomdiscourse.
Teachers ought to encourage anxious learners to participate in the
foreign language classroom. They should be aware of good classroom
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dynamics and apply a humanistic approach to make it easier for adult learners
to take risks in front of their fellow students. Krashen (1986) argues for a
friendly, happy classroom environment in which “learning can be relaxed and
stress-free”.

1.4 Anxiety Effects on Foreign Language Learning
Anxiety has been the focus of many researchers like: Curran and
Stevick (1976), Kleinemann (1977), Scovel (1978), Guiora (1983), Steinberg
and Horwitz (1986) many other scholars have been, for many years, interested
in anxiety as an FLL variable. Curran and Stevick (1976) dealt thoroughly
with the defensive position imposed on the adult learner by most language
teaching methods. Kleinemann (1977) guided some more revealing studies on
the anxiety effects on language learning and concluded that ESL students
having high levels of debilitating anxiety engaged in different types of
grammatical structures than did their less anxious peers.
Scovel (1978) assert that researchers have been, for a long time,
confronted to the impossibility of drawing a clear-cut relationship between
anxiety and general FL achievement. He adds that there are inconsistent
results concerning the anxiety measures used and concludes that “it is perhaps
premature to relate anxiety to the global and comprehensive task of language
acquisition” (132). Guiora (1986) argued that the language learning task itself
is a “profoundly unsettling psychological proposition”. He thinks that it is a
direct threat to the learner’s self-concept and world view. Steinberg and
Horwitz (1983) asserted that students experiencing high levels of anxiety
produced less “interpretive”, i.e., more concrete messages than those
experiencing a relaxed condition.
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1.5 McCroskey’s View
FL anxiety concerns performance evaluation within an academic and
social context. It is, therefore, crucial to draw parallels between it and three
related performance anxieties, as stated by McCroskey (1977: 78-96):
 Communication apprehension
 Test anxiety (Gordon and Sarason, 1955 and 1980)
 Fear of negative evaluation.
1.5.1 Communication Apprehension
According to McCroskey (1977) communication apprehension is a type
of shyness characterised by fear of anxiety about communicating with people.
It implies the difficulty to speak in dyads or groups as in oral communication
anxiety or in public or “stage fright”. It also concerns the difficulty in
listening to a spoken message also referred to as “receiver anxiety”. These are
all manifestations of communication apprehension. Authentic communication
in the S/FL is also challenging because of the learners’ immature command of
TL as compared to their mother tongue. Thus, their self-perceptions of
genuiness in presenting themselves to others are also threatened by the limited
vocabulary items that they are expected to command. McCroskey (1984)
asserted that:
In sum, the language learner’s self-esteem is
vulnerable to the awareness that the range of
communicative choices and authenticity is
restricted. The importance of the disparity
between the “true” self as known to the
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language learner and the limited self as can be
presented at any given moment in the foreign
language would seem to distinguish foreign
language anxiety from other academic anxieties
such as those associated with mathematics or
science (128).
1.5.2 Test-Anxiety
Test- anxiety refers to a type of performance anxiety resulting from a
fear of failure (Gordon and Sarason,1955 and 1980). Test-anxious learners
often set in high norms and unrealistic demands on themselves that anything
less than a perfect test performance is a failure. They are too idealists and
perfectionists in their requirements on themselves.
1.5.3 Fear of Negative Evaluation
This type of anxiety has been defined by Watson and Friend (1969) as
apprehension of others’ evaluations of their FL performance. This leads the
students to avoidance of evaluative situations, because they have a prejudgement that others would evaluate them negatively. This type of anxiety is
broader than test- anxiety because it is not limited to test-taking; rather, it
occurs in any social evaluative situation as in job interviews or oral
communication language classroom contexts. Unlike other academic
disciplines, the FL context is the one that requires a continual evaluation from
the part of the teacher who would, as the only fluent speaker, scrutinise all the
bits and pieces in the learners’ productions and so highlight their language
inadequacies.
Adult learners may also be very sensitive to their peers’ evaluation be it
real or fictitious. Because individual
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communication attempts

are

compulsorily evaluated; S/FL communication entails risk taking and is by
result necessarily problematic. The learner is constantly faced with
challenging complex non-spontaneous mental operations that are necessarily
required in a communicative act. Therefore, the challenge is also one for his
self-concept as a competent communicator. This situation leads him to
problem or risk taking avoidance, self-consciousness, fear or even panic.

1.6 Foreign Language Anxiety Measurement
Gardner, Clement, Smythe, and Smythe (1976) developed an anxiety
measurement in a French as an FL class as part of their test battery on
attitudes and Motivation. They found that there were small negative
correlations (ranging from r = -13 to r = -43) between this scale and four
measures of achievement related to aural comprehension, oral production,
final grade and a composite of three other sub-scales of the Canadian
Achievement Test in French (Gardner, et al,1976).

1.7

Horwitz

Foreign

Language

Classroom Anxiety

Scale(FLCAS)
Subjects studied by Horwitz (1984) reported their “freezing” in class,
their queuing up behind the door trying to gather enough courage to enter the
test room, and going blank prior to test-taking. They also described their
tenseness, trembling, perspiring, palpitations and sleep disturbances. The
same author assumed that FLA is a phenomenon related to distinguishable
issue from other specific anxieties.
The FLCAS is an abbreviation used by Horwitz (1986) to refer to the
Foreign Language Classroom Anxiety Scale developed at the Foreign
Language Center -University of Texas at Austin. She designed the FLCAS
31

shown in Table I to examine the scope and severity of foreign language
anxiety on seventy-five university students from four introductory Spanish
classes. Thirty-nine of respondents were males and thirty-six were females
ranging in age from eighteen to twenty-seven. The items presented in Table I
are reflective of communication apprehension, test-anxiety, and fear of
negative evaluation in the foreign language classroom.
TABLE I: FLCAS
Items with Percentages of Students Selecting Each Alternative
HORWITZ (1986)
SA

A

N

D

SD

1. I never feel quite sure of myself when I am speaking in my foreign language class.
11
51
17
20
1
2. I don’t worry about making mistakes in language class.
11
23
l

53

3. I tremble when I know that I'm going to be called on in language class.
5
16
31
29

12
19

4. It frightens me when I don't understand what the teacher is saying in the foreign
language.
8
27
29
20
16
5. It wouldn't bother me at all to take more foreign Language Class.
l5
47
12
16

11

6. During language class, I find myself thinking about things that have nothing to do with
the course.
7
19
31
32
12
7. I keep thinking that the other students are better at languages than I am.
13
25
20
28

13

8. I am usually at ease during tests in my language class.
5
35
19

21

20

9. I start to panic when I have to speak without preparation in language class.
12
37
19
28
10. I worry about the consequences of failing my foreign language class.
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4

25

17

12

29

16

11. I don't understand why some people get so upset over foreign language classes.
5
17
36
37
4
12. In language class, I can get so nervous I forget things I know.
9
48
11
25

7

13. It embarrasses me to volunteer answers in my language class.
0
9
19
57

15

14. I would not be nervous speaking the foreign language with native speakers.
5
12
17
51

15

15. I get upset when I don't understand what the teacher is correcting.
l
31
28
37

3

l6. Even if I am well prepared for language class. I feel anxious about it.
5
37
17
24

16

17. I often feel like not going to my language class.
19
28
19

23

12

18. I feel confident when I speak in the foreign language class.
1
28
24
43

4

19. I am afraid that my language teacher is ready to correct every mistake I make.
0
15
31
40
15
20. I can feel my heart pounding when I'm going to be called on in language class.
5
27
19
37
12
21. The more I study for a language test, the more confused I get.
4
12
8
48

28

22. I don’t Feel pressure to prepare very well for language class.
3
12
19
44

23

23. I always feel that the other students speak the foreign language better than I do.
12
19
25
31
13
24. I feel very self-conscious about speaking the foreign language in front of other
students.
7
3
25
19
47
25. Language class moves so quickly that I worry about getting left behind.
16
43
11
28
26. I feel more tense and nervous in my language class than in my other classes.
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3

13

25

19

31

12

27. I get nervous and confused when I am speaking in my language class.
5
28
28
31

8

28. When I'm on my way to language class, I feel very sure and relaxed.
3
27
40
24

4

29. I get nervous when I don't understand every word the language teacher says.
3
24
24
43

7

30. I feel overwhelmed by the number of rules I have to learn to speak a foreign language.
9
25
32
32
1
31. I am afraid that the other students will laugh at me when I speak the foreign language.
3
7
20
53
17
32. I would probably feel comfortable around native speakers of the foreign language.
5
23
20
41
11
33. I get nervous when the language teacher asks questions which I haven't prepared in
advance.
5
44
17
31
3
SA= strongly agree; A= agree; N= neither agree nor disagree; D = disagree; SD = strongly
disagree.
Data in this table are rounded to the nearest whole number.
Percentages may not add to 100 due to rounding.

Some students’ responses supported that FLA is a distinct set of belief,
perceptions and feeling to FL classroom learning and not simply a composite
of other anxieties. In fact the results do not show exactly the precise
repercussions of other anxieties on FL achievements for individual reactions
can vary widely (Horwitz, 1991: 22). Some anxious students adopt the
avoidance of FLcourses. The ones of moderate anxiety may postpone doing
their homework and avoid speaking in class, and often hide in the back row.
Horwitz’1986 findings indicate that anxiety has detrimental effects on
students’ communicative strategies in language classroom situations. The
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more anxious the students are, the more there is an avoidance of difficult or
personal TL messages.
The results demonstrate also that students with debilitating anxiety in
the FL classroom setting can be identified and that they share a number of
characteristics in common.

1.8 FLCAS Summary
All percentages in Table I refer to the number of students who Agreed
or Strongly Agreed, or Disagreed or Strongly Disagreed with statements’
indicators of FLA. Percentages are rounded to the nearest whole number.
Results of this scale show that students who test high on anxiety, report
that they are afraid to use Spanish in the classroom context. They endorse
FLCAS items indicative of speech anxiety such as “I start to panic when I
have to speak without preparation in language class” (statement 9) 49%; “I
get nervous and confused when I am speaking in my language class”
(statement 27) 33%; “I feel very self-conscious about speaking the foreign
language in front of other students” (statement 24) 28%. The high anxious
respondents rejected statements like “I feel confident when I speak in foreign
language class” (statement 18) 47%. The fact that anxious students fear they
will not understand all language input is also consistent with communication
apprehension. Students representing 35% agreed with item 4 “it frightens me
when I don’t understand what the teacher is saying in the FL”; and 27%
agreed with item 29 “I get nervous when I don’t understand every word the
foreign language teacher says”.
According to Horwitz (1991:22) “Anxious students believe that in
order to have any chance of comprehending the target language message they
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must understand every word that is spoken”. 38% of the students agreed with
item 7 “I keep thinking that other students are better at languages than I am”,
and 31% agreed with 23 “I always feel that the other students speak the
foreign language better than I do” and 59% overtly agreed with number 25
“Language class moves so quickly, I worry about getting left behind”; and
only 9% answered number 13“It embarrasses me to volunteer answers in my
language class”. Also 10% (statement31) replied “I am afraid that the other
students will laugh at me when I speak the foreign language”. “Thus they may
skip class, overstudy, or seek refuge in the last row in an effort to avoid the
humiliation or embarrassment of being called on to speak”.
Anxious students are afraid to make mistakes in their foreign language
class and 15% of them endorsed item 19 “I am afraid that my language
teacher is ready to correct every mistake I make”. Also, 65% disagree with
number 2 “I don’t worry about making mistakes in language class”. These
students seem to feel constantly tested and to perceive every correction as a
failure”.

34% of the respondents agreed with statement 30 “I feel

overwhelmed by the number of rules I have to learn to speak a foreign
language”; and 38% supported item 26 “I feel more tense and nervous in my
language class than in my other classes”.
Considering the results of these last two items, Horwitz insisted that
they can only lend further support to the view that FLA is a distinct test of
beliefs, perceptions and feelings in response to the FLL classroom situation
and not merely a composite of other anxieties. The latter item, as reported by
Horwitz, is found to be the single best discriminator of anxiety on the FLCAS
as measured by its correlation with the total score. These results suggest that
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anxious students feel uniquely unable to deal with the task of language
learning.
In general, Horwitz’ findings suggest that significant FLA is
experienced by many students-participants in response to at least some
aspects of FLL. A majority of the statements of FLA, nineteen of thirty-three
items were supported by a third or more of the students-respondents, and
seven items were supported by over half the students.
These results according to Horwitz, when considered in the light of the
number of students who expressed a need for a student language support
group, imply that anxious students are common in foreign language
classrooms, especially in beginning classes at the university level. In sum:
 Anxious students feel a deep self-consciousness using the foreign
language in the presence of other people.
 A strong belief that to comprehend the target language message it is
a must to understand every word uttered.
 Class-avoidance, overstudy, refuge-seeking in the back rows, and
avoidance of being called upon by the teacher.
 Feeling of constantly being tested and failure-perception of every
error corrected.
 Support of foreign language anxiety as a distinct phenomenon from
other types of anxieties.
 Inability to deal with the task of foreign language learning per se.
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 An urgent need for a student-language support and intervention
strategies in a classroom situation.
The results demonstrated that anxious students can be classified
according to the 3 divisions presented by McCroskey (1984).

Table II: Types of Anxiety
McCroskey (1984)
 Students are afraid to speak in the FL.
Communication

 Get nervous and confused.

apprehension

 Don’t feel confident when speaking in FL class.
 Feel a deep self-consciousness to risk reveal
themselves by speaking the FL in front of other
classmates.

Fear of negative

 Fear they will not grasp all language input

evaluation

 Fear being less competent than other students or being
negatively evaluated by them.
 Fear of making mistakes in the FL.

Test Anxiety

 Feel constantly tested and do perceive correction as a
failure.

38

1.8.1 FLCAS Application
Tobias (1978) has dealt with “Math Anxiety”; Mallow (1981) with
“science anxiety”; Scovel (1978) with “the Effects of Affect” and a “Review
of the Anxiety Literature”; Kleinmann (1977) with “Avoidance Behaviour in
Adult Second Language Learning”. Concerning FLL anxiety, only the
research by Gardner (1979) utilized a language anxiety measure but it was
restricted to French classroom anxiety as part of a test battery on attitudes and
motivation.
Horwitz has been the first pioneer scrutinizing the subtle effects of
anxiety on FLL in an article published in 1984 entitled “What ESL students
believe about language learning”. The author established “Foreign Language
Classroom Anxiety Scale (FLCAS)” (1986) that will be revised and applied to
the Algerian University learners majoring in English as a foreign language
and more precisely aiming at measuring the anxiety effects on English oral
outcomes in a classroom situation, a virgin but fertile topic for practitioners
who have had ample experience with anxious learners.
A wide reference will be made to the work of Young-Florida
University (Gainesville) – which attempted to identify “The Relationship
between Anxiety and Foreign Language Oral Proficiency Ratings” (1986). Its
central question was whether or not oral interview performance is affected by
anxiety. It considered more exactly the Oral Proficiency Interview (OPI)
developed by the American Council on the Teaching of Foreign Language
(ACTFL) designed to assess an individual’s oral proficiency on the basis of
face to face structured conversation. The OPI was an unofficial test meant to
become an official one for prospective foreign language teachers in Texas
after that time.
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1.8.2 FLCAS Adaptation
In our revision to the FLCAS, we can stress the fact that the words
“foreign language” used in the scale are to be changed to “oral English
expression or oral proficiency performance” to meet the objectives of our
measurement and also for preciseness purposes. Horwitz (H henceforth) item
2 has been reworded as in 2 in (Foreign Language Oral Classroom Anxiety
Scale) FLOCAS; item 3 in H reworded as in 33; items 7 and 24 in H have
been combined and reworded in 9 so as to avoid repetition; item 12 has been
reworded in 15; it is felt that there is a necessity to add “that” to clarify it
because of nervousness one may forget things one knows or what to say
exactly and so avoid the vagueness of “because of one’s forgetfulness, one
becomes nervous”.
Statement 4 in H has been reproduced in the same scale under n°29 to
specify the students’ nervousness facing new vocabulary in the foreign
language that they don’t know at all and so feel insecure and scared from the
“unpredictable”, from the “vague” facing fuzziness and “buzzing” in a foreign
language situation. The reason is that they constantly presume that in order to
be able to understand English, one needs to understand bits and pieces of it;
otherwise one would miss the flow of the conversation and so miss interest in
the topic as well as their self-confidence together with the auditor’s interest.
Items 4 and 29 in H have been combined in 5 in this study with the
emphasis of keeping the expression “every word” for this part is of a great
relevance to our topic and has been widely scrutinised in an article“Mother
Tongue Use in a Foreign Language Classroom Situation” (A.Khaloufi 2006).
Item 14 in H is repeated in the same scale as item 32 and represented in
10 in our scale. Statement 17 in H has been reworded in 31 as “I often feel
40

like not willing to go to my English language classes” so as to discern
laziness and power of apprehension on anxious learners. Number 24 in H has
been reworded in the following way in this scale 6 “I feel confident in
speaking English classroom session. I am really optimistic and happy to do it”
to detect confidence in oral English classroom context and its influence on
their optimism and happiness in doing it.
Statement 20 in H has been reworded in 34 to avoid the lexical item
“pounding” that may be unknown to the respondents and the item has been
changed in a way to emphasize the trembling and the cold sweat or “palm
sweat” one of my students said when called on to talk in front of people in a
classroom situation. For these are two physical symptoms very frequent in
public speech situations. Statement 20 is repeated twice in H scale in 3 and
therefore it has been dropped to avoid redundancy. Some statements used to
detect some anxiety aspects in our scale do not follow each other although
share the same objective. This change is purposely undertaken so as to avoid
putting non reliable answers in the tongue of the respondents. For instance, if
the subjects endorse the statement positively, they may necessarily be
influenced by the flow of the next statement and so endorse it positively as a
mechanical response therefore falsifying the results.
Number 24 “I feel very self-conscious about speaking the foreign
language in front of other students” has been reworded in a way to depict
awareness and self-consciousness about time-pressure and others’ judgements
unavoidably present in a face to face oral communication in a classroom
context or outside classroom situations.
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1.8.3 FLCAS Phrasing
Before dealing with FLCAS phrasing as a questioned matter, one needs
primarily to tackle the issue that most adjectives, verbs and nouns in English
have either a positive or negative connotation. Two words may have more or
less the same meaning, yet one may be stated positively and becomes a
compliment, while the other would carry some negative connotations and so
becomes an insult.
Consider the two examples given in a questionnaire design document
“child-like” and “childish” which seem to be virtually identical in meaning.
However, “child-like” is an affectionate term that might be applied to males
and females either young or old, yet the term “childish” bears a negative
judgement and no one wishes to be described as childish.
Also, the terms “best”, “good”, “bad” have very evaluative strong
overtones that would deny the respondents an objective choice to consider the
statements that would include them. In the suggested version of the FLCAS
all these “troublesome” terms have been deliberately avoided and with a great
subtlety so as to cancel out these effects. Another more subtle, but commonly
encountered example can be made with items that have strong negative or
positive overtones, thus pre-leading and statements gearing the subjects
unavoidably to either the positive or the negative as we pre-assume and
prepare it to be in our phrasing. This may be a statement of common place in
some questionnaires for some words are evaluative indicators and the
statements so phrased send signals to the responder that the designer surely
presupposes his/her positive/negative answers and phrases and so should
everyone else. If one considers the FLCAS statements as they are, one would
find that these positive/negative wordings have been of common usage. It is
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very essential, to notify that the researcher has been one of Horwitz’ students
at the University of Texas at Austin in 1990, and the FLCAS has been
thoroughly discussed with its developer. The purpose was to find out which
statements are expressed positively, i.e.-positively leading statements- and
which ones are negatively geared; i.e. negatively leading statements. It was
found that only nine out of thirty-three items were positively stated leaving a
very large pool for the participants to select the negative choices in the
remaining negative statements.
In the revised version, Foreign Language Oral Classroom Scale,
(FLOCAS) the researcher has with great care created a balance between the
“positives” and the “negatives”. The statements have been re-structured in a
way to create equilibrium between the two instances of the FLOCAS, a
tentative but very fertile issue used as building blocks in our investigation.
This task revealed to be extremely difficult, tricky and time-consuming for
the obvious reason that the phenomenon searched is in itself-“negative” the
one of anxiety measurement in an oral EFL classroom situation. This
phenomenon as presented in this study is very versatile and tends to be turned
extremely positive if carefully cared for.
Items

1,3,4,6,7,9,10,12,13,15,16,17,19,20,21,23,24,25,26,27,29,30,31

and 33 are negatively stated and constitute a total of 24. Items
2,5,8,11,14,18,22,28,32 are positive and are of a total of 9. However, special
attention is drawn to n°14 and 20 which are stated positively and negatively at
one go. Item 14: “I would not be nervous speaking the foreign language with
native speakers”, as it stands, one may notice the negation “not” but the
complete statement is to find out something positive in the learner which
implies “I would be at ease (not nervous) (or at least neutral) when speaking
43

the foreign language with native speakers. According to Horwitz it is
considered as a positive item.
Item20 in FLCAS also includes the use of both negative and positive
wordings. As it stands “I can feel my heart pounding when I’m going to be
called on in language class” is all positive with no negation at all. But
Horwitz is searching for a negative aspect in it, the one of “heart- beats”
speed or “drum beats” as described by one of the researcher’s students when
called on by the foreign language teacher. The same remark may be notified
in item 5 inFLCAS: “It wouldn’t bother me at all to take more classes” seems
to be a negative one while in fact it is a positive one. The fact of having 9
positive statements out of 33 posits a real problem. If one considers the
statement “you really feel nervous in your English classes”, one would notice
what is missing: the tag question “don’t you?” to confirm the fact of implying
“do answer negatively: this is what I am expecting you (in fact wanting you)
to reply. It means that we do suggest that he is nervous as if say “yes”.
Therefore, the results may be deeply affected by this phenomenon of putting
the expected hoped answers, at the tip of the pens of the participants, answers
sought for in the hypothesis at the initial steps of Horwitz’ project.
In this version the FLOCAS is stated in a way that for each negative
item there is a positive counterpart although not directly following each other.
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TABLE III: FLCAS with Items
Positively (P) and Negatively (N) Stated
SA

A

N

D

SD

N. 1. I never feel quite sure of myself when I am speaking in my foreign language class.
11
51
17
20
1
P. 2. I don’t worry about making mistakes in language class.
11
23
L

53

N. 3. I tremble when I know that I'm going to be called on in language class.
5
16
31
29

12
19

N. 4. It frightens me when I don't understand what the teacher is saying in the foreign
language.
8
27
29
20
16
P. 5. It wouldn't bother me at all to take more foreign Language Class.
l5
47
12
16

11

N. 6. During language class, I find myself thinking about things that have nothing to do
with the course.
7
19
31
32
12
N. 7. I keep thinking that the other students are better at languages than I am.
13
25
20
28

13

P. 8. I am usually at ease during tests in my language class.
5
35
19

21

20

N. 9. I start to panic when I have to speak without preparation in language class.
12
37
19
28
4
N. 10. I worry about the consequences of failing my foreign language class.
25
17
12
29

16

P. 11. I don't understand why some people get so upset over foreign language classes.
5
17
36
37
4
N. 12. In language class, I can get so nervous I forget things I know.
9
48
11
25

7

N. 13. It embarrasses me to volunteer answers in my language class.
0
9
19
57

15

P. 14. I would not be nervous speaking the foreign language with native speakers.
5
12
17
51
15

45

N. 15. I get upset when I don't understand what the teacher is correcting.
l
31
28
37

3

N. l6. Even if I am well prepared for language class. I feel anxious about it.
5
37
17
24

16

N. 17. I often feel like not going to my language class.
19
28
19

23

12

P. 18. I feel confident when I speak in the foreign language class.
1
28
24
43

4

N. 19. I am afraid that my language teacher is ready to correct every mistake I make.
0
15
31
40
15
N. 20. I can feel my heart pounding when I'm going to be called on in language class.
5
27
19
37
12
N. 21. The more I study for a language test, the more confused I get.
4
12
8
48

28

P. 22. I don’t feel pressure to prepare very well for language class.
3
12
19
44

23

N. 23. I always feel that the other students speak the foreign language better than I do.
13
12
19
25
31
N. 24. I feel very self-conscious about speaking the foreign language in front of
other students.
7
3
25
19
47
N.25. Language class moves so quickly that I worry about getting left behind.
16
43
11
28

3

N.26. I feel more tense and nervous in my language class than in my other classes.
13
25
19
31
12
N. 27. I get nervous and confused when I am speaking in my language class.
5
28
28
31

8

P. 28. When I'm on nay way to language class, I feel very sure and relaxed.
3
27
40
24

4

N. 29. I get nervous when I don't understand every word the language teacher says.
3
24
24
43
7
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N. 30. I feel overwhelmed by the number of rules I have to learn to speak a foreign
language.
9
25
32
32
1
N. 31. I am afraid that the other students will laugh at me when I speak the foreign
language.
3
7
20
53
17
P.32. I would probably feel comfortable around native speakers of the foreign language.
5
23
20
41
11
N. 33. I get nervous when the language teacher asks questions which I haven't prepared
in advance.
5
44
17
31
3
SA= strongly agree; A= agree; N= neither agree nor disagree; D = disagree; SD = strongly disagree.
Data in this table are rounded to the nearest whole number.
Percentages may not add to 100 due to rounding.
The positive and negative statements have been added by the researcher.

Conclusion
In the present scale the intention is that the items are indicative of both
communication apprehension, fear of negative evaluation as well as their
positive counterparts self-confidence, security, happiness in auto-evaluation
and in others’ evaluation, risk-taking, be it positive or negative, autonomy,
decision taking, leadership spirit,and self-efficacy aspects.
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Introduction
Classroom contexts are complex, and things do not always go
smoothly. Some learners may meet major and minor language difficulties but
still manage to cope with them. Some other learners find themselves behaving
irrationally, having trouble concentrating on a single topic, and experiencing
anxiety feelings that do not seem appropriate for the classroom situations. The
anxiety problems may be classified as a non-psychotic disorder but may
become so severe that the adult learner cannot cope with the learning
situation. Consequently they either withdraw from it, or seek the help of
others, or are judged “unfit” by their teachers and may fail in their studies.

2.1 Self-defence Mechanism
Some anxious learners may develop defences against real or imagined
threats to their self-concept. They are, in fact, strategies developed by the
anxious learner to help him/her overcome his/her own defects and cope with
demands placed on him/her by teachers. Carlson (1987) gives an example of a
boy who developed a coping behaviour when constantly criticised by an
overbearing, demanding parent that he learnt to be passive and non
responding so that the attacks will cease as soon as possible. The
authorclaims:
This strategy may be adaptive in interactions
with this parent, but it would clearly be
maladaptative if he were to use it too readily
when he was stressed by other social situations
(611).
The behaviour of anxious individuals is usually characterized by
avoidance rather than problem(s) confrontation. They are fearful, depressed,
and generally unhappy. Some anxious learners turn to oversleeping, or
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convenient forgetfulness to avoid having to confront stressful situations. Even
non anxious individuals sometimes use these strategies.
Any teacher can attest that a disproportionate number of students seem
to be best struck by illness and other emergencies just before examination
time. But an anxious learner may adopt communication avoidance in a
classroom situation as a way of finding peace and not facing a “stressful”
situation. Carlson (1987) goes on to add:
Their overdependence on their maladaptive
strategies and the increasing hopelessness of
their situation makes them cling even more
tenaciously to self defeating patterns of
behaviour. Their imagined problems inevitably
produce real ones, and eventually they turn to
someone for help in their despair. (616)

2.2 Ambivalence
Ambivalence may be defined as a psychic disposition of an individual
of exhibiting two clearly opposed feelings towards a given object or situation.
Freud (1957) described this issue as an intra-psychic conflict, a coexistence of
opposed affective tendencies towards the same object leading the individual
to contradictory attitudes and behaviours. These internal conflicts are
expressions of the subjects’ internal demands that are incompatible such as
our representations and our opposed desire of something.
Ambivalence has to do with our will to do something like learning a
L2/FL but at the same time we do not want it. It has to do with the likes and
dislikes at the same time. For some subjects English is an “easy” language
but its mastery is very “difficult”.
Anxiety and the desire for a change co-occur because there is no
change or shift without anxiety. The need is always accompanied with
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uncertainties to shift from the mother tongue to a new language. This situation
involves in fact a shift in power on the target language. The learner feels
powerless as compared to his mastery. Such ambivalence may be apparent or
latent.
The contradictory demands of learning and not learning, acceptance
and rejection of the TL and culture may be expressed in an ill -formed manner
of a manifest individual conflict. These opposed demands may be translated
in the following symptoms: behavioural disorders, learning difficulties,
withdrawal from learning the TL and culture.

2.3 Conformity and Anxiety
Although teachers seem to be the sole acknowledged pace-setters in
establishing a social classroom environment, much of the success or failure of
their attempts is in fact partially determined by their students. For the most
part, the particular group characteristics are likely to interact with teacher
characteristics in shaping the social environment. It is a fully blended mould
of personality, behavioural, and situational variables that each group brings
into play.These student-related variables that are particularly crucial are
conformity, personality and anxiety or alienation.

2.4 Apprehension versus Alienation
The terms “Apprehension” and “Alienation” may from the first sight
seem to be synonymous. The two problems are not synonymous, although the
apprehensive student and the alienated student share similar problems and
frequently behave comparably.

2.5 Classroom Communication Apprehension
This is a term used to describe the individual’s experience of suffering
anxiety concerning classroom communicative events. In this respect,
individual differences seem to be related to various classroom aspects or
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variables. The highly apprehensive person avoids communicating and
exhibiting or disclosing inner feeling as much as possible.
McCroskey (1977) suggests
High communication apprehension does affect
student performance adversely in all academic
situations that would involve, in one way or
another, active teacher -student or student student interaction (28).
He goes on to define this apprehension type as an “anxiety syndrome”
associated with either real or anticipated communication with another person
or persons.
Powers (1978) adds that communication apprehension has a largely
negative impact on teacher expectations for student performances, leading to
a host of negative outcomes for the learner.
Communication Apprehension is another serious problem inhibiting the
developmental communicative process. It is sometimes referred to as
reticence, unwillingness to communicate, shyness to share. This apprehension
type can involve a fear of public speaking and also of informal conversational
speech. It is a much serious problem than stage fright that is limited to public
speech.

2.6 Classroom Language Anxiety Indicators
Concerning the reticent learners, Phillips (1977:37) identified the
following problems in a classroom context:


Inability to open conversation with strangers and even inability to make small talk.



Inability of conversation extension or friendship initiation.



Inability to follow the flow of discussion or to make pertinent remarks in
discussions.



Inability to answer classroom questions or job interview questions.
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Inability to phrase or time the answers to classroom questions and job questions,
not due to their lack of knowledge.



Inability to send a complete message even with previous planning, preparation and
organisation.



Participation avoidance due to their general inaptitude in communication contexts.



Low/ lowering voice.



Avoidance of competitivity.



Sitting at the back of the classroom or in the least action / interaction zone.



Refusal to communicate in class.



Poor eye -contact or hiding behind other peers’ heads and shoulders.



High anxiety level.
Hurt and Preiss (1978) added some more indicators of communication

apprehension:


Negative attitudes towards the institution.



The subjects were rejected as communication choices by their peers (Hurt and
Preiss, 1977a).

McCroskey (1977) showed that high communication apprehensives
had lower achievements and liked school less than the low communication
apprehensives.

2.7 Established Origins
Not much is known on how or why some students become
apprehensive while others can easily adapt. Some researchers advance the
issue that anxiety and apprehension problems are fostered at the very early
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development through early socialisation experiences in the home as well as
the school contexts.
McCroskey (1977) asserts that although communication apprehension
is not related to intelligence, there is evidence that high apprehensives do
worse in their classroom achievements than low apprehensives especially in
test-taking contexts. This is sometimes labelled as ‘test anxiety’.
While the exact reasons for communication apprehension are not clear,
some evidence indicated that its origins lie in the early home environment. If
a child is not encouraged to communicate or if communication is prohibited
by their home rules and even punished, the child may not learn to enjoy
interaction. This may become in the long run a long-life handicap to the
individual’s intellectual development. Bassett (1979) considered the student
self presentation and silence were identified as the basic behaviour of the
student in most instructional settings. Perhaps some students absorb and
internalise this classroom aspect so thoroughly that it permeates their entire
lives. Some highly apprehensives are said that they may have histories of
child abuse, feelings of low esteem, or experiences with critical incidents
where they were urged to perform publicly at an early age. (Freud: The
Anxiety Matrix)
McCroskey

(1984),

describes

some

factors

related

to

the

communication apprehension developments:
 Heredity: degrees and variations in verbal activity can be attributable to
genetic factors.
 Reinforcement: verbal behaviour is reinforced or non -reinforced.
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 Birth -order: only first born children are likely to be more attention and
reinforcement receivers from their parents and probably more
communicators than later-born children.
 Communication values: some home contexts place a higher priority on
verbal behaviour than others do.
 Communication skill deficiency: speech deficient children miss out
communications opportunities since they lag behind in development.
McCroskey

(1977)

states

that

many

highly

communication

apprehensive teachers choose to teach in the lower grades, where they feel
more comfortable rather than in higher levels, where interaction with older
students becomes an inescapable must.

Regardless of its origins,

communication apprehension can become a permanent descriptive factor in
classroom contexts.
What if we consider the impact of an apprehensive teacher co-existing
together with apprehensive learners in classroom social environment? The
probability for developing a healthy exchange of feelings, interesting
communicative events, or even establishing minimal teacher-student /studentstudent relationships would be virtually nil. We would foretell and anticipate
paramount negative effects on learning.

2.8 Belonging versus Alienation
In alienation as in communication apprehension there are few accurate
statistics available. However, there is an important evidence of spiralling
increase in the number of students that have physically or psychologically
withdrawn from the classroom (Seiler et al , 1984).
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Alienation like apprehension is not due to low intelligence, insight or
lack of perseverance. Alienation can be signalled by a more reserved and
calm behaviour that may be usually attributed to maturation. But it becomes
increasingly apparent that the person is experiencing some deep changes in
outlook and s/he would reject all the educational motives and intentions of
everyone including his/her teachers’. Such students will suffer from their
absenteeism, their poor grades and would blame everybody for their unfeeling
and inhumane treatments to them.
Alienation is at the same time a cause and effect of poor social
classroom environments. As is the case with apprehensives the original
problem lies in the students’ concern with their own achievement potential in
academic settings. Their reactions differ in that they become disaffected,
indifferent

to

both

success

and

failure.

Whereas

communication

apprehensives seek to change in their communicative abilities, performances
and self-improvement, the alienated cases do not seek such changes.
Absenteeism is their characteristic. If attendance is forced upon them, whether
by institutional rules or parental pressures, they are likely to psychically drop
out. They are the real absent-minded persons in the classroom contexts. While
the apprehensive resorts to communication avoidance, the alienated learner
plainly rejects it, rejects the entire group, the teacher and the institution. In
fact there is nothing more serious than total rejection.
Van Der Berg (1975) clarifies the problem in that it lies in the
discrepancy between the students’ orientation brought to the classroom and
the educational and teaching system encountered. He stresses upon the
particular discrepancies for students bearing high orientation towards
interpersonal relationships. Such students express a strong need for personal
55

confirmation, closeness, and understanding. If this need is unsatisfied, they
become alienated and rejected from both teachers and group members and the
entire educational institution.
Galbo (1980:27) described alienation to include separation or loss as a
form of disintegration in which life is seen as fragmentary, incomplete and
not whole. One factor affecting alienation is related to the changing nature of
adolescence. In the past century, very few teenagers attended high schools
and universities. Nowadays attendance laws and prohibition of child labour
all over the world, means continuing education in schools and universities up
to late adolescence.
Teenagers maturing physically, sexually and intellectually may find
themselves confused, frustrated and trapped in the paradox of their mature
bodies and their dependency on parents, and the school/ institution/ university
systems. Some may resort to drugs, alcohol, or vandalism, gangsterism and
violence as expressions of their increasing alienation that affects the
classroom/ institution climates.
Moberly (1980) has called for creating alternatives within the school,
such as joint work programs with other professions and industry. The aim is
to create a positive climate where learners’ involvements in work and
decision- making to create a school climate and teams where participation in
the projects improvements and realisation rather than vandalism are the vital
objectives.
Maynard (1976) described such approach as involving learners through
shared and budget decisions. Students and staff felt very proud of their
projects’ fulfilments and their absenteeism decreased. The alienation feeling
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of teachers as well as students decreased because of their “belonging” and
participation in decision-making and taking.

Conclusion
One may think of the potential effects of communication apprehension
on the learning outcomes on one hand, and on the classroom social
environments on the other. The problem is rather cyclic in operation. One
suffers from apprehension that affects language learning and leads to failure
which in its turn is to aggravate apprehension. As specified previously,
apprehensive students resort to communication avoidance and their
withdrawal heightens the probability that their performance will be negatively
evaluated by peers and negatively scored by teachers as well. Any attempts to
oblige undesirable involvement of the apprehensive learners will only
aggravate the pressure and so will increase their speech avoidance. Both peers
and teachers may negatively react to the anxious learners’ non-participation in
the classroom communicative event. They may show their impatience and
frustration or even scorn them. This is simply of a destructive pattern for the
apprehensive learner and the tenor of classroom life is all too quickly. In the
following chapter we will be concerned with the methodology to be followed
in our study and the design of a foreign language oral classroom anxiety scale
(FLOCAS).
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Introduction
This chapter is an attempt to identify FL anxiety as a key variable
affecting ELL in general and in an oral expression module with third year
students of Annaba University. This variable will be interpreted within the
context of the available theoretical and empirical research on specific anxiety
reactions presented in chapter one and two. The diagnosis and effects of FLA
should thus become unavoidably discernible to the language learner/teacher.
In our version of the FLCAS that will be referred to as the Foreign
Language Oral Classroom Anxiety Scale (FLOCAS) a great care was given to
the positive statements to be equal to the negative ones, a task extremely
difficult and tricky, for what is sought for is in itself a negative aspect.

3.1 Data Collection Procedure
The data collection procedure that we adopted in the descriptive and
diagnostic part of this research is based on observation and student
impressionistic anxiety self-ratings or self-scale. (Young 1991)
This research involves two types ofinvestigation:
 Students’ questionnaires on their anxiety.
 Learners’ self-ratings or self-scale of their own anxiety level.

3.2 Foreign Language Oral Classroom Anxiety Scale
A pilot study, with the FLOCAS helped us to examine the scope and
severity of English language anxiety and its effects on learning and
participating in an oral performance task. The pilot testing was undertaken
with a sample group of twenty students in their third year, Annaba University
department of English 2010 in their first month, fourth session of oral
expression module. The results demonstrated that students with high anxiety
pressures in English language oral expression setting can be detected. Also
the results revealed that the respondents do share some commonalities
concerning anxiety features in oral EFL situation. Another aspect is that their
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anxiety may emerge from their non-control over English or from teachers’
behaviour and his/her error-correction to their speech or from the
methodology used, the classroom climate and management or from their
interrelationship with the teacher, or with their peers.
It has become crucially possible for us to shape our scale and
restructure the one of Horwitz in a way to discern the anxious learners first,
and then to detect the possible anxiety sources in oral classroom context that
is of interest to us.
The FLOCAS was administered to the students during their oral
English class the sixth week of the first semester, third year department of
English Badji-Mokhtar University, Annaba. The total number of the
respondents was 64, 08 were males, and 56 were females aging between 20
and 28.

3.3 FLOCAS Objectives
It is important that our investigation be a real multi-stage process
beginning with definition of the aspects to be examined and ending with a
statistical analysis of the results and their interpretation.
Although questionnaires are an inexpensive way compared to all data
collection methods to gather data from a potentially large number of
respondents they revealed in their every bit to be extremely expensive in
terms of design-time and interpretation. In administering a questionnaire, the
control over the environment is somewhat limited with means that the results
validity is more reliant on the respondents’ honesty. Consequently it becomes
difficult to claim complete objectivity with questionnaire data than with
results of controlled lab test. However, the researcher is aware of this gap and
aimed at making the questionnaire design more elaborate and much
scrutinised in its details so as to provide better objective data. Also, our scale
is better geared towards collecting reliable subjective measures, the one of the
subjects’ anxiety in English classroom interaction context. The questions are
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designed to gather quantitative as well as qualitative data. For qualitative
purposes, adjectives as “easy”, “difficult”, “good”, “bad”, are avoided
deliberately to avoid the non-exactness engendered by such words that may
mean radically different things to different people.
The questions are carefully crafted and phrased to avoid ambiguity to
insist on clarity, preciseness, conciseness and simplicity in the very words
used. Difficult unknown ambiguous vocabulary has been cared for and
omitted in a way that the questions do not require more thought of the
participants and boredom.
On the one hand the present scale is made confidential and anonymous
so as to protect the participants’ privacy and as a by-product ensure their
honesty about their personal behaviours. This scale is used as a confirmation
tool as a necessary element to corroborate the earlier results found in Horwitz
and Young, 1991 and also there is no any other data collection strategy that
can test large participants groups to make the results statistically significant
and quantitatively relevant.

3.4 Scale Design
The scale is inspired from the FLCAS. So, the questions are best
phrased empirically, adapted to the Algerian reality of the University oral
English classroom and Algerian learners. The more subtle aspects of language
and culture are considered. So, we avoided the use of some colloquial or
ethnic expressions that might not be equally understood by the Algerian
participants.
The answers to the questions are kept anonymous with the following
objectives:
 To examine the scope and severity of English language
anxiety in an oral classroom situation.
 To identify the students having debilitating anxiety in the
oralEnglish language classroom situation.
60

 To find out the commonalities between participants.
 To discover the fear of negative evaluation and errorcorrection.
The items presented in our scale aim at identifying a problem-the one
of anxiety and apprehension- faced by most EFL learners at the university
communication classroom settings.
The problem that we faced in framing our statements was the difficulty
to imagine identifying a problem and its causes, let alone its solutions from
broad and generalising questions. Consequently it has become urgent to
identify points, aspects that negatively affect the English oral performance in
order that insightful conclusions will be made possibly reachable. At this
level of the scale’s design it is necessary and it would sound clear and to the
point to clarify what is meant by debilitating anxiety and apprehension.

3.5 Writing the Scale
The scale includes at its beginning some background questions. Only
the most informative and necessary ones because they are the easiest to
answer, can ease the respondents into the questionnaire. Another argument for
the relevance of background questions is that there is a fine line between
background and personal information. Throughout the FLOCAS, the
participants will move from the familiar to the more difficult, from the less
important to the more important items.Then, the need to enter into the
personal realm becomes absolutely crucial. Personal information is solicited
through a careful and unobtrusive phrasing of the statements in a way to avoid
ruffling-disturbing-subjects and inescapably reaching answers that are less
than truthful.

3.5.1 Closed Format Statements
There is an even number of choices because the conventional Likert
scale-Strongly Agree, Agree, Neutral, Disagreed, and Strongly Disagree-is
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applied and it constitutes sufficient alternatives to fully cover the range of
answers allowing a neutral or neither agree nor disagree-response. The closed
format is opted for deliberately for its restricted answers and so its ease to
calculate percentages and other hard statistical data over the whole group of
participants becomes feasible. For calculation purposes the help of a specialist
in modern scanners and the computers made the scale possible to administer,
tabulate and perform preliminary analysis of the statistical study.
3.5.2 Open Format Questions
In this part we opted for open format questions where the subjects are
asked unprompted opinions where there are no predetermined set of answers
and the subjects are allowed to get off the fence and express freely, and truly
reflect their opinions. In this part, subjective data are solicited and the set of
answers is not tightly defined but open-ended. The students’ self reports are
profitable in terms that they increase the range of unexpected but insightful
relevant suggestions, for it is almost impossible to foresee the wide range of
possible opinions.
The self-report open-format questions are related to the following
issues:
 Is this anxiety related to the face to face communication?
 Classroom management and climate as anxiety provoking situations.
 Teachers’ method of teaching.
 The relationship between learners and their teacher/ peers.
 Official tests and marking as leading-anxiety issues.
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 Can anxiety be advantageous for the EFL learners? How exactly?
All these issues are narrowed and focused upon and the questions
should directly and naturally be derived from the objectives of the survey.
3.5.3 Embarrassing Statements
These questions are avoided in our survey, for this type of questions
deal with very private matters not directly relevant to our research. Our data is
only as good as trust and care that the respondents give us. If one makes them
feel uncomfortable, one will lose their trust. The FLOCAS statements are
tailored in a way to be very informative but not embarrassing.
3.5.4 Hypothetical Statements
They are those questions referred to as “if...….questions” based on a
pre-assumption or hypothetically stated item. For example: “if you were a
teacher, what would you do to help the anxious learners overcome their
emotional troubles?” Although such questions force the subject to give
thought to something s/he may have never considered, it urges him/ her to put
him/ herself in the shoes of the teacher for a moment and help the students to
overcome their emotional problems. It is for their best to fancy this for a
moment because they are in fact by their academic curriculum would-be
teachers of English who might in their turn be faced with such cases. It also
helps us to detect their expectations of their oral expression teachers. To our
surprise and ironically enough some subjects asked the oral expression
teacher researcher such question: Teacher, what do you expect us to be, to
behave?
However, this type of hypothetical questions does not produce clear
and consistent data representing real opinion. This hypothetical question has
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been rephrased in the following way: Which help do you expect from your
oral expression teacher to overcome your anxiety troubles?
3.5.5 Prestige Biased Statements
They are those questions where the respondents have the tendency to
answer in a way that makes them feel better because of the prestigious words
involved in the statements and so, answering positively carries a prestigious
meaning to the participant. For example, learners may tend to say that they
are faster, good learners than they are. The respondents may not ‘lie’ directly,
but may try to put better light on themselves. The best means to deal with
prestige bias is to make a questionnaire as private as possible.
In fact, there is no way of phrasing a statement so that all the answers
are noble. But the researcher tried to make the statements phrasing as noble as
possible, a task very tricky and time-consuming. We compensate this
tendency by keeping away critical eye of the researcher and making the scale
anonymous: The farther away the critical eye of the researcher is the more
honest the answers.

3.6 The Participents
We decided to study 30 learners’ anxiety states over an extended period
of one year. We opted for a longitudinal design as suggested by Dulay et al
(1982). However, the study of a large group (30 students) at one point in time,
a cross- sectional design has also been used. Both proved to be productively
useful in the history of psychological and educational studies (Dulay et al,
1982: 286). To sum up, our work involves a pilot study and a group study, a
device used to university classroom language phenomena and variables (Yin
1984).
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The availability of the researcher with students as subjects in the oral
expression classroom dictated the focus of the study. Being a teacher of oral
expression in first, second and third year classes urged us to decide to make
use of the opportunity to study students’ anxiety in an oral classroom
situation. This allowed an in-depth and detailed description and analysis of
variables pertaining to the learners’ variables on the one hand, and to the
teacher /teaching situational variables on the other. This study required a
worthwhile long-term commitment and investment on our part as a teacher
researcher and on the part of the respondents.
Students are from different linguistic backgrounds, all of whom
gathered in a mixed-ability group learning English as a third and even as a
fourth language in order of their academic studies. Dialectal Arabic is their
mother – tongue and Modern Arabic is their L1 studied at their very primary
schooling. One should but remember that Algeria like any other Arabic
country is a diglossic country – dialectal versus Modern Arabic – and also a
multilingual one. Also the subjects’ L2 is French. However, some individuals
revealed to be also Tamazight native speakers. Therefore dialectal Arabic is
their L2 and Modern Arabic becomes third language with French in the fourth
position and, English in the fifth position of academic learning.

3.7 Longitudinal Design
The use of relatively sparse speech corpora from a number -thirty- of
subjects proved to be beneficial before reaching any generalisable
conclusion(s).
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3.8 Length of Study
Our longitudinal part has spanned one academic year. Being a
University teacher of Oral Expression module for 36 years, we started with a
pre-collection phase where the diagnostic data generated in the form of preconceived hypotheses based on the identified learners’ difficulties and
classroom variables in FLL. The data collection of this study was carried out
twice a week for two hours each session for one academic year. We felt that
the larger the sample, the more frequent the data collection, the longer the
elicitation sessions. The more extended the period of study, the larger one’s
data base will be (Dulay et al, 1982). The decision regarding these parameters
of study has been controlled by the inevitable constraints of the researcher’s
resources.
It is important to emphasize while this type of research may begin with
a hypothesis, the phenomena it describes are not manipulated or artificially
elicited in any way (Seliger and Shohamy, 2000).

3.9 Strength of the Study
Our research priorities are very flexible. The strength of our
longitudinal study lies in the fact that the data collected represent the speech
of the learner(s) actually developing over some period of one year time. The
results produced from this longitudinal study are taken together with other
findings from other longitudinal studies reported in the literature more
precisely the huge works of Horwitz, Horwitz and Cope “Foreign Language
Classroom Anxiety (1986), and Young (1992)“The relationship Between
Anxiety and Foreign Language Oral Proficiency Ratings” (University of
Florida Gainsville).
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3.10 Cross-sectional Design
It is the one where the language data are collected from a relatively
large sample of learners -30 learners -at one point in their language
development same level, 3rd year of licence of English in the same
department of English, Annaba Badji Mokhtar University. Such design
simulates actual development over time by including many learners who are
at different stages of their FL development. The sample selected proved to be
adequate, and appropriate analytical requirements are met. The foreign
language data collected are analysed and so revealed real answers that reflect
the perplexity and interconnection of a huge number of interwoven factors.
The analytical part helped us uncover some critical ingredients and subingredients of learning EFL that are raised in our hypotheses.
Table IV: Research Design
Sample :
Research design

Nb

30 subjects

Age

20-28
Years
26females-4males
Dialectal
Arabic/Berber
Classical Arabic
French
English

MT
L1
L2
FL

Elicitation technique

FL environment

Cross sectional

Structured conversation

Classroom

The above sample design is adapted from the one of Dulay et al
(1973:205). This part is heavily based on the idea of trying to measure the
subjects’ anxiety pressures on EFL oral interchange in a classroom situation.
For this purpose, Horwitz’ FLCAS (1986) has been used. A modification of
this scale for the purpose of the study is supplied in chapter four.
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3.11 Data Collection Instrumentation
The data collected involved 2 main phases
i.

First Phase

Initially, a normal portable tape- recorder was used to collect the speech
corpora. Then for a practical reason a Dictaphone of 3 inches long and two
inches large – the shape of a small pill box- was utilised in a clandestine
manner. It was thought that by this means discrete hearing makes the data
collection more natural, realisable and also more objective and reliable. This
means of “écoute discrète” was also used in the study of Marqués (1997)
The data collected proved to be very identifiable, analysable and so
very reliable. This means helped the researcher to avoid the artificiality
parameter that was included in the use of an average size tape 20 inches large
and 5 inches wide. By such observable tape – recorder the subjects were too
aware of their speech and too conscious of their mistakes and proved not to be
workable because it was felt that it would amazingly falsify the research
results.
It was our wish to use the “écoute discrète” to be able to freeze the
learners’ particular utterances at a given point in time. With such instrument
our study proved to be primarily and necessarily synchronic, although the
diachronic study was also considered in the literature review part.
ii.

Second Phase:Video- Taping

For some aspects of the study namely those concerning the core-data
set was supplemented and supported by further substantial corpora of
videotaped classroom interchange. This was undertaken by means of
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moveable video-recorder. Discrete videotaping and recording proved to be
verifiable because one can check its validity at any moment of the research.

3.12 Students’ Self-Scale
This part deals with the subjects’ self-ratings or self-scale as anxious
versus non- anxious learners. In this step, we opted for Young (1990) selfrating technique to ask the subjects to mark their anxiety level from 5 to 1:
five being most anxious to one being less anxious. It is worth mentioning that
all the previous phases involving different instrumentation were accompanied
by continual teacher - researcher’s classroom observation and note- taking,
recording and video- taping.

3.13 Research Methodology
Table V: Methodology
L1/L2

Sample Environment
size

a) Arabic
(-French
- English )

30 Sts
-English
(26
classroom
females,
4males)
- Non-natives

b) Tamazight
- Arabic
- French
- English

Elicitation
method or
technique

Mode

a)UNC: Free
conversation
Oral
(of
their
choices)
b)SNC:
Conversation
Oral
comprehension
tasks

Structures
studied

General

General

a) UNC = Unstructured Natural Communication
b) SNC = Structured Natural Conversation
The above table summarises the research methodology as used in
Dulay and Krashen’s model (1982:181 – 225).
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3.14 Objectives:
 Linguistic
 Affective
The sample size involves 30 students whose L1 is either dialectal
Arabic or Tamazight as non- natives of English in an EFL Oral Expression
classroom environment. The Elicitation method is either Unstructured Natural
Communication (UNC) or Structured Natural Communication (SNC). If one
deals with UNC, one would then deal with:
 Interaction with classmates and teacher
 Story – telling
 Classroom speech
 Dialogues or playlets (classmates --- classmates)
 Interviews (topics to discuss)

Conclusion
By the time the FLOCAS is ready just like any manufactured product,
it needs to go through quality testing with simple group-test-takers. The aim is
to find out whether it is clear and understandable to all, and if there are any
potential problems not anticipated by the researcher. The FLOCAS takers
have been observed and the scale has been reviewed with them and some
points that were in anyway confusing especially the term “pounding” not
known to all the respondents. Consequently the minute problems have been
solved so as to make the scale as accurate and feasible as possible. Mindful
review and testing is necessary to weed out minor mistakes that can cause
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great changes in meaning and interpretation.The self-scale design revealed to
be a long process and careful attention demanding. However, it is felt that it is
a powerful and economic evaluation tool that will help our research and meet
the pre-planned objectives for which it was intended.
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Introduction
Since anxiety can have profound effects on many aspects of FLL, it is
important to be able to identify the students who are particularly anxious in
FL class. During the year 2010-2011 sixty-four students participated in group
meetings. Participation had to be limited to two groups of thirty and thirty
four students. Their age varied between twenty and twenty-eight years. All of
them belonged to third-year in English as a Foreign Language in Badji
Mokhtar University Annaba.
Group meetings consisted of students’ discussions of concerns and
difficulties in language learning, didactic problems and anxiety troubles. The
difficulties the students revealed were compelling. FLOCAS, as we said in the
previous chapter is based on Horwitz Foreign Language Classroom Anxiety
Scale (FLCAS). Some statements have been borrowed from the FLCAS and
the items presented in this scale are reflective of communication
apprehension, test anxiety, fear of others’ judgements, failure and negative
evaluation in the EFL oral classroom sessions. Responses to all the FLOCAS
items are reported in the following tables. The percentages reflect the number
of students who agreed, strongly agreed, neutral, disagreed or strongly
disagreed.

4.1 Aims of the FLOCAS
A sample study with the FLOCAS revealed to be an opportunity to
explore the main concerns as well as the severity of oral EFL anxiety issue.
The main aims of the scale are:
 To show that anxious and very anxious learners can be
detected.
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 That such learners share a number of characteristics in common
and that these aspects are indicative of speech anxiety
 To set items very reflective of communication apprehension
and test anxiety
 To find out the learners’ fear of negative evaluation in the oral
EFL classroom.

4.2 FLOCAS: Statistical Study and Comments
Statement 1
I never feel quite sure of myself when I am speaking in my oral
English language class.
Table 4.1: Security in oral English class
Alternatives
SA
A
N
D
SD
Total

Nb of Respondents
9
24
11
17
3
64
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%
14.06
37.50
17.18
26.56
4.68
99.98

37,50

40,00
35,00

26,56

30,00
25,00
17,18

20,00
14,06
15,00
10,00

4,68

5,00
0,00

Graph 1
This is an item expressed to identify a negative feature of anxiety in
EFL learners. 37.50% (i.e. 24 students) agreed that they never felt quite sure
of themselves when they are communicating in an EFL oral classroom.
14.06% (9 students) strongly agreed with the item, 17.18 %( 11 students) are
neutral, while 26.56 %( 17 students) disagreed and only 4.68 %( 3 students)
strongly disagreed with it.
Statement 2
I don’t worry about making mistakes in my oral language class.
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Table 4.2: Learners’ worry about making mistakes
Alternatives

Nb of Respondents

%

SA

10

15.62

A

11

17.18

N

7

10.93

D

23

35.93

SD

13

20.31

Total

64

99.97

40,00

35,93

35,00
30,00
25,00
20,00
15,00

20,31
15,62

17,18
10,93

10,00
5,00
0,00

Graph2
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Anxious students are afraid to make mistakes in the Oral EFL classroom.
They endorse the item by 35.93% (23 students). They either disagreed or
strongly disagreed with the item. Also, 20.31% (13 students) strongly
disagreed and so expressed that they really do fear making mistakes in a
classroom oral exchange.
Worrying about making mistakes has an inhibiting effect and if no
change is hoped, such subjects will in the long run cease from participating in
the oral session. The reason might be that in most of their speech they plan to
contribute to the language class, but they find themselves in a contradictory,
indescribable situation where they are likely to hold back and so start
hesitating or umming. Although to um be human, in foreign language learning
where umming is held to be inevitable, students do not volunteer in oral
speech partly for fear of making mistakes.
Statement 3
Itwouldn’t bother me at all to take more oral English classes.
Table 4.3: Students’ opinion about more oral English classes

Alternatives

Nb of Respondents

%

SA

24

37.50

A

21

32.81

N

5

07.81

D

8

12.50

SD

6

09.37

Total

64

99.99
76

40,00
35,00

37,50
32,81
12.50

30,00
25,00
20,00
15,00
10,00

9,37

7,81

5,00
0,00

Graph 3
Table 3 shows a high percentage of students 37.50% (24 learners) who
strongly agreed to take extra oral sessions, 32.8% (21 learners) were in favour
of having additional oral English classes, 07.81% (5 students) preferred to be
neutral concerning this item, whereas 12.50% disagreed (i.e. 8 students), and
9.37% (6 students)strongly disagreed.
The table reflects that a large proportion of students 70.31% (45
learners) would have liked to have more oral English sessions, while a total of
21.87% (14 students) was satisfied with the time allocated to the discipline.
One should mention that the official time allocated to the oral expression
module, third year, department of English, is three hours a week with two
hours for the classroom discussion and one hour for the laboratory session.
One may conclude that there are two main groups: one that felt that
there is an urgent need for more oral practice; that the more language input
the more language practice, the better English users they might become and
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the less anxious they might get. The second group 21.87 %( 14 learners), who
answered negatively in this item, felt that there was no need for more oral
expression sessions. This percentage reveals that these learners either feel the
time allocated to this module is sufficient for them to be able to speak
English, or that they may feel so insecure in the oral English classroom that
they freely express it by total avoidance or neutrality 7.81% (5 students). It
would be very important if the students’ needs in having more oral English
practice were taken into account by the EFL planners so to offer more
opportunities to be exposed to the target language and to better their English
so that they would feel more at ease in it and they get more relaxed and secure
with less avoidance behaviours.
Statement 4
It frightens me when I don’t understand every word the language
teacher says.
Table 4.4: Students’ fright in front of teachers’ use of new vocabulary
Alternatives

Nb of Respondents

%

SA

21

32.80

A

28

43.75

N

4

06.25

D

4

06.25

SD

7

10.93

Total

64

99.98

78

40,00
35,00

37,50
32,81
26,56

30,00
25,00
20,00
15,00
10,00

7,81

9,37

5,00
0,00

Graph 4
Table 4 indicates a high proportion of students 32.80% (21 students)
and 43.75% (28 students) who either strongly agreed or agreed that they feel
frightened when they don’t understand every word the language teacher says.
Also, 6.25% (4 students) disagreed with the item with 10.93% (7 learners)
who strongly disagreed while 6.25% ( 4 learners) kept neutral.
In this pattern a large number of respondents state that they were
frightened if they do not understand all the language input. While a small
proportion were not frightened. The findings reported in table 4 confirm our
opinion that the oral English speaking situation is in itself a frightening
environment and anxiety provoking.
In general, the previous figures 76.65% a total of 49 students are an
indication of the most anxious learners who fear that they are unable to grasp
all the language input provided by the teacher. These percentages of anxious
learners are really consistent with communication apprehension. In fact, such
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students believe that they must grasp every word that is uttered to be able to
comprehend the English language message. This is an indicator that some
learners hold a wrong idea about the FLL process.
Statement 5
I feel confident in speaking English in oral classroom sessions.
Table 4.5: Students’ confidence in speaking English
Alternatives

Nb of Respondents

%

SA

14

21.87

A

18

28.12

N

6

09.37

D

10

15.62

SD

16

25.00

Total

64

99.98

28,12

30,00
25,00

25,00
21,87

20,00

15,62

15,00
9,37
10,00
5,00
0,00

Graph5
80

In this pattern 28.12% (18 students) were confident in speaking English
in the oral classroom session, while 21. 87% (14 students) strongly agreed
with it. A significant proportion of students 15.6% (10 students) and 25% (16
students) predictably expressed their lack of confidence when using the TL.
This pattern might be an indication of some students’ lack of self-confidence
on the one hand, and some others’ great confidence in managing their
anxietand so speak English and improve their oral outcomes on the other and.
Statement 6
During oral English classes, I find myself thinking about things that
have nothing to do with the course.
Table 4.6: Students’ thinking about things which have no relation with
the course
Alternatives

Nb of Respondents

%

SA

19

29.68

A

20

31.25

N

5

07.81

D

10

15.62

SD

10

15.62

Total

64

99.98

81

35,00
29,68

31,25

30,00
25,00
20,00

15,62

15,62

15,00
7,81

10,00
5,00
0,00

Graph 6
Table 6 reflects a lack of concentration of a high proportion 29.68%
SA; 31.25% A (39 students) who endorsed the item that they find themselves
thinking about things that have nothing to do with the oral English session.
However, 15.62% (10 students) were unfavourable to the item and a number
of some other 15.62 %( 10 students) who strongly disagreed with it and so felt
more concentration than their peers.
Considering these figures, one may assume that a high proportion of
learners are not satisfied with the oral English classroom activities at a certain
level that they feel bored, stressed, nervous or simply absent-minded and not
concerned or not involved.These proportions reflect a severe sign of
indifference to the classroom oral session.
Various alternatives in oral English language techniques should be
devised or adapted to meet the learners’ needs in being involved in the oral
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activities so as to make the course less boring, less stressful and more
motivating and enjoyable.
Statement 7
I always feel that the other students speak English better than I do.
Table 4.7: Students’ awareness of others’ success in speaking
English better than they do
Alternatives

Nb of Respondents

%

SA

18

28.12

A

19

29.68

N

10

15.62

D

10

15.62

SD

7

10.93

Total

64

99.97

83

35,00
28.12

29.68

30,00
25,00
20,00

15,62

10.93

15,00
10,00

15.62

5,00
0,00

Graph 7
Regarding Table 7, 28.12% (18 students) strongly feel that the other
students speak English better than they do, 29.68% (19 students) reported that
they feel so and 15.62% ( 10 students) preferred to be neutral. Also 15.62%
(10 students) disagreed with the item, and 10.93% (7 students) strongly
disagreed with it.
Considering the same table, the anxious learners become discernable
with the high proportions indicating their fear being less capable in English
than their competent counterparts. Such fear may lead them to shyness,
nervousness, self-embarrassment and negative auto-evaluation that they may
resort to absenteeism or avoidance by their sitting at the back rows of the
classroom trying to find an obstacle to avoid participation and to hide from
the teacher’s eyes.
Statement 8
I would probably feel comfortable around native speakers of English.
84

Table 4.8: Feeling comfortable around native speakers of English
Alternatives

Nb of Respondents

%

SA

13

20.31

A

24

37.50

N

7

10.93

D

8

12.50

SD

12

18.75

Total

64

99.99

37,50

40,00
35,00
30,00
25,00

20,31

18,75

20,00
15,00

10,93

12,50

10,00
5,00
0,00

Graph 8
Table 8 reflects a high proportion of students 37.50% (24 students)
who would probably feel comfortable around native speakers of English, and
20.31% (13 students) strongly agreed with this opinion. From this pattern, it
may be agreed that the students’ environment might be another important
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variable of the social influences which might be indicative of or responsive
for the learner’s low/high anxiety in the oral EFL context.
This table leads us to assume that the less anxious students 57.81%
replied positively seeking for high and “ideal” native-speakers environments,
while the more anxious learners disagreed or strongly disagreed 31.25% with
the change of context that might clearly show their nervousness, hesitations,
non-comfort and instability.
This pattern entails that native-speakers’ environments need to be
sought for both high-anxious and low-anxious learners. Opportunities of
going to English -speaking countries would certainly enable them to face reallife oral English contexts so that they would find their way through in
English. Most importantly they would learn to manage their anxiety and
control their self-defeating feelings.
Statement 9
I start to panic when I have to speak without preparation in oral
English language class.
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Table 4.9: Learners’ panic when speaking without any previous
preparation
Alternatives

Nb of Respondents

%

SA

15

23.43

A

29

45.31

N

5

07.81

D

11

17.18

SD

4

06.25

Total

64

99.98

50,00

45,31

45,00
40,00
35,00
30,00

23,43

25,00
17,18

20,00
15,00

7,81

10,00

6,25

5,00
0,00

Graph 9
Table 9 clearly shows that the high percentages 23.43% agreed strongly
(15 students) and 45.31% (29 students) agreed that they panic when they have
to speak without any preparation in oral English language class. Only 17.18%
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(11 students) do not panic and 6.25% (4 students) strongly disagreed with the
statement in question.
The impression that one gets when considering this table is that the
majority of the students had the panic feeling when asked to speak without
any previous preparation. This is communication apprehension in public
speech.
Statement 10
One should say “yes” if one means yes and “no” if one means no.
Table 4.10: Students’ agreement or non-agreement with the
teacher
Alternatives

Nb of Respondents

%

SA

25

39.06

A

24

37.50

N

10

15.62

D

3

04.68

SD

2

03.12

Total

64

99.98

88

39,06
40,00

37,50

35,00
30,00
25,00
20,00

15,62

15,00
10,00

4,68

5,00

3,12

0,00

Graph 10
Table 10 indicates that 39.06% (25 students) strongly agree with the
fact of being frank with the teacher in the sense that s/he should know if the
learners agree with him or disagree. 37.50%, (24 students) also agreed to
show their manifest position towards the teacher. 15.62% (10 students)
remained neutral and do not like to show their agreement or exact opinion.
However,4. 68% (3 students) disagreed with the above statement, and 3.12%
(2 students) strongly disagreed to show their exact colour.
In this respect one can conclude that 76.56% (49 students) liked to
show their clear position to the teacher: they would say “yes” if he agrees
with him/her or “no” if they really mean it. The rest of the respondents
23.42%(15students) would be silent and hide their sight to the teacher and so,
remain bewildered which leads them to avoid any participation in the oral
session.
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Statement 11
In oral English sessions, I can get so nervous that I forget things I
know.
Table 4.11: Students’ nervousness and forgetfulness
Alternatives

Nb of Respondents

%

SA

4

06.25

A

37

57.81

N

9

14.06

D

9

14.06

SD

5

07.81

Total

64

99.89

57,81

60,00
50,00
40,00
30,00
20,00
10,00

14,06

14,06
7,81

6,25

0,00

Graph 11
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Considering table 11, the highest level of nervousness was predictably
indicated by a high proportion of learners. 57.81 %( 38 students) can get so
nervous that they forget things they know and 6.25(4 students) responded
positively. However, 14.06% (9 students) disagreed with this item and 7.81%
(5 students) revealed their strong disagreement with the statement.
The nervousness together with the lack of memorisation seem to be
negative indicators of hesitation, lack of confidence and insecurity in an
English classroom interaction. However, one may raise the question of
whether forgetfulness is a cause or effect aspect in oral productions. There is
no doubt that forgetfulness and nervousness are a cyclic operation.
Statement 12
In an oral English class, if I am not sure of an answer, I answer out
loud in class anyway.
Table 4.12: students’ volunteering even when not sure of an answer
Alternatives

Nb of Respondents

%

SA

10

15.62

A

19

29.68

N

10

15.62

D

18

28.12

SD

7

10.93

Total

64

98.97
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29,68

28,12

30,00
25,00
20,00
15,62

15,62

15,00

10,93

10,00
5,00
0,00

Graph 12
Table 12 reflects the highest proportions of students who agreed
29.68% (19 learners) that they are spontaneous and would dare to answer out
aloud in class even if they are not sure of their answer. Also 15.62% (10
students) strongly agreed with the item.
These percentages are indicators of some learners’ strong personality,
self-confidence and spontaneity. However, a considerable percentage 28.12%
(18 students) and 10.93% (7 students) disagreed or strongly disagreed with
this statement and do not feel courageous to answer out aloud unless they feel
sure of the answer. This group of respondents seems to have less selfconfidence, less spontaneity and show feelings of stress in classroom
interactions.
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Statement 13
It embarrasses me to volunteer answers in my English oral class.
Table 4.13: Embarassment and non-voluntering answers orally
Alternatives

Nb of Resps

Percentages

SA

10

15.62

A

17

26.56

N

17

26.56

D

11

17.18

SD

9

14.06

Total of Sts

64

99.98

30,00

26,56

26,56

25,00
20,00

17,18

15,62

14,06

15,00
10,00
5,00
0,00

Graph 13
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In Table 13, 15.62% (10 students) and 26.56% (17 students) indicated
that they feel embarrassed to volunteer answers in their oral English class. A
high proportion of students 26.56% (17 students) indicated that they were
neutral concerning this issue. Also, 17.18% (11 students) do not feel
embarrassed to volunteer answers and 14.06 do not experience such feeling.
This table shows clearly a high percentage of students who experience
moral discomfort, upset and anxiety to oral English classroom questions and
so do not volunteer answers. Avoidance is in itself an anxiety provoking
parameter.
Statement 14
I want to sound everything out in my head before I answer.
Table 4.14: Students’ sounding answers in their heads before
answering
Alternatives

Nb of Respondents

%

SA

21

32.81

A

27

42.18

N

8

12.50

D

4

06.25

SD

4

06.25

Total

64

99.99

94

42,18

45,00
40,00
35,00

32,81

30,00
25,00
20,00
15,00

12,50
6,25

10,00

6,25

5,00
0,00

Graph 14
From table 14 it may be mentioned that a significant percentage of
students 32.81% (21 students) revealed that they want to sound everything out
in their head before they answer. 42.18% (27 students) agreed with the
statement. At this level of the study one may but say that a low percentage of
students totalling 12.50% (8 students) endorsed the item negatively, i.e. either
disagreed or strongly disagreed.
The table reflects that a high number of students suffer from doubt and
feeling of uncertainty when they answer questions in oral English. They doubt
of their ability and wait until they are almost certain of their answers. This
feature is a real hindrance to their fluency in oral speech that may very well
lead them to serious hesitation instances. In fact these students need more
time to double check their answers before any oral attempts.12.50%( 8
students) do not seem to be doubtful and appear to be real risk-takers because
they answer spontaneously and quickly without double checking their
answers.
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Statement 15
I get upset when I don’t understand what the teacher is correcting.
Table 4.15: Students’ upset facing teachers’ corrections
Alternatives

Nb of Respondents

%

SA

26

40.62

A

29

45.31

N

5

07.81

D

2

03.12

SD

2

03.12

Total

64

99.98

50,00
45,00

45,31
40,62

40,00
35,00
30,00
25,00
20,00
15,00
10,00

7,81
3,12

5,00
0,00

Graph15
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3,12

Concerning Table 15 a very significant proportion 45.31% (29
students) indicated that they get upset when they don’t understand what the
teacher is correcting. Also 40.62% (26 students) strongly agreed and
supported the claim. But only 6.24% (4 students) disapproved of the
statement, i.e. that they do not feel any disappointment when they do not
grasp what the teacher is correcting.
The figures in Table 15 express that a great number of learners get
upset and do not accept vague and clumsy corrections. One may say that the
way students are corrected and rewordedhas an important impact on high/low
anxiety effects. However, listening might generate anxiety if it were
incomprehensible (Young, 1992).
Statement 16
I am my own self-starter in any English class.
Table 4.16: Students’ self-initiation in oral English class
Alternatives

Nb of Respondents

%

SA

3

04.68

A

14

21.87

N

9

14.06

D

23

35.93

SD

15

23.43

Total

64

99.97

97

40,00

35,93

35,00
30,00
23,43

21,87

25,00
20,00

14,06
15,00
10,00

4,68

5,00
0,00

Graph 16

While 21.87% (14 students) agreed and 4.68% (3 students) strongly
agreed of being their own self-starters in any oral English class, a
considerable amount of students disagreed 35.93%(23students) or strongly
disagreed with this item 23.43% (15 students). Thus, they seem to need
external incentives or helps from the teacher or peers or a short text that
would lead them to be engaged in a classroom interaction of oral EFL.
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Statement 17
Even if I am well prepared for the oral English class, I feel anxious
about it.
Table 4.17: Students’ self- consciousness of their own anxiety
Alternatives

Nb of Respondents

%

SA

15

23.43

A

20

31.25

N

11

17.18

D

12

18.75

SD

6

09.37

Total

64

99.98

35,00

31,25

30,00
25,00
20,00

23,43
17,18

18,75

15,00
9,37
10,00
5,00
0,00

Graph 17
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Table 17shows considerable number of participants 31.25% (20
students) agreed and 23.43% (15 students) strongly agreed who hold the view
that even if they are well prepared for an oral English class, they still feel
anxious about it. The same table reflects that 18.75% (12 students) disagreed,
9.37% (6 students) strongly disagreed while 17.18% (11 students) kept
neutral.
This table indicates that a great majority of learners feel anxious
although they are well prepared for the oral English class. The reason is that
an oral classroom session is always a series of unique events that might be
partially predicted by the teacher but totally unpredictable to the students.
Rivers (1981:43-47) refers to this type of classroom situation as “pseudocommunication”. That means that one never knows completely what will
happen in these set of events, a fact which is fairly consistent with
communication apprehension. The oral English session is in itself an anxietyinducing environment that is quite unpredictable.
Statement 18
Ireally enjoy group-work in oral classroom sessions.
Table 4.18: Students’ enjoyment of group work in English oral sessions
Alternatives

Nb of Respondents

%

SA

10

15.62

A

26

40.62

N

2

03.12

D

14

21.85

SD

12

18.75

Total

64

99.96
100

45,00

40,62

40,00
35,00
30,00
21,85

25,00
20,00

18,75
15,62

15,00
10,00
5,00

3,12

0,00

Graph 18
Regarding table 18, 15.62% (10 students) enjoy group work in oral
English sessions while a high percentage of 40.62% (26 students) agreed with
this item. However 21.85% reported that they do not enjoy group-work and
some other 18.75% strongly disagreed with the statement. Therefore, it may
be agreed that the peer-group and the group-work have to a certain extent
their influence on the learners, high/low anxiety.
We may conclude that the majority of the learners showed a clear
preference for group-work in which their negative characteristics and
difficulties may be solved by the general effort of the group. In this case
group-work or pair-work might be powerful motivating factors for the highanxious students. Also, it may be assumed that the rest of students who do not
enjoy group-work would prefer working on their own and at their own pace.
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Statement 19
I am afraid that my oral English language teacher is ready to correct
every mistake I make.
Table 4.19: Students’ fear facing teacher’s correction of every mistake
Alternatives

Nb of Resps

Percentages

SA

8

12.50

A

25

39.06

N

3

04.68

D

18

28.12

SD

10

15.62

Total of Sts

64

99.98

39,06
40,00
35,00
28,12

30,00
25,00
20,00
15,00
10,00

15,62
12,50
4,68

5,00
0,00

Graph 19
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In Table 19 a high percentage 39.6% (25 participants) agreed with the
fact that they fear teacher’s correction of every mistake and 12.50% (8
students) agreed with the statement. This is a proportion that reflects that
anxious students are afraid to make mistakes and are also frightened that the
teacher of English corrects every mistake they make. These students seem to
be constantly evaluated and perceive every correction from the teacher as a
failure, thus facing a series of “attacks” to their self-worth. They might
experience a feeling of humiliation and that teachers as well as students peers
hold a low regard for them. Therefore, they find themselves in an
environment that would be diminishing to their self-esteem leading to severe
obstacles to their self-growth and oral achievements.
Statement 20
I don’t feel pressure to prepare very well for oral English class.
Table 20: Students’non-pressure about self-preparation for oral English
class
Alternatives

Nb of Respondents

%

SA

10

15.62

A

20

31.25

N

6

09.37

D

22

34.37

SD

6

09.37

Total

64

99.98

103

34,37
35,00

31,25

30,00
25,00
20,00

15,62

15,00
9,37

9,37

10,00
5,00
0,00

Graph 20
Concerning Table 20, 31.25% (20 students) agreed that they don’t feel
pressure to prepare for oral English class, 15.62% (10 students) strongly
agreed with the item. 34.37% (22 students) disagreed and 9.37% (6 students)
strongly disagreed and feel pressure to prepare very well for oral English
class. The figures are clear indicators that the Algerian university classrooms
of English are mixed-ability classes. We attend to clear division into two
groups: the more advanced learners (30 students) who do not feel pressure to
prepare well for oral English classes and so seem to be at ease and selfconfident. But the less advanced group (28 students) feel pressure to prepare
very well for oral English sessions. One may question whether the lowcontrol of English leads to anxiety, or whether it is anxiety that affects the
subjects’ control over English. The phenomenon, then, merits closer
investigation.
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Statement 21
The more I study for an oral class the nervous and confused I get.
Table 4.21: More study leads to more nervousness and confusion
Alternatives

Nb of Respondents

%

SA

9

14.06

A

19

29.68

N

5

07.81

D

26

40.62

SD

5

07.81

Total

64

99.98

45,00

40,62

40,00
35,00

29,68

30,00
25,00
20,00

14,06

15,00
10,00

7,81

5,00
0,00

Graph 21
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7,81

Table 21 indicates that there are 14.06% (9 students) who strongly
agreed with the fact that the more they study for an oral class the more
nervous and confused they get. Also, 29.68% (19 students) agreed with the
statement. 07.81% (5 students) are neutral which means that they like to study
and get prepared to feel relaxed and at ease during the oral session. 40.62%
(26 students) disagreed and 07.81% (5 students) strongly disagreed with the
idea. One can notice that 48.43% (31 students) considered that more study for
an oral class does not lead to nervousness and confusion during the session.
However, a considerable number of students 43.74% (28 students) either
strongly agreed or just agreed with the statement. Students feel that the more
they study the more oppressed and inhibited they become. Students forget
what they prepared and would not find the words at the tip of their tongues
during the oral class.
Statement 22
I like to do things in my own way.
Table 4.22: Students’ willingness of doing things in their own way
Alternatives

Nb of Respondents

%

SA

20

31.25

A

35

54.68

N

5

07.81

D

2

03.12

SD

2

03.12

Total

64

99.90

106

54,68

60,00
50,00
40,00
31,25
30,00
20,00

7,81

10,00

3,12

3,12

0,00

Graph22
In this Table 31. 25% (20 students) revealed that they liked doing things in
their own way, 54.68% (35 students) agreed with this statement. However,
7.81% (5 students) are neutral. Only 3.12% (2 students) disagreed while
3.12% 2other students strongly disagreed.
One would consider that a high proportion of students 85.93% (55 students)
preferred to be free in doing things in their own way without any guidance
from the teacher. Any help from the teacher would mislead their choice and
things become fuzzy, vague and unclear for them. However, 6.24% (4
students) like the guidance of their teacher and so would feel more secure
during the classroom interaction.
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Statement 23
I get nervous when the oral expression teacher asks questions that I
have not prepared in advance.
Table 4.23: Students’ nervousness in front of (new) questions not
prepared in advance
Alternatives

Nb of Respondents

%

SA

18

28.12

A

22

34.37

N

3

04.68

D

14

21.87

SD

7

10.93

Total

64

99.97

34,37
35,00
30,00

28,12

25,00

21,87

20,00
15,00

10,93

10,00
4,68
5,00
0,00

Graph 23
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Table 23 reveals that the overwhelming majority of subjects 34.37%
(22 learners) have opted for the ‘agree’ column; 28.12% (18 students)
strongly agreed that they do get nervous when the oral expression teacher
asks them questions that they have not prepared in advance. Yet, 21.87% (14
students) did not agree and 10.93% (7 students) strongly disagreed with the
item which entails that they do feel at ease even in such situations.
The nervousness that the majority of learners endure when faced with
questions that are unprepared in advance might hinder learning and speaking.
The subjects find themselves helpless in front of new situations and would not
be able to have control over their nervousness on which success or failure
depends. These students would need more time for oral and topic
preparations. They may feel the need for pre-planning and planning learning
strategies that are so beneficial and crucial for successful oral classroom
productions. Their implications on the teaching strategies in oral EFL are of
paramount importance.
Statement 24
When I am on my way to oral English class I feel very sure and relaxed.
Table 4.24: Students’ security and relaxation when on their way to oral
English class
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Alternatives

Nb of Respondents

%

SA

9

14.06

A

15

23.43

N

6

09.37

D

26

40.62

SD

8

12.50

Total

64

99.98

45,00

40,62

40,00
35,00
30,00
23,43

25,00
20,00

14,06

12,50

15,00

9,37

10,00
5,00
0,00

Graph 24
Regarding Table 24 a high proportion of participants 40.62% (26
students) disagreed and 12.50% (8 students) strongly disagreed that they
would feel very sure and relaxed when they are on their way to oral English
class. Yet, 23.43% (15 students) and 14.06% (9 students) felt very sure and
relaxed in their way to oral English class.
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This is important for English language teachers who could revise their
method of teaching and the materials used in the classroom so as to increase
the learners’ motivation, self- growth and decrease their anxiety. Also, they
ought to pay attention to their learners’ affect, and create new and
“pleasurable”activities in order to reduce the participant’s tension.
Statement 25
I often feel like not willing to go to my oral English classes.
Table 4.25: Students’ non-willingness to go to oral English classes
Alternatives

Nb of Respondents

%

SA

5

07.81

A

30

46.87

N

9

14.06

D

10

15.62

SD

10

15.62

Total

64

99.98
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14,06

15,62

15,62

7,81
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Graph 25
As far as statement25 is concerned, Table 25 shows 46.87% (30
students) agreed that they often feel like not willing to go to the oral English
classes. Only 7.81% (5 students) held the same view that they strongly agreed
with the item. Only 15.62% (10 respondents) disagreed with this opinion, and
15.62% (10 other students strongly disagreed).
The figures in this table show that more than half the total numbers of
the learners often feel like not willing to go to their oral English classes. This
is particularly true of the most anxious learners who have the tendency to
avoid the induced anxiety moments when they do not feel at ease and so do
not feel motivated to enter the classroom. These feelings may lead to
absenteeism.
Statement 26
I am usually at ease during oral tests of English.
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Table 4.26: Students at ease during oral tests of English
Alternatives

Nb of Respondents

%

SA

4

06.25

A

22

34.37

N

6

09.37

D

24

37.50

SD

2

03.12

Non Respondents

6

09.37

Total

64

99.98

37,50

40,00

34,37

35,00
30,00
25,00
20,00
15,00
10,00

9,37

9,37

6,25
3,12

5,00
0,00

Graph 26
When asked whether they feel at ease during tests of oral English, 26
informants say they do. These constitute 40.62% of the total sample, but their
actual performance needs to be checked against their record. By contrast, 26
reported that they are not usually at ease during oral tests of English. This
113

translates into 40.62%.Yet, this percentage reveals some truth: that a
considerable portion of our sample may be victims of their affective states.
In so far as this item is concerned 6 non-responses (9.37%) have been
recorded. Not all subjects can easily reveal their non-comfort and their unease
concerning this issue. Although we have recorded only 9.37%, this remains
unfortunately significant.
Statement 27
I end up trembling and sweating in a cold sweat when I know I am
going to be called on.
Table 4.27: students trembling and in cold sweat when called on by the
teacher
Alternatives

Nb of Respondents

%

SA

10

15.62

A

27

42.18

N

10

15.62

D

13

20.31

SD

4

06.25

Total

64

99.98
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Graph 27
Table 27 indicates that 42.18% (27 participants) agreed that they end
up trembling when they know that they are going to be called on. 15.62% (10
students) strongly agreed with the statement. When we examine the
percentage of this table one may say that the number of learners who
endorsed this item is totalling to 57.80%, (37 students). This is a very
significant number. One might assume that they are afraid to make errors;
something held to be inevitable in foreign language learning. One cannot
ascribe their no-speaking to motivation although motivation is the leading
actor in the play. Some subjects may have poor control of English and may
have some resistance factors which prevent them to volunteer in oral English.
Very often such subjects occupy the back seats of the classroom.
Statement 28
I think that I am good at oral English given the right circumstances.
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Table 4.28: Students’ security at oral English given the right
circumstances
Alternatives

Nb of Respondents

%

SA

3

04.68

A

36

56.25

N

9

14.06

D

16

25.00

SD

0

0

Total

64

99.99

56,25

60,00
50,00
40,00

25,00

30,00
20,00
10,00

14,06
4,68
0,00

0,00

Graph 28
Table 28 exhibits that a high proportion of subjects 60. 93% (39 students out
of 64) opted for the fact that they feel good and more secure at oral English
given the right circumstances. 14.06% (9 students) preferred to be neutral and
25% (16 learners) disagreed with the statement. A considerable number of 39
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students were positive for better classroom circumstances that would increase
their security and ease in communicating in English. However, 16 students
disagreed and so would feel anxious, perturbed whatever circumstances they
find themselves in. This might be due to the fact that the oral expression
module is in itself anxiety-leading and so the learners would find themselves
in a face to face situation with their erroneous productions and outcomes.
Statement 29
I feel very self-conscious about speaking, about time pressure and
others’ judgements.
Table 4.29: Students’ self- consciousness about speaking, time-pressure
and others’ judgments
Alternatives

Nb of Respondents

%

SA

6

09.37

A

44

68. 75

N

6

09.37

D

6

09.37

SD

2

03.12

Total

64

99.98

117

68,75
70,00
60,00
50,00
40,00
30,00
20,00
9,37

9,37

10,00

9,37
3,12

0,00

Graph 29
Table 29 shows that a high proportion of subjects 68.75% (44 students
out of 64) opted for the fact that they feel very self-conscious of the oral
classroom situation. 9.37% (6 students) strongly agreed with this fact. They
might feel preoccupied with correctness, i.e. form rather than content. They
are too aware of time-pressure, others’ judgements as well as to their
grammatical mistakes.
These are likely to suffer from some inhibiting factors which prevent
them from expressing themselves freely even with mistakes. They plan their
messages before they utter a word, they think about “how to say it” factor and
“what to say” factor. Moreover, this leads them to hesitate when speaking;
they self-correct their sentences, start them, and stop at the middle without
being able to convey their message adequately.
This is due to their excessive self-consciousness with correctness. This
is referred to as “monitor-over-use” by (Krashen 1988) who also attributes
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self-consciousness to poor learning and not acquisition. This means to
teachers that they must ride their students to focus more on message than on
form so as to lower their “affective filter” (Krashen) and speak accurately.
The same table reflects that 9.37% (6 students) felt neutral and 9.37%
(6 students) experience no self-consciousness and so find their words at the
tip of their tongue. These are “monitor-under-users” according to (Krashen
1987) followed by 3.12 %( 2 students) who strongly disagreed with the
statement, i.e. they do not feel too self -conscious about time pressure, and
others’ judgements
Statement 30
It helps me if my teacher corrects my answer.
Table 4.30: Comfort facing error-correction
Alternatives

Nb of Respondents

%

SA

30

46.87

A

27

42.18

N

2

03.12

D

3

04.68

SD

2

03.12

Total

64

99.97
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Graph 30
Table 30suggests that a high proportion of subjects 46.87% (30
students) who strongly agreed that it helps them if the teacher corrects their
answers. Predictably 42.18% agreed with the item. However, 3.12% strongly
disagreed and 4.68% disagreed with the teacher correcting their answers.
These percentages are totalling a number of 5 students.
It is commonly agreed that immediate correction of errors that occurs
during the conversation session may inhibit the students. Many of them would
enormously suffer from the teacher’s hypercorrection while they speak. By
its very nature, conversation practice will be a time for errors in
pronunciation, grammar, vocabulary or sentence structure.
Students are trying out their wings, and inevitably they will make
mistakes. If their conversation bristles with errors, deviously they are not
sufficiently prepared in the fundamentals of English to engage in a discussion
activity or debates (Dobson, 1992). A few errors if produced here and there
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would indicate that they are going through a natural stage in communication
practice. It only means that students will learn from their own mistakes. “One
can’t learn without goofing” (Corder,1981).
In error-correction, one ought not constantly interrupt the flow of
conversation with continual minor corrections. The teacher can collect a few
minor mistakes for later corrections. It is preferable to wait until the students
finish a conversational exchange to correct the errors that should be corrected
anonymously.
Statement 31
Oral English class moves so quickly that I worry about getting left
behind.
Table 4.31: Students’ consciousness of the rapid movement of the oral
class, and their worry of getting left behind
Alternatives

Nb of Respondents

%

SA

10

15.62

A

35

54.68

N

10

15.62

D

7

10.93

SD

2

03.12

Total

64

99.97

121

54,68

60,00
50,00
40,00
30,00
20,00

15,62

15,62
10,93
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Graph 31
In Table 31, 54.68% (35 students) reported they feel that English class
moves so quickly that they worry about getting left behind. 15.62% (10
learners) strongly agreed with this item. However, 15.62% (10 students)
decided not to express their view, and avoided showing their colour and
remained neutral. 10.93% (7 students) disagreed with the item, and 3.12% (2
students) strongly disagreed and felt that the language class doesn’t move
quickly and that they do not worry about getting left behind.
This means, that very often the learners do not follow the rhythm in
which the oral class moves and lose pace with the discussion or
conversational exchange. Therefore, they might get left behind and delayed
and this may lead them to experience disheartening moments. The student
may be compared to a dancer who loses pace and is left behind in a famous
and well ordered dance.
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Statement 32
I am generally satisfied with my oral English achievements.
Table 4.32: Students’ satisfaction with their achievements in oral
English
Alternatives

Nb of Respondents

%

SA

5

07.81

A

24

37.50

N

12

18.75

D

23

35.93

SD

0

0

Total

64

99.99

37,50

40,00

35,93

35,00
30,00
25,00
18,75
20,00
15,00
10,00

7,81

5,00

0,00

0,00

Graph 32
Table 32 shows clearly that 37.50% (24 students) are generally satisfied
with their oral English achievements. This might be true for the more fluent
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speakers, quick learners in EFL Also 7.81% (5 students) strongly agree with
their oral achievements.But a high proportion of learners 35.93% (23
students) disagree with the statement and say that they are not satisfied with
their achievements.
The figures show that the English classroom session might benefit
some learners who could well make profits to turn into fluent speakers of
English, for they feel that one success would entail another until they achieve
satisfaction and more self-motivation.
The second set of figures shows a picture that is sometimes
discouraging. Some slow learners may have been adjusted to a passive role
during oral English session and feel unprepared for the active role demanded
in conversation practice.
Some learners may participate conscientiously in oral repetition of
grammar drills, where they use “canned” phrases that illustrate abstract
situations and find themselves sticking to their dependence on pre-fabricated
language material usually provided by the teacher as a stimulus.Such learners,
when faced with challenging real-life oral English situations may be guided
by the teacher to get out of this dependence and impress on them the
importance of associating words with thought and action to create sentences
that convey real-life meaningful messages. Students ought to learn (and to be
taught) how to get rid of the highly structured drills to move to a better
language that would express their feelings and thoughts.
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Statement 33
I feel overwhelmed by the number of rules I have to learn to be able to
speak English.
Table 4.33: Students’ struggle facing the amount of rules to master in
oral English
Alternatives

Nb of Respondents

%

SA

15

23.43

A

29

45.31

N

6

09.37

D

12

18.75

SD

2

03.12

Total

64

99.98

50,00

45,31

45,00
40,00
35,00
30,00

23,43

25,00

18,75

20,00
15,00

9,37

10,00

3,12

5,00
0,00

Graph 33
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Table 33 indicates a high percentage of learners 23.43% (15 students)
followed by 45.31% (29 students) who either strongly agreed or simply
agreed with the fact that they feel overwhelmed by the number of rules they
have to learn to be able to speak English. 18.75% (12 students) disagree to
speak English and 3.12% (2 students) strongly disagreed with the statement.
The previous figures show that 44 students out of 64 feel disturbed by
the tremendous amount of rules they need to control in order to be able to
engage in an English oral classroom exchange. These figures are clearly
indicative of the learners’ anxiety about their own capacity to learn rules to
speak English. They fear being less competent than their classmates.They
probably feel fatigue and lack of satisfaction or control over the language.
It would be evident that even though students’ initial motivation may
be strong, under the strain of learning a new language with its complexities of
pronunciation, syntax and vocabulary. Motivation may be lessened and their
hopes of speaking English fluently will never be realised. Let alone that
English is a non-native language for the learners.The occasions in which they
practise their English outside the classroom situation are very rare if not
absent. Therefore, they need first to unlearn some rules of their native
language that they may transmit to their EFL speech then, move to the
manipulative phase. Hopefully, the students will subsequently have a chance
to participate in conversation practice under more favourable circumstances.
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Statement 34
I am afraid that other students will laugh at me when I speak English
in the classroom.
Table 4.34: Students’ fear their peers’ laughter when speaking English
Alternatives

Nb of Respondents

%

SA

9

14.06

A

21

32.81

N

7

10.93

D

14

21.87

SD

13

20.31

Total

64

99.98

32,81

35,00
30,00
25,00

21,87

20,00
14,06
15,00

10,93

10,00
5,00
0,00

Graph34
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20,31

Table 34 reports that 14.06% (9 students) fear that the other students
will laugh at them when speaking English in the classroom, while 32.81% (21
students) experience the same fear. 21.87% (14 students) disagreed with the
statement and 20.31% (13 students) strongly disagreed, i.e. they do not fear
that their classmates would laugh at them when they speak English.
The table is indicative of almost 46.87% who fear others’ judgements
and laughter if they speak English in the classroom. The figure entails that
there is a significant majority that lacks confidence maybe because of their
lack of control over English or over the topic under discussion.
4.3- FLOCAS : Table IV FLOCAS
Percentages of students choosing each alternative
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

SA
A
N
D
SD
Insecurity when speaking in oral class
14.06
37.50
17.18
26.56
4.68
Learners’ worry about making mistakes
15.62
17.18
10.93
35.93
20.31
Students’ opinion about more English classes
37.50
32.81
07.81
12.50
09.37
Students’ fear in front of teacher’s use of new vocabulary
32.80
43.75
06.25
06.25
10.93
Students’ confidence in speaking English
21.87
28.12
09.37
15.62
25.00
Thinking about things that have no relation with the class
29.68
31.25
07.81
15.62
15.62
Awareness of others’ success in oral English better than they do
28.12
29.62
15.62
15.62
10.93
Feeling comfortable around native speakers of English
20.31
37.50
10.93
12.50
18.75
Panic when speaking without any previous preparation
23.43
45.31
07.81
17.18
06.25
Agreement or non-agreement with the teacher
39.06
37.50
15.62
04.68
03.12
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11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.

28.

Students’ nervousness and forgetfulness
06.25
57.81
14.06
14.06
07.81
Students volunteering even when not sure of an answer
15.62
29.62
15.62
28.12
10.93
Embarassment and non volunteering answers orally
15.62
26.56
26.56
17.18
14.06
Sounding answers in their heads before answering
32.81
42.18
12.50
06.25
06.25
Students’ upset facing teachers’ corrections
40.62
45.31
07.81
03.12
03.12
Self-initiation in oral English class
04.62
21.87
14.06
35.93
23.43
Self-consciousness of their own anxiety
23.43
31.25
17.18
18.75
09.37
Enjoyment of group-work oral English sessions
15.62
40.62
03.12
21.85
18.75
Fear facing teacher’s correction of every mistake
12.50
39.06
04.62
28.12
15.62
Students’ no–pressure about self preparation for oral English class
15.62
31.25
09.37
34.37
09.37
More study leads to more nervousness and confusion
14.08
29.68
07.81
40.62
07.81
Willingness of doing things in their own way
31.25
54.68
07.81
03.12
03.12
Nervousness in front of new questions not prepared in advance
28.12
34.37
04.68
21.87
10.93
Security and relaxation when on their way to oral English class
14.06
23.43
09.37
40.62
12.50
Non-willingness to go to oral English class
07.81
46.87
14.06
15.62
15.62
Students at ease during oral tests of English
06.25
34.37
09.37
37.50
03.12
Students trembling and sweating when called on by the teacher
15.62
42.18
15.62
20.31
06.25
Security at oral English given the right circumstances
04.68
56.25
14.06
25.00
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0

29.

30.
31.

32.
33.
34.

Self-consciousness about speaking, time-pressure and others’
judgements
09.37
68.75
09.37
09.37
03.12
Students’ comfort facing error-correction
46.87
42.18
03.12
04.68
03.12
Consciousness of the rapid movement of the oral class, and worry of
getting left behind
15.62
54.68
15.62
10.93
03.12
Students’ satisfaction with their achievements in oral English
07.81
37.50
18.75
35.93
0
Struggle facing the amount of rules to master in oral English
23.43
45.31
09.37
18.75
03.12
Fear of their peers’ laughter when speaking English
14.06
32.81
10.93
21.87
20.31

4.4 Discussion
Item 1 : Some students endorsed positively the item that they never feel quite
sure of themselves when speaking English (51.56%). Such
percentage is reflective of communication apprehension i.e a
negative feature of Foreign Language Anxiety (FLA).
Item 2 : A large proportion of learners expressed that they worry and feel
anxious about making mistakes (57.24%). Worrying about making
mistakes has an inhibiting effect, and if no change is hoped, such
subjects will avoid participation.
Item 3 : Students wanted more English classes (70.31%) i.e, more than three
hours a week. However, 21.87% was satisfied with the time allocated
to the English oral session (one hour and a half). The first group felt
the more input, the better one becomes in oral English the less
anxious they would feel. The second group expressed their opinion
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by a total avoidance of extra-hours and so would feel perturbed and
non-secure if more sessions are added.
Item 4 : 76.65% of students feel frightened in front of teacher’s use of new
vocabulary. This is an anxiety-provoking and frightening situation. It
is an indication of the most anxious learners who probably would
feel better if the teacher gives the mother-tongue equivalent to the
new vocabulary presented. It is also a wrong belief that the students
hold ; the one of understanding every word uttered by the teacher to
grasp the message conveyed.
Item 5 : A significant proportion (40.62%) feel non-confident when speaking
English in the oral sessions, though 50% expressed high confidence
in managing their anxiety. Self-confidence is a crucial factor for the
students to overcome their anxiety.
Item 6 : The majority would think about other things which have no relation
with the oral English session (60.93%). This leads to a lack of
concentration, boredom, stress, nervousness and absent-mindedness
in the classroom. So there is an urgent need for more motivating
activities to make the course less stressful and more enjoyable.
Item 7 : 57.80% are students’ self arvareness of others’ success so leading to
self awareness of their own failures. They feel that their classmates
speak better English than they do. Such results may lead the anxious
students to feel more shyness, nervousness, self-embarrassment and
negative auto-evaluation leading to absenteism, and course
avoidance and manage to find an obstacle to avoid participation and
hide from the teacher’s eyes.
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Item 8 : 57.81% is indicative of low anxiety and feel comfortable around
native speakers. The high anxious 31.25% disagreed with the change
of context and wouldn’t feel comfortable which might clearly show
their hesitations and instability. This pattern entails that the
classroom environment is another important variable of the social
influences. Native speakers’ environments need to be sought for for
both low anxious or high anxious individuals who would find
opportunities to manage their anxiety and control their self defeating
feelings.
Item 9 : The majority of the students panic when speaking without any
previous preparation 68.74% (44 students out of 64). This is a high
percentage indicative of the panic feeling and communication
apprehension in public speech that is not an easy matter even in the
mother tongue.
Item 10 : 76.56 indicated that they should be frank with their teacher and
would show their manifest position towards him/her be it positive or
negative. However, 7.80 avoided any feedback to the teacher, and
avoid any participation and would prefer to remain in a state of
bewilderment and confusion.
Item 11 : 64.6% were anxious and show their highest level of nervousness
that they become forgetful of things they know. This lack of
memorisation is negative indicator of hesitations, lack of self
confidence and insecurity leading to poor oral outcomes. Is
forgetfulness a cause or effect in oral productions ? So forgetfulness
and nervousness (anxiety) are in a cyclic operation.

132

Item 12 : 39.5% of high anxious students who lack self-confidence and
spontaneity. They do not volunteer to answer out loud unless they are
sure of the response and show feelings of stress, low self confidence
and anxiety in classroom interactions.
Item 13 : 42.18% are students who experience embarassment and nonvolunteering answers orally. They express moral disconfort, upset
and high anxiety facing oral English classroom questions.
Item 14 : 75% are students who suffer from doubt and incertainty and want to
sound answers in their heads before answering. They are not risktakers and take more time to double-check their answers. This
feature is a real hindrance to their fluency that may lead them to
serious hesitation instances and frustration.
Item 15 : 85.93% show students upset facing teachers’ corrections. The way
students are corrected and reworded have an impact on high/low
anxiety effects.
Item 16 : 59.36% represent students’ failure and are not self-starters. They
are not self-initiators in any oral English class. They need external
reinforcement, incentives and help from the teacher or the peers or a
short-text to get started in oral English discussion.
Item 17 : 54.68% is indicative of students’ self-consiousness of their own
high anxiety even when they are well-prepared for the oral English
class. Such result reveals students’ communication apprehension.
The reason is that an oral classroom session is always a series of
umpredictable and unique events partially known to the teacher but
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totally ignored by the students. Such classroom situation is referred
to as ‘’pseudo-communication’’ (Rivers, 1983).
Item 18 : 56.24% reported that they would enjoy group-work in English oral
sessions so that their negative characteristics and difficulties may be
‘’sponged’’ (solved) by the general effort of the group. One may say
that group-work and pair-work are powerful motivating factors to the
high anxious as well as to the low anxious student. However, 40.60%
is a percentage of those who do not enjoy group-work and would
prefer working on their own at their own pace. Group-work may be a
source of anxiety because it involves feeling uncomfortable when
being stared at by other students while speaking.
Item 19 : 51.56% is an indicator of students’ fright facing teacher’s correction
of every mistake. Anxious students feel constantly evaluated and
receive, in fact perceive these corrections as failures, attacks to their
self-worth leading to humiliation, self-esteem reduction and serious
obstacles to their self-growth. They may not be able to demonstrate
what they learnt. Therefore, they may experience even more failure
which in turn escalates their anxiety and impedes their achievements.
This might be referred to as teacher-generated anxiety.
Item 20 : 46.87% reflected students who do not feel pressure to prepare for
oral English session. However, 43.74% feel pressure to prepare very
well for oral English session. Such result is indicative of Algerian
University mixed-ability classes. High anxiety may lead to more and
more preparation and so leads to success and better outcomes.
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Item 21 : 43.74% of students feel that the more they study the more oppressed
and inhibited they become. 48.43% considered that more study for an
oral class does not lead to nervousness. Thus more study implies for
them less anxiety, less nervousness and less confusion and better
achievements.
Item 22 : 85.93% represent students’ willingness of doing things in their own
way and would feel insecure, misled if they meet any guidance from
the teacher who is in this case an anxiety source. Things become
‘’fuzzy’’ and ‘’vague’’ and become helpless.
Item 23 : 62.49% reveal students’ anxiety and nervousness that the majority
endure when faced with new questions to which they are not
prepared in advance. Yet, 32.80% feel at ease even without any
previous preparation. Such results are of paramount importance to
the classroom teacher and the opportunies he provides for his
learners for pre-planning, during planning and post-planning the oral
topic to be undertaken.
Item 24 : 53.12% of the students feel insecure, anxious and non-relaxed when
on their own way to the oral English class. This is in one way or
another a common manifestation of anxiety, fear and sadness which
may lead to classroom avoidance. Such finding is highly relevant to
the teachers who could revise their method of teaching and the
materials used so as to reduce the participants tension and involve
them in ‘’pleasurable’’ activities and offer them some moments of
delight.
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Item 25 : 54.68% this is a figure that represents more than half the total
number of students who often feel non-willing to go to oral English
classes so as to avoid the induced anxiety moments. They often feel
anxious, not at ease and become drop-outs which entails other
feelings of guilt, sadness and shame.
Item 26 : 40.62% constitute the percentage of students not at ease during oral
tests of English. The same percentage (40.62%) represents the
number of students who feel at ease in oral tests. Some students
reveal that they become petrified, losing patience and tense during
the oral tests. Such is another fairly common manifestation of
anxiety.
Item 27 : 57.80% reported that they end up trembling and sweating when they
are called on by the teacher. This is another common source of
discomfort where learners are not able to express what they want to
say, having to use simple English, making grammatical mistakes and
feel concerned about incorrect pronunciation. Not knowing how to
answer to the teacher’s question is also a source of anxiety even
though the content of the question is understood.
Item 28 : 60.93% opted for the item that they would perform better at oral
English given the right circumstances. However, 25% feel anxious
and perturbed in whatever circumstances. One may say that the oral
expression is in itself an anxiety-provoking situation where the
speaker finds

himself in a face to face with his/her erroneous

productions.
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Item 29 : 88.12% (50 students out of 64) feel so self-conscious about
speaking English, about time-pressure and others’ judgements. One
might assume that they are afraid to err, something held to be
inevitable in FLL. Serious language anxiety may cause other related
problems with self-esteem, self-confidence and risk-taking ability.
FLA is a complex psychological construct, difficult to overcome,
perhaps due to other intervening variables such as being preoccupied with correctness – how to say it factor – at the expense of
what to say factor ; form rather than content. According to Krashen
they are monitor over-users. Focusing on content more than form
would probably reduce their anxiety.
Item 30 : 89.05% reflects the students who endorsed the item that it helps
them if the teacher corrects their answer. 7.80% feel inhibited by the
teacher’s hypercorrection of their oral English errors. By its nature,
conversation practice is a time for errors in pronunciation, grammar,
vocabulary or syntax. It is also a time for students to try out their
wings : inevitably they will hesitate and err. If their conversation
bristles with errors it means that they are not sufficiently prepared in
the basics of English to engage in a discussion or debate.
Item 31 : 70.30% is a number showing students’ consciousness of the rapid
flow of the oral English class, and their worry about being left
behind. They check and double-check their answers that they lag if
the rythm is rapid. Such result leads them to experience
disheartening moments. This is a source of anxiety that entails
communication reticence.
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Item 32 : 45.31% are satisfied with their oral English outcomes and feel that
one success entails another until they achieve fluency, get more selfmotivation and become low-anxious. Yet, 35.93% show a
discouraging picture of the students who get adjusted to a passive
role in oral English session and feel overwhelmed about the active
role demanded in communication practice.
Item 33 : 68.74% (44 students) feel anxious about the huge amount of rules to
master in oral English. This number is an indicator of the students’
struggle and anxiety about their own capacity to participate in an oral
conversation. There is also a fear of being less competent than others
and feel insecurity, fatigue, lack of satisfaction and control over
English. So their hope of speaking English fluently and accurately
will never be realised.
Item 34 : 46.87% of students fear that their classmates will laugh at them
when speaking English and so would become objects of ridicule.
42.87% are more advanced, secure and combat successfully their
fear of others’ judgements and laughter. They feel at ease and cope
with their anxiety.
4.5 Students’ self-scale
This is a type of measurement based on the work of Young (1986)
meant to categorise the subjects (64) according to five levels of anxiety :
0%  Not anxious
25%  Low-anxious
50%  Anxious
75%  High anxious
100%  Over-anxious
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Table V: Students self-scale
High anxiety
100%

5

75%

4

50%

3

25%

2

0%

1
No anxiety

Scale
Not Anxious
Low Anxious
Anxious
High Anxious
Over Anxious
Total Nb of resps

Nb of respondents
4
17
31
9
3
64

Percentage (%)
6.25
26.56
48.43
14.06
4.68
99.98

4,68
14,06

6,25
26,56

No anxiety
Low anxious
anxious
High anxious

48,43

Over anxious

Graph 5
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4.6 Discussion
The self-scale is an instrument used to diagnose students’ level of FLA.
The diagram indicated that 6.25% (4 students) are non-anxious ; 26.6% (17
students) are low-anxious ; 48.43% (32 students) are anxious ; 14.06% (9
students) are high-anxious and 4.68% (3 students) are over-anxious (overemotional).
One may assert that 50% is an optimal level of FLA selected by the
majority of the participants (48.43%). At this level, anxiety inhibits their oral
English proficiency. Below this level, the students may feel overconfident and
so they may score poor proficiency due to neglect, non-preparation, no
perseverance for oral English session which may affect negatively their oral
outcomes.
Such results demonstrate that all students, at one level or another
experience a startling level of FLA to keep alert and so might progress in their
studies. Indeed, Campbell and Ortiz (1991) reported that language anxiety is
experienced by both L2/FL learners who would also possess potential
problems “because it can interface with the acquisition / learning, retention
and production of the new language’’ (86)
Another aspect of classroom anxiety to take into account is how
learners cope with it. How to help students reduce their FLA.
One may also question : is low control of English a source of anxiety or
is anxiety that affects the subjects’ low control over English. This issue merits
closer investigation.
Conclusion
One can say thatsome students get anxious and cannot think of
anything to say when in the conversation spotlight. Their minds go blank and
an embarrassing silence sets in. Not only are these silences hard on the
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speaker who finds no words to express himself, they make the other students
uncomfortable too. The teacher should be ready to step quickly in such
situation and prompt the student or direct him/her in some way that allows
him/her to recover gradually and continue speaking.This embarrassing and
anxiety-leading situation might be due to the fact that students are at different
proficiency levels, for the group is composed of mixed-ability students. In
these heterogeneous groups, the less advanced students fail to participate; or
in the rare instances where they do participate they will hesitate and feel
anxious. In these situations, the more advanced students will progress by
monopolising the conversation while the less advanced struggle very hard to
overcome their anxiety and become occasional participants. In this case we
attend to the Mathews effect which consists of “To those who have got more
get more” (better marks and rewards). In this way the less advanced students
would gain more confidence if they conversed with members of a smaller,
more homogeneous group.
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Introduction
We have raised some individual problems, variables for which there are
no totally satisfactory solutions. In this chapter we deal with developing
positive social learning classroom environments in order to reduce anxiety in
oral productions in the EFL and enhance the learners’ will towards a better
learning and more perseverance for more powerful communicative
achievements.

5.1 Anxiety Reduction Practices
It is very crucial to clarify that some severe anxiety reaction holders
cannot find serious help from language teachers who have neither sufficient
time nor are they adequate experts or therapists to deal with such cases.
However, some behavioural modification techniques employed by therapists,
such as systematic desensitisation and relaxation exercises may inspire
language teachers to help their anxious learners overcome their stress and so
optimal oral expression achievements can be maximised.
One mayconsider that the most important and difficult task for changing the
language learning contexts does not depend on the teacher’s decisions but on
the administration or institution ones. However, there is much to be done and
to be suggested in terms of classroom management for oral expression
purposes.
Richardson and Woolfolk (1980) stated that anxiety effects can extend
beyond the classroom.
Just as math anxiety serves as a critical job
filter, channelling some women and some
members of otherminority groups away from
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high-paying,

high

demand

math

and

engineering careers, foreign language anxiety
too, may play a role in students’ selections of
courses,majors, and ultimately careers
(Richardson and Woolfolk, 1980: 131)
From the above evidence the impact of FLA may be enormously a
factor in students’ objections to foreign language requirements.
Nowadays, there is a colossal revival of interest in English study both
as English for Specific Purposes in conjunction with business and industrial
purposes, and as an essential part of a traditional education. English bearing
an intrinsic humanistic value is endlessly being a passport for sciences and
world business. Private English language schools and centres are increasingly
flourishing in Algeria with great demands on the establishment of English
language requirements. Therefore, teachers will be faced with an even greater
increase in the number of high-anxiety students vulnerable to English
language study. High demands and emphasis are, today, on spontaneous
public speech in English as well as on the spot-speaking English in classroom
situations. In fact, oral English classroom context is unavoidably itself an
anxiety-provoking situation mainly if we take into account the current modern
emphasis on communicative competence that really poses particular
difficulties for high-anxious students. Concerning this specific issue we stress
the need to have:
 A supportive teacher
 A supportive language teaching group.
 Good pedagogical practices.
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 Relaxed atmosphere and environment.
 Anxiety reduction techniques.
 Humanistic education as presented by Moskovitz’ Caring and
Sharing (1978).
These supportive aspects will recognize students’ feelings and
emotional variables together with the feelings of isolation and helplessness
and to offer concrete treatments and guidance. Anxietyreduction practice and
strategies for attaining English language confidence are significant and of
vital importance.

5.2 FLOCAS Pedagogical Implications
Teachers of oral English ought to
 Detect and so help the anxious-learner to cope with the existing anxiety
provoking situation
 Making the learning contexts less stressful.
 Bring students to engage and participate in classroom activities that
they fear most and so defeat their unpreparation or indifference to the
activity.
The existence of FLA must first be acknowledged by teachers so that
they can be able to deal with anxious learners. In fact, there are only two
alternatives in the classroom situation to overcome by:
 Helping them to cope with and so overcome their anxiety.
 Making the learning environment and circumstances less
stressful and viable.
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Teachers probably have noticed negative anxiety effects on learners’
outcomes mainly in communicative situations. Extremely anxious students
would purposely avoid engaging in classroom communicative activities they
fear most. They may seem unprepared, non interested, or absent-minded. If
anxiety and anxiety behaviours are given much consideration, teachers would
be careful before attributing poor student performance solely to laziness, lack
of ability, inadequate background, or low motivation. The urgent question
here is: What specific techniques may be used to reduce students’ anxiety?
Techniques for teaching relaxation are included in Benson’s “The
relaxation Response” (1976) and Jacobson’s “Progressive Relaxation” (1973).
Behavioural contracting is an anxiety reduction method for students having
troubles attending and participating in the learning task. The learner agrees to
spend a specific time-lapse on a task, and then reports back to the teacher on
her/his success.
Another anxiety reduction contracting method is the one experienced
by the researcher with the students not approving a specific topic of
discussion in the classroom. The learner is asked to write down all his/her
reasons for his/her not approving the topic or the method used by the teacher.
This technique proves to be very adequate to bring the learner to participate in
the English-learning process. Later s/he will have to present his work orally to
the classroom peers and comment seriously and freely in English about a
topic and his/her selection, with teacher’s comments about success in
expressing one’s thoughts. Amongst all these corrective practices on foreign
language anxiety are the ones adequate as specialised sports that help in
severe anxiety reactions, where the students may probably be referred to
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outside counsellors or learning specialists. In this context Mc Coy (1979)
dealt with students’ anxieties in the L2/FL classrooms.
For example Jacobson (1938), Benson (1973), and Mc Coy (ibid)
proposed some specific techniques for teachers to help their learners to allay
their anxiety. Also some relaxation exercises, behavioural contracting and
journal keeping for achieving effective language learning strategies are
included.
Behavioural contracting is an anxiety reduction method for learners
having difficulty attending to the learning task. For instance, the student is
advised to spend a specific amount of time on an activity, such as going to the
language laboratory, and then reports back to the teacher on her/his success.
But language teachers donot have enough time to deal with severe anxiety
reactions. Only that such learner when identified should be sent to the
expertise of an outside counsellor / tutor or learning specialists who can
successfully treat their specific language learning anxiety.
To make the learning context less stressful is the most difficult task for
a language teacher. For, the teaching- learning process inevitably takes place
in a formal academic institution where both evaluation and the judgement of
others are unavoidably related to performance. In this context, unavoidable
anxiety is likely to flourish. However, there is much to be done in the errorcorrection domain. The selection of students’ errors should be identified and
so corrected in general without pinpointing on individuals’ inadequacies.
Error-correction techniques should be based on instructional philosophy and
on reducing auto-defensive reactions from the part of the learners. Teachers
may present error-correction in a table where on one column the errors
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depicted and on the other column their corrections; thus, drawing attention to
the errors and not to the learners who make them.
Before any firm conclusion regarding optimal interventions, teachers
should raise many questions about their teaching practices. How much do the
Moskovitz’ teaching practices contribute to the FL anxiety reduction? The
increases of FL requirements in conjunction with an increased emphasis on
spontaneous communication in language sessions render the TL the most
threatening aspect particularly for anxious students. Teachers can alleviate to
a certain extent their learners’ anxiety and help them cope with their isolation
feelings and hopelessness so as to attain self-confidence in FLL and its
communicative aspects.
If we are to improve FL teaching at all levels of
education, we must recognize, cope with, and
eventually

overcome

debilitating

foreign

language anxiety as a factor shaping students’
experience in foreign language learning.
(Horwitz, E. Horwitz, M. and Cope, 1986:132)

5.3 Specific Techniques Needed
Teachers may use specific ways to allay student’s anxiety in FL
classroom situations through a number of techniques:
 Relaxation exercises.
 Advice on effective language learning strategies.
 Diary or Journal keeping.
 Counseling.
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 Therapist’s behavioural modification techniques.
 Foreign language learning context changing.
 Student-language support systems.
 Monitoring the classroom climate.
 Instructional error-correction techniques.
 Necessary emphasis primarily on communication competence. That
aspect which poses particular difficulties to anxious and nonanxious students.
The last corrective practice is the one of developing communicative
competence that “ghost” considered to be the most threatening aspect in the
TL learners. Teachers of oral English should be devoted only to this aspect so
as to bring learners to share in a spontaneous speech in a classroom situation,
to manage their anxiety and stress emerging from the face-to face interaction.
Teachers can do a very impressive step to improve their way of
managing the classroom climate and creating some compensation practicesin
their teaching. Some oral expression teachers rely heavily on their old
methods of teaching and so remain themselves uneasy about their own
practices. If only they decide to enter in a new era of teaching creating in
every classroom session new challenges to the learners. They ought to avoid
the error-corrections that would stop the speech-flow of the speakers and so
add fuel to oil to their threat emerging from their non-control over the FL.
Teachers ought to be collaborative with the learners and deal with errorcorrection as a group instruction listing all the oral errors to the students
without pinpointing at one individual’s error. Certainly, in doing so they
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would avoid intimidating the participants and immediately become fair
towards them by reducing their defensive reactions. It is only a matter of
subtlety and diplomacy of preparing the learners to new challenges and
correcting their errors.

5.4 Teacher’s Role
What, if at all, can the teacher react to the FL Communication Anxious
learner in a classroom situation?
In fact, dealing with the problem in a supportive, effective way is
crucially very difficult. The anxious learner who adopts a communication
avoidance strategy is not hard to detect in the classroom, where possible
intervention tactics from the part of the teacher, or counselling by trained
personnel should be undertaken. This suggestion seems to be very ideal and
not feasible in the Algerian context, but we still cling to it firmly because it is
of paramount importance to give it a serious thought. It is almost a plea.
McCroskey (1984) implemented a large scale program of systematic
desensitisation for communication apprehension that proved effective in
apprehension-reduction for certain age groups and seem to be fairly simple to
learn and apply. However, many teachers are partially or totally unqualified
and unable to offer such treatment to their students. They are not
psychoanalysts to be able to treat their learners.
One may bear in mind that as a FL teacher one may be a real source of
considerable threat to the anxious student. The reason is that the power token
is in the hands of the care-giver or teacher as knowledge-holder or knower,
and the student is but a powerless individual.

149

McCroskey (1986:33) suggests some ways for the teacher to avoid
hurting the anxious learners in their oral productions that can be summarized
as such:
 The teacher can eliminate grading on participation.
 S/he can provide assignment options other than formal classroom
presentations.
 S/e can allow voluntary seating choices so, that the learners can be
at their ease.
 Pin-pointing on communication apprehensive learners and forcing
undesirable participation is to be avoided.
 Course-structuring so that students are provided with full
information and instructions without having to seek for extra
external communication contact with either teacher or other peers.
Equally undesirable practices include hectoring the student, or a worse
strategy, ignoring the problem definitely. Apprehensive learners should not be
bullied into participation because this would worsen their own state and
potential damage to their self-esteem becomes unavoidable and too real.
However, their complete withdrawal is not advisable either because it will
lead to less attention, less involvement, less satisfaction or poor academic
outcomes.
5.4.1 Listening to Students
Like communication skills, listening is an issue that requires attention,
effort and practice. Teachers tend to confuse hearing with listening. Hearing
involves the reception and recognition of auditory cues. Listening requires
150

hearing, but also attending to, understanding, and retaining aural messages.
For, very often, we do listen passively without any involvement in a
conversation.
Active listening involves focusing one’s attention completely on a
conversation. The active listener is totally involved at all levels, be them
attitudes, impressions, perceptions, beliefs, and feelings. Listening does not
merely mean listening to answers/ questions that may be correct or incorrect.
Active listening means detecting all messages sent by learners. In fact
students acquire self-concepts or express their likes and dislikes through
classroom messages. Such messages if ignored by the teacher’s not listening
would create negative classroom social climate.

5.5 Rhetorical Model Communication
Rhetorical model communication is a means of anxiety reduction
suggested by Phillips (1977: 39).He eschews the medical or therapeutic
approach to anxiety and reticence and suggests an approach to be adapted by
well-trained language teachers in rhetoric and oral communication. Phillips
insists on two main points:
 Goal-oriented speech.


Listener’s viewpoints should be taken into account.

In fact, both the anxious and the non-anxious learners would benefit
from using the rhetorical model that is presented as such:
 Goal-oriented speech situation where much of discovery is to be
attained through oral communication.
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 Identification of anxious learners and striving to modify their reticence
by the speech events.
 Listening of the desired modifications and ideas that will help bring
about positive changes.
 Analysis of both situations and persons to identify constraints and
restraints on speech behaviour.
 The speaker‘s adaptation, organisation and ordering of the ideas s/he
wishes to communicate before a particular audience in a particular
situation.
 Selection of the very words to be used to convey a message, as well as
their connection in an accepted form.
 Words articulation and modulating delivery to suit contexts/conditions
 Response observation of the others and success attainment in order to
have information and clear-cuts on which to base our future
communicative attempts.

5.6 Reinforcement
As we understand more about anxiety, apprehension, fear, reticence, it
becomes crucially important for language teachers to learn to identify high
anxious individuals suffering from this debilitating problem. They can better
work with specialists to help anxious learners in the classroom. In fact
teachers are not psychoanalysts not even analysts but may do their best to
work with specialists in order to help learners overcome this trouble.
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The power of positive reinforcement and teacher praise can positively
affect the apprehensive student’s behaviour striving for rewarding
communication events and making the communicative event rather a happy
moment than a painful one. This means increasing opportunities to the
students’ risks and threats perceptions to be moderated and so anxiety is
minimised to its lowest levels.Teachers need to be realistic about the potential
sources of their learners’ anxiety states.
The silent student has probably spent a number of years acquiring that
behaviour. So one cannot expect a miraculous quick change, but positive
gains are very possible. Moreover, the reduction in tension and threat in
anxious learners, and for the anxious teacher as well can only enhance the
development of positive social classroom environments.
These observations on communication apprehension and alienation
indicate the importance of a positive social environment in the prevention and
reduction of these aspects. The implications regarding these aspects for social
classroom environments are of vital importance. The typical classroom
teacher is unable to deal with neither characteristic on a treatment level.
Jackson (1980) confirms that there is no established treatment for alienated
students. He adds that the anxious and alienated students suffer from a low
tolerance for ambiguity. He suggests that clarity in terms of expectations,
evaluation criteria, student role, and the meaning of academic success are
essential for positive learning outcomes for these students. He states that the
origin of alienation is in the individual frustration and the endurance of a
history of punishment and negative reinforcement in academic learning
contexts that they failed to understand and cope with.At this level of our
discussion one can express that explicitness, direct instructions and positive,
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supportive reinforcement will not necessarily overcome years of continual
frustration, but might facilitate their change toward greater self-esteem, selfrespect and liking.
We previously explained that anxiety, apprehension and alienation are
not the only variables influencing classroom teaching and learning outcomes
but many characteristics and variables inherent to teachers, students and in
general to “groupness” and classroom social environment are likely to blend
together to affect simultaneously every FL classroom oral communication to
an appreciable extent. We highlight the term “every” because every FL
classroom oral communicative act is a unique altogetherness event in its
genre. This groupness makes the classroom communicative situation a very
complex one in which interpersonal communication and relationships are
interwoven. In this connection, one can summarise Bassett and Smythe’s
(1979: 236-237) factors influencing language learning that will be capsulated
in the following points that appear to be useful in dealing with classroom
social environment:
i.

The influence of teaching style on classroom social environment
appears to resolve around the concept of teacher control. The more
control exerted, the less positive the environment.

ii.

Indirect teaching styles, characterized by high levels of student talk
seem to produce greater satisfaction. This style, however, is not always
appropriate or desirable for learning goals.

iii.

Teachers whose styles, characterized by warmth and enthusiasm appear
to promote learning gains and positive social environments.
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iv.

Conflicts frequently arise over a teacher’s exercise of power in terms of
discipline.

v.

Coercive discipline strategies are conducive to negative social
environments.

vi.

Tactics as discipline practicesappear relatively ineffective in
promoting learning or positive social environments.

vii.

Behaviour modification techniques appear to be effective means of
maintaining discipline without negative effects on the social
environment.

viii.

Incongruent teacher and class goals or values negatively affect studentteacher relationships.

ix.

Students may conform to group norms that are disruptive to instruction
as a result of peer pressure, anxiety, or the need to reduce uncertainty
about their personal goals or merits.

x.

Apprehensive and alienated students tend to reject either teacher norms
or group classroom norms as an expression of their withdrawal from
group membership, dissatisfaction, or fear concerning any aspect of the
learning situation.

xi.

Many teachers are not qualified to deal with anxious or alienated
students on a treatment level. Instead, teaching stressing clarity and
structure may be effective in dealing with the conforming, anxious, or
alienated classroom individuals.
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5.7 Positive Social Classroom Environments
The teacher’s primary concern in the classroom is to promote learning
gains in his FL students. Many efforts should be towards becoming
maximally effective members of the group. An awareness of the anxiety
issue,social environmentsand implications for the learning process increases
the teacher’s potential of achieving success and high levels of effectiveness.
The teacher needs to be very realistic yet humanistic in his daily encounters
with students. This would characterise his/her very relationships with them.
These attributes do not, unfortunately, guarantee a healthy, positive social
environment but turn the EFL classroom session to joyful moments rather
than painful, threatening moments.
The influence of the teacher’s style and his/her control on classroom
environment appears to be related to his / her concept of control. The more
control exerted, the less positive is the environment. Positive social classroom
environment is characterised by warmth, enthusiasm, conflict avoidance and
management. Flexible discipline practicesare effective in promoting learning
gains and positive social environments. Peer-pressures, anxiety, apprehension,
and alienation negatively affect learning outcomes. Student-teacher, teacherstudent, student-student relationships may be severely affected. They are even
conducive to negative social classroom environments.
Another serious problem is communication-apprehension “an anxiety
syndrome” associated with communication can be helped through avoidance
of certain teaching pressures and through a rhetorical model as the one
suggested

by

Phillips

(1977:

39).Anxious

learners

communication

apprehensives and alienated students reject educational norms and classroom
norms as an expression of their communication withdrawal. They suffer from
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long silence, absenteeism and group-membership avoidance, dissatisfaction,
fear and inhibition. One should stress clarity and structure as teaching
practicesmay be effective in dealing with the anxious learners in particular
and the classroom group in general. The primary responsibility of language
teachers is to encourage and promote learning gains in their students by
moving towards positive social classroom environments. Such goal can be
attained through trust development; the trust level affects both affective and
cognitive outcomes. Empathy from the part of the teacher is an effective
quality in learning promotion and conflicts minimisation.
Also active listening to students’ comments, opinions, and problems is
an unavoidable part of the total communication process. Listening is but a
fluctuating process between active and passive hearing. The teacher’s
listening ability is largely conditioned by his/her listening habits. Although
discriminative and active listening require an investment in terms of the
teacher’s time and efforts, they do facilitate accurate inter-communication and
lead to a positive happy social classroom environment where the shortest
distance between teacher-student and student-student is a smile. Therefore,
striving for happy, fruitful moments of delights that would reduce stress and
anxiety in FL classroom situation where effective communication can be
learnt and developed and behavioural modifications can be attained.

5.8 Trust vs. Suspicion
Establishing trust in relations with learners is a necessary step. One
may argue that trust determines the extent to which a teacher will be able to
affect any change, in the students, be it cognitive or affective. Some specific
suggestions for trust development in a classroom setting insist on acceptance,
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consistency, and honesty in the teacher-student interactions. Each of these
three issues and their relevance to the study will be considered briefly.
5.8.1 Acceptance vs. Rejection
The teacher’s willingness to provide unconditional acceptance of the
learners as they are as individuals sharply affects their willingness to trust
him/her. A clear and explicit acknowledgement of their uniqueness, and
individuality, regardless of their personal and past academic characteristics
would enhance their self-feelings of dignity expected from them. Acceptance
leads to positive environment where students feel accepted in their classrooms
with their capabilities, deficiencies and personality characteristics. Striving
for consistency in his/her encounters with the learners is a golden rule.
5.8.2 Consistency
Consistency implies fair and equitable treatment for all students.
Anything else would create mistrust and misunderstanding if it becomes a
habit. Finally a teacher should treat all students fairly and should avoid having
preferred ‘pets’.
A study has been undertaken in some schools where supervisors
responded differently rather unfairly to one half of group from the way they
did to another half. Those who received unfair treatment were less productive
and withdrew psychologically from participation in the task. In a classroom
situation inequities may be indicated by the teachers’ answers to questions for
some and not for others or mistakes corrections of some learners and not
others or positive reinforcement for some and not others. Learners are quick
conclusion-drawers about their own perception of inequities through teachers’
communicative behaviours. They will feel rejected and may react negatively
to the situation and withdraw from the communicative events.
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5.8.3 Honesty
Honesty is crucial in the establishment of trust. Candid feedback is
vitally important to effective instruction. The teacher should avoid the “sugarcoating or buttering” treatment but evaluations can be shaped in simple, clear,
and non-judgemental words. Direct talk breeds respect and the teacher’s
appraisals are significant in shaping students’ perceptions of their personal
worth.
Still, honesty involves risk-taking. For, letting the students to discover
the teacher’s personality, his/her strengths and weaknesses may cost him / her
a little power. But the level of trust and liking between them is more
rewarding. Above all, teachers should not pretend to be what they are not.
There is nothing more destructive to trust than dishonesty.

5.9 Low Trust / Shared Goals
Rotter (1980) stated that in classrooms characterized by low trust,
individuals are more liable to be looking for opportunities to take advantage
of one another. Also, a classroom climate characterized by mistrust leads to
detracting from learning.
Bonney (1972) gave an example of one district where teachers,
principals, and superintendent all shared in the school goals and classroom
practices where student achievement, commitment, and trust improved.
Concerning encouraging trust among students, one can rely onJohnson and
Johnson’s (1987) three suggestions:
 Encourage students open contribution of information, ideas,
thoughts, feelings, intuitions, hunches, and reactions to the group in
discussion and work and the sharing of materials and resources.
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 Students must be encouraged to express acceptance, support toward
each other and show their cooperative intentions and interactions.
 Point out rejecting / non supportive behaviours that shut off future
cooperation,

such

as

silence,

ridicule

and

superficial

acknowledgement of an idea (105-106).

5.10 Empathy
Empathy is described as the ability to understand another person’s
feelings, experiences, and perceptions i.e the ability to look at the world
through their eyes, the ability to put “oneself in their shoes”. Bassett and
Smythe (1979) indicated that the implications for teacher-student relations are
obvious; they say:
The more empathic you are [as a teacher], the
more likely you are to communicate accurately
with your students, thereby avoiding the
misperceptions

that

lead

to

frequent

conflicts.(240)
Most students do ask questions about others’ thoughts and feelings.
This implies that teachers too, should take the time to inquire about their
learners’ feelings, experiences, problems and reactions. Such teacher’s
behaviour contributes to a positive classroom social environment, solely
because the learners feel that they are trusted, that they are given much
importance and interest mainly at the moments where they start to trust and
believe themselves, out of moments of low-self confidence. They also feel
that they are not “numbers”in a classroom, but that they are active fully well-
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considered classroom members. In this case empathy would improve
communication and reduce anxiety conflicts’ frequency.

5.11 High vs. Low Expectations and Anxiety
To create a positive social classroom climate and atmosphere, teachers
should communicate to their students that they can succeed. Squires (1980)
states:
If teachers believe that all of the students in
their classroom will succeed in passing the
grade, learning to read, or graduating from
high school, then it appears that the teacher is
more likely to structure the atmosphere in
accordance with that expectation (34).
Abundant evidence from different sources indicates that teachers may
communicate through verbal and non verbal cues their low expectations to
their learners who will behave accordingly. Therefore, the low expectations
become confirmed. Positive learning environment is enhanced if students are
made aware that some problems are not their fault. Teachers ought to avoid at
any moment of the classroom session to make anyone guilty of something,
starting from the learners’ language mistakes. In fact, the negative learning
climate is characterised by messages of failure, blame, all sorts of accusations
including intelligence-levels, home environments, and poor motivation as
justifications for the low-expectations conveyed by the teacher to the learners.

5.12 Functional Communication
The teacher’s role is of a prime importance in understanding students
and helps them develop communicative competence. In fact, the classroom
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should necessarily be viewed as a place where effective communication can
be learnt and fostered.
Shuy (1981:170) cautions against the traditional view of considering
the teacher as a model for linguistic development. The university learners are
adults whose structures, language rules are already established in their
mother-tongues. Furthermore, learning to speak in a FL classroom context is a
“small drop in a very large bucket of the lives of all speakers.
5.12.1 Functional Communication Development
The Speech Communication Association’s National Project on Speech
Communication Competence (Allen and Brown, 1976: 51) stated five types of
communicative acts in which varying competence degrees are developed by
human beings:
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Table VIII: Communicative Acts
Communicative
acts
1- Controlling

Description, main purpose and examplification
Commanding,
offering,
suggesting,
permitting,
threatening, warning, persuading, and responses to such
foregoing behaviours.
a- Opening and closing
b- Attention drawing and keeping
c- Clarification seeking.

2- Feeling

Expressing affective responses, feelings, attitudes,
commiserating, exclaiming, and responses to the
foregoing behaviours.

3- Informing

Information giving or seeking, questioning, justifying,
naming, exclaiming, and responses to the foregoing
behaviours.

4-Ritualizing

Maintaining social relationships, greeting, leave-taking,
turn taking and various cultural amenities.

5-Imagining

Casting participant in imaginary situations such as role
playing, fantasizing, theorising.

Five Types of Communicative Acts (Allen and Brown, 1976: 51).
Presented in this way classroom communication does not only require
teachers as models for linguistic development, but can directly teach
communication functions in a variety of classroom situations.
Such communication acts imply that the interactive nature of
communication involves human beings in both expressing feelings and
reacting to other people’s feelings as well. They develop a capacity in
controlling the participants’ behaviour and are controlled by others in the
discourse. So, learners must learn the skills associated with both message
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sending and message reception in each act and so learn how to manage
anxiety.
5.12.2 Linguistic Experiences
Linguistic experiences can be summarised in that the speaker has at his
disposal a repertoire of linguistic experiences of which he selects some
strategies appropriate to the specific social context that he implements using
the verbal / non-verbal behaviours required to accomplish his purpose in
social interaction. Finally, he goes through an evaluative process of his
communication performance, that is, the ability to judge the impact of one’s
communicative act and its satisfaction to self and others in a given situation.
In fact, the satisfaction is also due to the result of our speech act itself.
i.e., what is the exact positive result accomplished by the speaker in that
specific situation, what s/he really did with his speech behaviour. In other
words, EFL learners grasp a number of communicative strategies that can
help perform certain functions. They need to select and implement a strategy
that will best fit the context, and then evaluate his/her performance based on
his achievement / non-achievement of purpose and his satisfaction / nonsatisfaction from the communication undertaken.
In sharing classroom language experiences, learners can be reminded to
take into account the other participants’, partners’ or listeners’ experiences or
lack of them. For example, the speaker can compare the “free speech area” in
the London square that he has seen but others have not, to anything they
might have seen in their own environment. This is but an instance of
experience not shared by all learners.

164

Another example would be for the students to be asked to restate the
other partner’s viewpoint before they state their own, to be sure that the
message conveyed is clearly understood before disagreeing.
The major role of a teacher is to identify the characteristics or problems
encountered by the learners to be able to adapt the teaching / learning
strategies to the cognitive, affective and communication developmental stages
identified in given learners. For instance, the communication apprehensive
learner should not be forced to perform in front of a class, or a public, but
may be more at ease speaking to a small group sitting down. Learners who are
not very persuasive in their arguments might for instance in “debates”
classroom sessions be encouraged to listen and imitate the ways persuasion is
achieved by other peers. The EFL teacher acts as an observer and a helper,
intervening every here and then and helping each student to use language for
a certain purpose, and find ways of helping their progress.
The teacher should become sensitive to non-verbal communication and
feedback to understand and interact better with students. Body-movement,
facial expression, voice, use of pace, touch and some other features particular
to Kinesics,may be effective means of communication for the teacher and the
student in order to overcome his/her anxiety problems. Kinesics is a science
that studies the proximity, distance, non-verbal and paralinguistic features of
the speaker(s) to the learner(s). An obvious way relevant in the development
of communication is one specific to classroom management, furniture, sittingarrangements, contact, and face to face interaction.

5.13 Developing Classroom Activities
EFL teachers should develop pedagogical practices and classroom
activities that would foster functional communication competence. To avoid a
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pessimistic approach to the matter wecan get some inspiration from
Moskowitz (1978) “Caring and Sharing in the Foreign Language Class” a
sourcebook based on Humanistic Education. In this book the humanistic
techniques present two major purposes in each classroom session: one being
affective and the second being linguistic. The author offers a wide range of
anxiety -reduction techniques to be used with students separated in rings of
four or five learners who would exchange ideas about their strengths. The
students would be able to take these techniques in stride and learn to enjoy,
accept and look forward to such self-worth /self-esteem exchanges. This
teaching aims at embarking the learners in different topic discussions with a
preliminary few minutes silence for moral preparation and relaxation
accompanied with a relaxing music of the teacher’s choice. The researcher
tried some of these humanistic techniques that proved to be very helpful even
to the shy individuals to communicate their feelings and emotions in oral
English classroom situations (appendix 2).

5.14 Teachers’ Impact on Social Environment
Suggestopedia as described by Lozanov (1978) also aimed at
decreasing anxiety in FL classroom, with learners sitting on easy-chairs with
soft lights and baroque music (TEFL Anthology). Although we do recognize
that there are many classroom deficits with their drastic impact on the teacher
and the learners, we are more concerned with the impact of various teacher
behaviours on the learners and the learning environment. The most important
deficit is the compelling reality of teachers and students as unique, individual
participants in the learning environment. There are some other classroom
deficits such as methodological errors, the absence of grounded theory and a
variety of other problems.
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5.15 Suggestions for Better Pedagogy
To reach a remedial decision for better teaching/learning outcomes
three main factors ought to be changed:
 The teaching / classroom environmental conditions
 Theteacher-students

and

student-students

relationships.
 Sense of community
 The reshaping of the individual conditions would be
only a by-product of the two initial conditions.
How to strive beyond anxiety for a sense of secure being and positive
effects? How to take personal anxiety as a token for positive results and EFL
achievements?
Conditions activating anxious attachments in individuals may be of
three major types:
 Environmental conditions: such as alarming events and
rebuffs by adults or other peers
 Relationship conditions: such as absence, departure, or
discouragement of proximity on the part of the teacher.
 Individual conditions: such as fatigue, hunger, pain and
sickness.
In an EFL situation all these parameters are relevant. Each in some
combination bears on the individual’s need to take “creative measures for
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survival”. These anxiety-causing conditions lead along a scale of adaptation
to formal endeavours.Attempts in the creative arts and creativity in teaching
environments as a necessity for primary and secure relationship conditions are
crucial prerequisites for a sense of secure individual conditions to occur. This
feeling is sometimes similar to one referred to as “anomie”.
The changes according to Le Gall (1980) entail a substitution from the
part of the individual of an object, source of success -native language and
culture-by another unknown risk-leading object-in this case English language
and culture. The EFL learners find themselves in a new universe full of
uncertainties and “umpredictabilities” which become a source of anxiety,
uneasiness and restlessness.
We will add that in oral EFL classroom contexts some students would
select one of the following choices:
Choice 1: leads to oral EFL context(s) avoidance. This will be qualified
as negative anxiety that entails failure.
Choice 2: leads to oral EFL preference and perseverance that would
require more efforts, more demands, and more ambitions from the part of the
learner. This will be referred to as positive anxiety because it entails success.
Choice 3: leads to complete learning avoidance. This will be labeled as
optimal negative anxiety or neutralizing anxiety because it is a situation
whereby the learners’ efforts are neutralized and nullified.
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Marques (1997) says:
Dans un tel état psychologique d’anxiété, il
s’avère plus difficile d’organiser les idées et
d’envisager clairement le problème, d’où
l’impression de débordement, de submersion et
souvent

d’impuissance.

L’anxiété

est

un

mouvement de l’émotion qui désorganise
l’équilibre affectif et intellectuel. Devant la
perspective de changement(s) l’activité est
paralysée (183).
Students show a tremendous will to learn English, but the perspective to have
a job in English and even in England, as a long term motivation, makes them
very nervous and even upset. They, sometimes, remind us that most of their
English graduated campus mates and friends have not been allocated any job
chance because there is almost no urgent need to use English in most Algerian
factories and enterprises. So, the chance of using their English is very meagre,
if not eliminated and far remote in future. They expressed their fear of
“losing” their English or doing poorly in it because of the time lapse between
their university graduation year and the time they are given if chance there is
an opportunity to undertake a job in it.
Any failure that cannot be explained by a negative motivation and a
low Intelligence Quotient (IQ) is usually due to learning anxiety. However,
certain students face some troubles due to their anxiety, their discomfort and
mismanage their studies. This maladjustment is smoothly blended and
absorbed by the adaptation of the majority of the group. This is in itself a
good reason for neglecting the anxiety factor and ignoring the difficulties
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embedded in it and therefore nothing has been done in this field to cater for
individuals showing anxiety symptoms.
Some pedagogical implications to the EFL non-native teachers– mainly
the freshers to the profession – can be pinpointed as follows:
 Does anxiety variable negatively affect the learners’ FL oral
productions in a classroom context?
 How and why can it hinder their verbal productivity/learning process?
 Are there various forms of anxiety?
 How is it displayed by anxious learners? (symptoms)
 Are there internal pressures that slow down and so reduce their oral
participation quantitatively and qualitatively?
 What is the origin of these internal pressures that affect their oral
outcomes?
 Are there external / situational pedagogical / institutional and even
interrelational – and cultural sociological pressures (sub-variables) that
hinder the subjects’ oral productions?
 How do situational classroom environmental and “managemental”
variables affect negatively / positively their oral performance?
 Do low-anxiety learners always perform better than high-anxiety
learners?
 What are the attitudinal, non-verbal and cultural variables effects on
oral English language performance as being a part of their multivariate
anxiety phenomenon?
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 Is there an inner conflict directly related to anxiety that may lead to
classroom conflict? (Although not our main issue).
 Can we really measure anxiety effects?
 What types of intervention practicesnecessary in a classroom context to
help learners overcome their anxiety troubles and so turn the coin
upside down and make of their leading -anxiety situations success leading ones?
 In short, how to localise and canalise the learners’ attention towards
self- management, auto-suggestion to accelerate their learning rates and
participation so as to improve their oral language performance. At this
level of the study we would tackle some intervention techniques that
may help learners overcome their anxiety pressures in a classroom
environment? What types of intervention practicesshould be undertaken
by learners? Teachers? Institution? Classroom management?
In other words how to introduce some relaxation techniques to induce
in students a state of mental ease and comfort intended to optimise their oral
production.
Some pedagogical implications are suggested for both learners to
reduce their anxiety troubles and for teachers to help them enhance their
learning strategies and speed up their oral classroom participation rate and in
shorter periods of time. Most significantly is to guide the learners themselveswould be teachers-towards an autonomous learning and self- teaching to
empower their capacities and self- insurance, to reverse the coin at their
advantage and their own benefit if their anxiety is reduced to a moderate
degree. That might positively affect their achievements and so may well be
very helpful for their conscious learning.
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Popularisation of teachers’ awareness (about the anxiety issue) rising
from their personal teaching becomes, thus, the adequate strategy to better
understand some “un-chartered” territories of classroom world.
Teachers, researchers and educationists should focus more on
classroom “processes”, on students’ emotional states, their individual
particularities as crucial variables, their personal psychological behaviour as
part of their maturation-process and personality factors as well as their
motivational ones. Some classroom situational variables are over-multiplied
by the presence of individual variables namely the anxiety process. They
seem to be neglected as educationists’ attention seems to be exclusively and
continually drawn on curriculum design, teaching methodology and testing
tools. Once the listing of the individual differences internal / external
variables are detected one should raise the question of what anxiety
reductionstrategies are to be used by the learners to overcome their anxiety
problems in a classroom situation.What intervention strategies are to be used
by the teacher to enable the high-anxious learners overcome their anxiety and
so increase their participation rate and their voluntary hand-raising and
sharing in the classroom oral performance?
What are the resultant pedagogical implications that may be introduced
by teachers to help learners (1) minimise their anxiety states and (2) maximise
their mental relaxation comfort, self- confidence and self-esteem? In fact
these intended techniques together with some “moments of delight” would
hopefully and significantly accelerate and better the learners’ oral
outcomes.The aim is to help learners to learn, how to learn to be autonomous
learners.
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Recommendations
Cognitive theory claims that students whose self-efficacy is weak are
especially vulnerable to achievement anxiety. Brewer (2008: 4) hypothesized
that SL learners who possess strong self-efficacy are likely to succumb to the
negative effects of language anxiety. From this point of view; he argued that
observable correspondences between anxiety and diminished performance
(speech avoidance) are co-effects of weak self-efficacy. In fact, students are
not avoiding situations and activities that appear unpleasant to them only
because they are anxious, but rather and primarily because they do not believe
that they possess the capability to handle the difficult situation (Bandura,
1997).
Personal goals that students set for themselves are of extreme
importance. If students do not want to achieve high levels of proficiency in a
FL, why should they? We observed, however, that many wish to develop their
skills, but either do not know how to go about reaching such an ambitious
destination or have developed an understanding of skill acquisition which
underestimates the role of personal involvement and investment. One should
mention that certain achievement goals could be reached if it became clearer
to them that more depends on their active engagement and efforts along with
being exposed to input. In this case, quality of exposure in English becomes
much more important than mere quantity, and the ultimately critical factors of
success lie in the personal, yet social manner strangle in which the learner
decides to interact with the language, and so would find multiple levels of
meaning and intrinsic rewards within it. What is necessary for true learning to
take place is a fundamental value system which supports the notion that there
is enjoyment and self-satisfaction to be experienced in learning how to deliver
a "good speech" in English, classroom or public speechi.e, how to do
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something that is not easy, really challenging the one of learning to manage to
communicate well in FL.
The enjoyment relates not only to various extrinsic gains to be reached,
but also to the intrinsic interest of becoming an individual who is able to
accomplish a significant degree of language mastery and anxiety management
in a demanding domain. This accomplishment or process of success can only
start with engagement and regular self-commitment. Such value system can
perhaps in rare cases stem from within a sole individual; it would seem that
most often the establishment of such a system is dependent on social
structures that guide the development of young people’s anxiety management,
attitudes, motivations, feelings, and even their common sense.
This study receives more empirical support; it will have major
pedagogical implications for the novice classroom teacher. A very crucial
point that we would make at this stage of recommendation is that many of the
personal norms, references, and judgements which a student internalizes over
time will contribute substantially to the construction of his/her personal
high/low anxiety. Such judgements may become so ingrained in his/her
outlook that they colour and even permeate his/her perception of reality
automatically. FL learners are making their way in a challenging world while
possessing relatively limited insight into what often motivates their
behaviour.
The results obtained in this study support the claim that teachers’
evaluative and corrective reactions can influence their student’s judgements
of their capabilities, scholastic performances as well as their self-concepts and
high/low anxieties (Jones, 1977; Meyer, 1992; Rosentholtz, 1978).
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Conclusion
While we know the anxiety problem has to be treated in different ways,
it remains true that psychologists and educationists are not yet able to provide
us with totally workable solutions. Nevertheless some remedial to practices
that would alleviate anxiety in a FL classroom context have been tackled.
Once the anxiety causes are detected, teachers may strive to eliminate
them. It becomes crucial to create a classroom environment in which less
anxiety and good performance may evolve. Relaxed and stress-free context is
better than an insecure and threatening one.
The pedagogical considerations highlighted in this chapter lay focus on
the humanistic approach with its learner-centred strategies. It aims at treating
learners, their feelings, interests, individual backgrounds and preferences. It
offers them opportunities to reveal themselves to take risks and consider
communicative activities as a risk-caring situation rather than an evaluation
and judgement of each other’s speech.
Individualisation in classroom contexts helps the learner to grasp and
open a path for his/her learning style in success and peace. The learner may
maintain motivation by a successful fulfilment of the challenging activities
that lead to the learner’s autonomy and self-improvement. It also shapes their
clear sense of direction and improves their self-esteem.
Reinforcement is vital in this situation to guide learners towards selfsatisfaction due to a continual self-growth and academic attainments.
Creating relaxed atmosphere through a sense of humour from the part
of teachers leads to a lot of understanding and enjoyment from the part of the
learners.
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General conclusion
In this research, we focused on the emotional processes, more exactly
on the constraints of language anxiety, defined as the feeling of tension and
apprehension specifically associated with second language contexts, including
speaking, listening, and learning. For years scholars have considered the
anxiety provoking potential of learning a foreign language. We discuss in
detail the defensive position imposed on the learner by most language
teaching methods, andargued that language learning can be a profoundly
unsettling psychological proposition because it can directly threaten an
individual’s self-concept and worldview.
Research on anxiety has looked into different forms of the phenomenon
including test anxiety, math and computer anxiety, social anxiety, and sports
anxiety (Zeidner and Mathews, 2005). Language anxiety, however and for
whatever reasons, has remained ignored from such state of the art reviews of
current theory and research. It is hoped that this work will promote
recognition of the need and refocus on the phenomenon of anxiety so as to
integrate language anxiety into the literature.
Methodologically speaking, we constructed a 34 item questionnaire in
English of which 27 items were qualitatively based on Horwitz Foreign
Language Anxiety Scale (1986). The main factors of the survey, apart from
general information about the students’ age, gender and academic standing,
included information about their experiences of learning English, their
behavioural patterns, perceptions, attitudes and feelings in connection with
the oral skill classroom and knowledge of English, and more precisely their
oral language anxiety as experienced in different contexts when called upon
to speak English in front of others.
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In terms of procedure we went personally to the different classrooms
and administered the questionnaire to the students.This allowed us to
constitute a data set that reflected the field faithfully as opposed to relying on
forms randomly returned by motivated respondents. Generally, the students
were very receptive to responding to the questionnaire that inquired into their
oral language anxiety when speaking English in a classroom situation.
Many students expressed regret, frustration and sadness for several
months, years because their oral English skill does not improve. More
generally, students complained bitterly because they no longer have class with
their "favourite" teacher, or disapprove of their level in grammar which is
weak.
When functioning in thismode, people adopt behaviours that yield
largely to the dictates of environmental forces, not possessing the stronger
agentic belief that they can behave differently.Then they come to accept their
inner beliefs and emotions including anxiety states as the uncontrollable byproducts of personal history and environmental stimuli. Self-regulating
individuals experience themselves primarily as content and do not perceive
self- knowledge and even errors as developmental or part of ongoing
processes that are partially brought forth by themselves.
The person reacts to the situation with largely unexamined and habitual
thoughts, feelings, inhibition, stress and behaviours limited to and defined
primarily by the immediate external situational conditions. Such selfperceptions as well as the external environement are accepted as "truth" in
absence of any cognitive distance which the person takes from
himself/herself, the world, and the relationship which they share.
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A learner, who happens to believe that s/he does not possess the
intellectual means to succeed at learning a foreign language, may, without a
second thought, accept a poorly organized and presented L2 / FL lesson,
semester, course or curriculum as evidence of the veridicality of his/her
negative L2 / FL related self-conception, anxiety or failure. Those negative
self-beliefs and the immediate emotional challenge of the EFL classroom
situation may inhibit recognition of the teacher’s presentation and so lead the
student habitually to minimize efforts to comprehend the material (the
question, discussion or topic) because s/he automatically accepts the belief
that the target languageis impossible to master. Such students tend to
implement the same limited repertoire of learning-strategies regardless of the
learning contextual demands exerted on them. This type of students typically
failed to explore in any serious fashion their own attitudes, anxiety, abilities
and goals in a way that would promote growth and learning. Consequently
they may come to self-regulate predominantly in order to protect their fragile
self-conception of themselves as acceptable students and focus the heart of
their energies on a mere academic survival, "Just getting by" becomes the
motto to their academic achievements. In fact, students’motivation, negative
feelings and anxiety are at that point widely determined by external
situational classroom factors such as the extent to which the teacher is
entertaining and rewarding the number of distractions in the classroom, the
time of day the class is taking place and even the weather conditions.
Regarding the statistics’ results obtained about language anxiety, it
would appear that 52% (table 1) of the students population surveyed
experience forms of worry, fear, or apprehension at the thought of having to
speak English in front of others in a classroom context. Some students feel
that their foreign accent in English leads to an increase in anxiety.
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A percentage of 56% of the respondents (table 2) declare high level of
anxiety during oral classes. They even say that they might not speak up in
English class for fear of making mistakes or performing inadequately in front
of their classmates.
Students 58% (table 27) confirmed that theysweat when asked to speak
English in front of their classmates. When asked about their exam or oral
preparation in English, students were likely to" go with the flow" that is, not
prepared as well as they could. Over 47% (table 20) of the students
respondents claim that they go into oral classroom sessions without having
prepared to the best of their ability. However, 44% (table 20) of the students
indicate that theyhave strong positive feeling about oral preparations.
Achievement is not only motivated by the desire to experience
competence, but also by the desire to avoid experiencing incompetence. 55%
(table 25) of the students contest that from this perspective, interactive L2/FL
classroom can be problematic environments for the development of the
mastery-oriented goal. The L2/FL classroom is an achievement setting that
presents performance-risks whenever students (75%) are invited, called upon,
or sometimes coerced into taking the floor publicly in front of their teacher
and classmates. The outcomes of these public linguistic performances
however frequent or prolonged they may be, can have emotional
consequences in terms of self-esteem or self-worth.They can also lead
students to adopt strategic means for negotiating these risky situations. It is
very likely, in our estimation that is based on much what happens in L2/FL
classrooms, students may end up adopting motivational strategies such as
defensive pessimism or self-handicapping. Such strategies are closely related
to the regulation of affect and stress 60% (table 16).
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Our research lends further evidence to the mediating influences of
language anxiety on functioning positively or negatively via both
motivational and emotional processes. Motivationally speaking low anxiety
correlates very significantly with intrinsic value and pleasure experienced in
the act of learning to speak English.46%(table 31) of the

low-anxious

students speak and work at speaking English with pleasure. Another
proportion36% (table 32) of the very high-anxious claimed not to experience
any pleasure when speaking English in the classroom.
In terms of the attitude or perception that students adopt towards the
numerous mistakes that they will inevitably make on their way to fluency in
an FL 58% (table 8) see such mistakes as opportunities to learn and advance,
whereas 32% (table 8) do not feel the same. 69% (table 33) of students
perceive their grammar, vocabulary, or pronunciation errors as confirmed on
the fact that they do not have a strong enough level. 61% (table 28) of
students ascribe their difficulties or failures to insufficiency of their own
effort, inadequate learning strategies or unfavourable circumstances.
The low anxious EFL learners we surveyed attributed their success to
stable, uncontrollable factors such as natural ability and the affinity they feel
for the English language and its culture. They were also more numerous to
ascribe their success to experiences outside the school environment such as
listening to TV English speaking channel, news, songs, films and internet use
in English.
The high-anxious students express negative feelings and picture
towards EFL learning and teaching.Their language difficulties stem from the
stable, uncontrollable factors as well, but in a reverse way: the obstacles they
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encounter have to do with their lack of a good learning of English and with
their lack of affinity for the language and its culture.
Hectically everyone at any age, male or female, from anywhere in the
world, naturally tends to get stressed at the idea of having his/her
performances in a given field evaluated by other people whose judgement
matters to them. 47% (table34)of students are deeply involved in an unsettling
psychological proposition to the extent that it threatens the student’s self
concept and destabilizes his/her world view. Language anxiety tends to
develop from an initial state form of anxiety that has to do with how one’s
performances will be received by others. Once the individual comes to expect
anxiety feeling in contexts where SL/FL is used, situation specific"language
anxiety" emerges. Performance outcomes may be observable in terms of
comprehension, grammatical, semantic and phonological accuracy, as well as
overall degree of ease and fluency. Regulating one’s functioning effectively
while trying to negotiate speed 70.30% (table 31)accuracy tradeoffs represent
perhaps the most daunting challenge that FL students face as long term skill
acquirers.To ultimately speak a language well, is not an either/or choice ( "I’
ll speak either fluently or accurately"), but it is really a matter of finding some
balance along the continuum that allows the student to get his/her FL
performance maximized in different conditions and circumstances under
which he/she operates.
88% (table 29) of participating students declared that they experience
anxiety at the thought of speaking English in front of other people. The
findings obtained in the study reveal a deep seated malaise that many EFL
students feel with regret the way they were taught and trained in the foreign
language in the middle and secondary schools in Algeria.
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Virtually the students’ EFL experiences which we got to know briefly
through individual interviews could be characterized as somewhat chaotic, in
the sense that the pupils they once were and these young adults they became
often seem to be thrown on the waves of chance. From one year to the next,
some students reported having teachers who either supported their English
learning efforts or in some cases denigrated their ability.They felt obliged to
do and redo the same things time and time again without a feeling of reaching
any real progress. They finally resigned to fulfilling small-scale task
accomplishment goals in order to obtain pass marks, while failing to develop
the ability to express themselves comfortably in English. These students
reported that conditions in many middle and secondary schools that they
attended were unconducive to effective learning in the sense that they were
oversized ( more than forty students ) classes, disciplinary problems, poor
school atmosphere, ill-adapted programs, unmotivated teachers, poor teacherstudent, student-teacher relationships. More importantly, students appear not
only to have gone through the system without reaching the goals that matter
to them today, but find themselves with an ability to produce mediocre
results. Despite the fact that these students are soon to graduate from
university, most of them gave us the distinct impression that they are "just
getting by"and that they do not have self-confidence in their ability to be at
the origin of acts and evidence that could have a determining impact on their
own destinies.
Many of these students not only regret that their years of training did
not produce desired goals, but they do not even seem to realize and sustain
that what is much regrettable about the situation is that their personal
capability as learners has become severely impaired.Once the learners have
developed negatively biased self-awareness or self-knowledge structures such
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as weak or non-existent motivation, self-efficacy, low self-esteem, high
anxiety there will be no more FL goals to strive for, no more results to
celebrate, unless they get involved in radically new experiences that can be
generated in very different learning environments.
Having had no joyful opportunities and no delightful moments in
developing a sense of positive motivation, high self-esteem, and selfdetermination in relation to their academic English achievements, almost the
majority of the high-anxious students came across a feeling condemned to
failure. They also believe that there is little if anything that they can change
about the situation apart from going to an English speaking country some
day.The notion of trying to improve their English skills while in Algeria
remains something almost unthinkable and of not much use.
Apart from the diverse profiles revealed by the students, their actual
level of ability and proficiency, their degree of FL anxiety, these students
share common assumptions and predictions about what language is, what
learning to speak an FL is, and how people manage to acquire new skills.
Students are torn concerning the issue of knowing language theoretically and
knowing how to do things with language practically. Learning how to learn
what we know about knowing and negotiating this learning for adequate,
fruitful results.This notion has an important impact on how learning (and
teaching) can be undertaken and how to do things with it. One can learn about
language grammar, vocabulary, phonology, literature, whereas, one should
learn the language and about things we are to do with it and through it as we
engage in real world activities with other human beings. Speaking does not
simply mean how to put words together but to get involved in a give and take
process with the participant(s) in real-life situations.
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Research anxiety (Bailey, 1983; Horwitz, E. and Horwitz, M. and
Cope, 1986; Horwitz and Young, 1991; Krashen, 1985 b and 1991; Mc
Intyre, 1995; Rivers, 1991; Mc Intyre and Gardner, 1988, 1989, 1991, 1994;
Young, 1990, 1992) has revealed that anxiety can impede FL production and
achievement.
The majority of the Algerian students in the department of English had
experience with more than one language and appeared to equate difficulty
with anxiety. The perception that a language is difficult seems to suggest that
it is also anxiety-provoking.
Our subjects were similar to Spanish-American students (studied by
Horwitz) in that they tended to experience anxiety as a result of not being able
to achieve a goal, specifically the desire to express themselves effectively.
To deal with anxiety sources different research studies made it clear
that FLL anxiety can be effectively managed and reduced to a moderate
degree. Our experience shows that there is no universal solution.
As a first step in reducing foreign language anxiety, awareness of such
should likely be enhanced for teachers, students, and possibly program
planners. While teachers may be cognizant that some students are
uncomfortable or even distressed in language learning classes, they may not
understand why. Additionally, teachers are often hampered by any number of
administrative and time constraints. Therefore, unless teachers are sensitized
to the issue of classroom anxiety, they may not feel the need to expend the
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additional time and effort in confronting the problem or may not realize that a
defined problem exists.
As the findings from the present study suggest, frequently students
believe that they are alone with these anxious feelings and fears. This may not
only hinder acquisition of the language, but also threaten their self-esteem or
self-perception. Therefore, if students gain an awareness that anxiety is a
rather common problem in the foreign language classroom, they might realize
that others may likely share the same fears and feelings of discomfort.
One way to increase awareness might be to offer workshops for both
teachers and students on foreign language anxiety, much in the way that
workshops are given for performance and test anxiety. The workshop could
present suggestions for alleviating anxiety as well as clarify causes and
explain the negative effects.

Suggestions for Further Research
We suggest that self-efficacy is to play a crucial role in allowing the FL
students, to stick with the inherent challenge to gain some sense of balance in
this respect and thus reduce the chances that debilitating anxiety will seal the
learner’s fate in the domain prematurely.
FL students tended to see errors in a more pessimistic light, to
experience little pleasure in connection with learning or using the language,
and to self-evaluate less favourably. They also were likely to have had a less
stable and enjoyable learning history with English at primary /secondary
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levels. Anxiety alone is not the solecause of diminished performance and
avoidance from learning, but rather motivation and self-efficacy merit further
investigation. They are to exert an important influence on the student’s ability
to regulate his/her learning behaviours over time in the face of challenges,
occasional failures, and possible threats to self-esteem.
Clearly, men and women bring different biologically and socially
constrained variables L2/FL learning.Linguistically, differences between the
way males and females speak in FL have been noted for some time. It would
be very fruitful to guide an in-depth study about gender differences and
response to FL anxiety.
Managing anxiety in EFL literature courseis another topic of interest.
Following the success of FLCAS and FLOCAS, similar instruments
need to be devised for measuring Foreign Language Reading Anxiety Scale
(FLRAS), Foreign Language Listening Anxiety Scale (FLLAS) and Foreign
Language Writing Apprehension Scale (FLWAS).
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Appendices

Appendix 1

APPENDIX 1: QUESTIONNAIRE

Dear Students:
You are kindly requested to voluntarily complete this questionnaire. Your
responses will be of great help to the research of which aim is to serve the
teaching and learning of English as a Foreign Language at the university level.
Your cooperation would be deeply appreciated. Thank you very much for your
help to accomplish this task.

QUESTIONNAIRE
Please fill out the following questionnaire, checking the box which best
describes whether you agree or disagree with each statement. The answers are
anonymous and confidential, so answer as honestly as you can. Thank you.
Age: ………..years old
Female 

Male 

Number of years spent in English learning? …………years
Have you repeated any year? Yes

No

Which year and level? .................................................................................
.............................................................................................................................
1-I never feel quite sure of my-self when I am speaking in my oral English
language class.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

2-I don't worry about making mistakes in my oral language class.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

3-It wouldn't bother me at all to take more oral English classes.
- Strongly agree 

-Agree 

- Neutral 

- Disagree 

- Strongly disagree 

4-It frightens me when I don't understand every word the language teacher says.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

5-I feel confident in speaking English in oral classroom sessions.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

6- During oral English class, I find myself thinking about things that have
nothing to do with the course.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

7-I always feel that the other students speak English better than I do.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

8-I would probably feel comfortable around native speakers of English.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

9- I start to panic when I have to speak without preparation in oral English
language class.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

10-One should say "yes" if one means yes and "no" if one means no.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

11- In oral English sessions, I can get so nervous that I forget things I know.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

12- In an oral English class, if I am not sure of an answer, I answer out loud in
class anyway.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

13- It embarrasses me to volunteer answers in my oral class English.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

14- I want to sound everything out in my head before I answer.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

15-I get upset when I don't understand what the teacher is correcting in my
speech.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

16- I am my own self-starter in any English class.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

17- Even if I am well prepared for the oral English class, I feel anxious about it.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

18-I really enjoy group-work in oral classroom sessions.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

19-I am afraid that my oral English language teacher is ready to correct every
mistake I make.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

20- I don't feel pressure to prepare very well for oral English class.
- Strongly agree 

-Agree 

- Neutral 

- Disagree 

- Strongly disagree 

21- The more I study for an oral class the less nervous and confused I get.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

22- I like to do things in my own way.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

23- I get nervous when the oral expression teacher asks questions that I haven't
prepared in advance.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

24- When I am on my way to oral English class I feel very sure and relaxed.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

25- I often feel like not willing to go to my oral English classes.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

26- I am usually at ease during oral tests of English.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

27-I end up trembling and in a cold sweat when I know I am going to be called
on.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

28- I think that I am good at oral English given the right circumstances.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

29- I feel very self-conscious about speaking, about time pressure and others
judgments.

- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

30- It helps me if my teacher corrects my answer.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

31- Oral English class moves so quickly that I worry about getting left behind.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

32- I am generally satisfied with my oral English achievements.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

33- I feel overwhelmed by the number of rules I have to learn to be able to speak
English.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

34- I am afraid that other students will laugh at me when I speak English in the
classroom.
- Strongly agree 

-Agree 

- Disagree 

- Strongly disagree 

- Neutral 

Mrs A.K.Sellam
Doctorate Researcher
University of Constantine
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Appendix 2: Model Lessons Moskovitz
THE DYADIC BELT FORMATION
A novel formation that is fun and involving is the dyadic belt. Since
everyone in the group is actually paired off with one person at a time, the
communication is in dyads, from which the name of the formation cornes.
While in a dyadic belt, participants will change partners frequently by
rotating in a systematic fashion.
The following exercise, “I Like You Because …” and Exercise 42,
“Without Words We Speak,” call for the use of this formation. Therefore, an
explanation of it is given here for your convenience.
Instruct the class to form two circles, with the same number inside the
circle as outside. Each person in the inner circle should be in front of
someone in the outer circle. The students in the inner circle should turn a nd
face those in the outer circle, as illustrated in the following sketch:

Instructions are given to the class as to the type of communication they
will have with their first partner. After a minute or two, a signal is given to
move to the next partner. Have the students rotate to quite a few partners in
the circle. Flicking the lights on and off will help signal when it’s time to
change.
There are several ways that students can move to change partners. Use
only one of these at any given time :
1. Ask those in the inner circle only to move to their right so as to face

the next person in the outer circle each time a change of partners is desired.
2. Ask those in the outer circle only to move to their right so as to face

the next person in the inner circle each time a change of partners is desired.
3. Ask those in the inner circle to move to their right for one round and

those in the outer circle to move to their right for the next round, rotating
this way for each round.
Exercises calling for a dyadic belt either have participants involved in one
type of exchange with a constant rotation of partners or a new set of instructions
given with each change of partners.

My Self-Image
I love myself when I am myself.
- Hugh Prather

The exercises in this section are closely related to those in the previous
section on “My Strengths,” which actually deals with building the self-image
through acknowledging one’s strengths.
The activities which follow focus on such things as appreciating one’s
physical appearance, age, uniqueness, successes, and growth. In these strategies,
the positive things in life receive attention. By learning to take pride in oneself
in such areas, the self-image is enhanced.
EXERCISE

ACCENTUATE THE POSITIVE

Purposes:
Affective—
To encourage students to think positively and to look for the good
in their daily lives
Linguistic—
To practice the past tense To practice superlatives

Levels: Intermediate to advanced
Size of groups: About six
Procedures: This activity is to help students focus on the positive things that
happen to them and that they do for others. The exercise can be introduced
by saying something similar to the following:
“Many good things happen to us all the time. In addition, we do many
good deeds for others, and others do many for us that make us feel happy.
Sometimes what goes wrong in our lives, however, prevents us from
noticing all the good as much as we could.
“Today we’re going to share some of the good events in our lives with
each other. First of all, think about the good things that happened to you last
week. Then, in no more than three sentences, tell your group what was the
most positive thing that happened to you last week.”
Start off by telling the class the most positive thing that happened to
you last week in three sentences.
By limiting each person to three sentences, no one person will
dominate, and each person’s positive experience will receive equal weight
in the eyes of the group. After the small groups finish, ask to have a few
volunteers share theirs before the whole class. This experience gives an
opportunity for the class to get in touch with the happiness and good news
of each other. Often students will react with “ohs” and “ahs” as these
positive experiences are revealed.
In the second part of the exercise, ask students to tell something that
they said or did last week that made someone feel good. This should be
stated in no more than three sentences. You can assure the students that they
should feel good about doing something to benefit others and not feel
embarrassed about mentioning it. Here again ask for a few to be told to the
entire class after the small groups finish. Be certain to share something you
did that made someone feel good also.

End by asking students to tell one good thing that happened to them
today in two or three sentences. This is to encourage the students to find
something positive in the present, no matter how slight it may be.
Students can ask one another questions at the end of each round of
responses if time permits.
Comments: Once all parts of this activity have been completed, ask the
students to discuss what they learned about themselves as a result of this
exercise. Comments usually are made about how easy it is to recall the
negative things that happen to us. Some may say that we have to look for
the good side of life more because it is there if we don’t let the negative
become too dominant. This is an effective exercise in helping students think
positively about what happens to them and in guiding them along the lines
of being optimistic. This exercise can be repeated at intervals to encourage
developing a positive outlook.

EXERCISE 52

HAIR! HAIR!

Purposes:
Affective—
To become aware of the emotions students have had through the years
about a part of their appearance often considered very important to them To
share interesting, humorous, and touching personal stories on a somewhat
unusual topic
Linguistic—
To practice writing and speaking in the past tense(s)
To practice the vocabulary of colors and length of hair
Levels: All levels, with sample structures given for the beginning level to
complete
Size of groups: About four

Materials needed: Each student will have to complete the written assignment
to be given and bring it to class.

Procedures: Here is a suggested way to introduce the assignment to the
class:
“For our next activity, we’re going to write and talk about a topic that
most of us have a lot of feelings about. There are probably many stories we
each have concerning this topic, yet it is very unusual to think about and
discuss in class.
The topic deals with what feelings, emotions, and memories we have related
to our hair. Just how important is our hair to us?
“We’ve all heard that a woman’s hair is her crowning glory. Throughout
history it has been a sacrifice for a woman to have to cut and sell her hair.
“Samson lost his power when Delilah cut his hair. In the military
service, new recruits get their heads shaved for cleanliness but also to give
them a feeling of being subservient to give them a poorer image of
themselves. In recent years some parents and adults have objected to long
hair on males.
Often our hair influences how we feel or how we think we look. It can
affect our personality. We complain that our hair is a mess, or that we can’t
do anything with it. And how angry we are at the barber or beautician who
cuts our hair too short or not the way we wanted it.
“So for all of us there are probably times when we have had different
feelings about our hair and some stories of what happened to us.”
You can then tell some story connected with your hair. Here is an
example: “When I was growing up my hair was very fine. My mother
couldn’t manage it so she kept it very short. I wanted to have long hair very
badly, but her instructions to the barber were: ‘Cut it so the tips of her ears
are showing.’ How I hated that! When I became old enough to take care of

my own hair, I kept it very long, and I still do. Twice a year the beautician
gets a treat and takes an inch off. And my own daughters always had long
hair and they still keep it long.”
Then continue: “Think about all the memories you have of your hair and
write (give the length of the assignment) about a page on the stories, past
and present, and the feelings you had about your hair. We will be reading
them to each other in groups and discussing them. Start in the past and go
up to the present in your stories. Bring in any snapshots you have showing
your hair at the times you are telling us about.”
The day the assignment is due, divide the students into groups and have
them read their stories to the group and show the pictures of themselves
they brought in. As the stories are read, the group members can ask
questions or make comments.
When each person has had a turn, have the group discuss these
questions and then process them before the total class:
What does your story say about the meaning your hair has to you?
What did your group discover about how others feel about their hair?
Answer these questions yourself before the total class.
You can correct the compositions before they are read in the groups
rather than afterwards, if you prefer.

Exercise 86

MELODY ON MY MIND

Purposes:
Affective—
To help develop the capacity to associate
To gain self-awareness through an unusual means
To help appreciate the intricate
Linguistic—

For free conversation
Levels: Intermediate to advanced
Size of groups: Three
Procedures: Get your students still and relaxed. Then tell them:
“Today I’m going to ask you to do something before I tell you the
purpose of it. Close your eyes and be still a moment. . . Now see what
song cornes to your mind (A longer pause) . . . Let it come to you without
consciously trying . . . Keep your eyes closed and raise your hand if a
song has not occurred to you yet. (Wait till everyone has thought of a
song.)
“Now hum the song out loud for a minute and think about it as you
do. (You may have to encourage the students to do this aloud. After a
minute ask them to keep their eyes closed and think about these
questions.) Does the title of the song mean anything to you? ... If there
are words to the song, which lines stand out as having particular
meaning to you right now? ... (A longer pause) . . . What is the mood of
the song? . . . What thoughts and feelings from your own life are on
your mind or preoccupying you that relate to this song, its title, any of
the words in it, or the mood it represents for you? ... How does this song
relate to you right now?”
After the students have had time to reflect on the answers to these
questions, mention that this exercise can help them become aware of
their present mood or the hidden thoughts and feelings that are utmost in
their minds at this time. Divide the students into groups of three, and
ask them to tell each other the name of the song that came to them and
what associations they discovered in it.
Ask for volunteers to share with the total class the song that came to
them and the associations they had. Tell the class about the song you
thought of and what it means to you. Find out how many students

discovered that the song which came to mind had some significance to
what is actually in their thoughts right now or to the mood they are in.
Conclude by saying that we all have the ability to associate extremely
well, and we can use it to help our thinking and our self-awareness.
Mention that they can do this exercise on their own to become more
conscious of what they’re thinking about and feeling at any given time.
Use this activity after some degree of trust has been built in the class,
so that the students will be more willing to share the thoughts associated
with their songs
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Words and Expressions
Indicating Feelings and Emotions
(Intendes to be used to make such statements as “I feel ___________” or “Do you feel ___________ ?”
English

German

Latin

Arabic

Spanish

French

Italian

adorable

anmutig, verehrungswûrdig

venerandus

محبوب

precioso, adorable

adorable

adorabile

affectionate

liebevoll, herzlich

amans

 حنون،ودود

cariñoso

affectueux

affettuoso

afraid

ängstlich, besorgt angstvoll

timidus, trepidus

مرتعب،خائف

asustado,tener miedo,
espantado

Peureux, craintif

impaurito

aggressive

Aggressive, angriffslustig

hostilis

عــدائــي

agresivo

agressif

aggressivo

agitated

Aufgeret, aufgewiegelt,
verärgert

turbatus

مـزعـــزع

agitado

agité

turbato

alert

aufgeweckt aufmerksam
wachsam

promptus

، حـذر
متيـقـظ

listo

Alerte, éveillé

attento

alive

Lebengig, voller Leben

vivus

 حيـوي،نشيـط

lleno de vida

plein de vie

vivace

aloof

zurückhaltend, hochnäsig

Ab homine,
remotus,

بـعـيــــدا

apartado, reservado

distant,peu
abordable

indifferente

ambitious

ehrgeizig

gloriae adpetens

طمـوح

ambicioso

ambitieux

ambizioso

ambivalent

Zwiespältig, in der Schwebe

ambiguus

ambivalente

ambivalent

ambivalente

angry

Zoring, wütend, böse

iratus

Enjado, enfadado

Irrité, furieux

arrabiato

Herbrew

1

English

German

animated

belebt, angeregt

Latin

Arabic

Spanish

animatus

 نـشـط، حيـوي

divertido, animado

منـزعـج

annoyed

verärgert, verdrossen

vexatus

antagonistic

Feindselig, gegnerisch

adversarius

anxious

besorgt, ungeduldig

apathetic

apathisch

French

Italian

animé

animato

molesto, enfadado

contrarié

annoiato

عـدائــي

antagonista

antagonique

Ostile,
avversario

sollicitus

-قـلـق
مشغول الفكر

Souciex, inquiet

preoccupato

hebes, lentus

فاقـد الشعور

ansioso,
desesperado,
nervioso
Indiferente, apático

Apathique,
nonchalant
apprécié, estimé

spatico

بـليـــد

Appreciated gewürdigt, anerkannt

aestimatus

ashamed

beschämt

pudore affectus  خجـول-خجل

awkward

unbehaglich

خـشــن

incómodo

bad

übel, schlecht, schlimm

inscritus,
rusticus
malus, turpis

ســـيء

sentirse mal

de
mauvaise sentirsi male
humeur (être)

beautiful

schön, errilch, hervorragend

formousus,
pulcher

،جـميـل
حـسـن

precioso, hermoso

beau, joli

bello

betrayed

verraten, betrogen

traditus

،مخـدوع
مـغـدور

traicionado

trahi, trompé

tradito

bewildered

verwirrt, verrdutzt

conturbatus

مـرتبـك

turbado, asombrado, déconcerté,
confuso
désorienté

disorientato

bitter

verbittert

amarus, acerbus

amargo

amer

amaro

blue

schwermütig, in trüber Stimmung(sein), maestus
deprimiert traurig, niedergeschlagen

melancólico, triste

Triste, cafardeux

triste

بمـرارة
حـــزن

apprécié,

avergonzado

Honteux,
honte
maladroit

apprezzato

avoir vergognoso
maldestro

2

English

German

Latin

bold

kühn, gewagt

audax, confidens

bored

gelangweilt

defatigatus

botheres

belästigt

molestia affectus

brave

tapfer, mutig

fortis

bugged

verärgert

vexatus

burdened

belastet

oneratus

calm

ruhig

quietus, placidus

capable

fähig

capax

captivated

gespannt, gefesselt

cautious

behutsam, vorsichtig

Arabic
 صارم،حازم

Spanish

French

Italian

atrevido, bravo, valiente

hardi, décidé

audace,
ardito

aburrido

ennuyé

annoiato

قـلـق

molesto

tracassé

annoiato

شـجـاع

valiente, bravo

Courageux,
intrépide

coraggioso

molesto, enfadado
agobiado, atareado,

On
tourmente
accablé

tranquilo,calmado

calme

calmo

قــادر

capaz

capable, compétent

capace

captus

 معجـب،مفـتـون

captivado

captive

affascinato

prudens, cautus

حــذر

cuidadoso,
cauteloso

challenged herausgefordert

provocatus

 مفتـز،متخـد

desafiado

peovoqué, défié

sfidato

cheated

betrogen,angeschwindelt,
hintergangen

deceptus

مـخـدوع

Defraudado, engañado

Trompé, dupé

imbrogliato

childish

kindisch (negative), kindlich

puerilis

 طفـلـي،صبيـانـي

aniñado, pueril

Enfantin, puéril

pueril

clumsy

unbeholfen, linkisch

ineptus

Torpe, descuidado

gauche, maladroit

sgraziato

منـزعـج

مـرهـق
هـادىء

Herbrew

me secato

cauto, prudent, avisé

caricato

prudente

3

English

German

Latin

Arabic

Spanish

French

Italian

comfortable

komfortabel, bequem

jucundus

مــرتــاح

cómodo

à l’aise

comodo

compassionate

mitfühlend, mitleidsvoll

misericors

 رؤوف،رحيــم

compadecido

compatissant

pieno di
compassione

competitive

in
Konkurrenz,
Wettbewerb

conceited

eingebildet

concerned

 مـتـحــد سباقـيcompetitivo
منـافـس،

avoir l’esprit
concurrence

mihi placitus

غــرور

engreído

vaniteux

vanitoso

besorgt, bekümmert

versatus

مـعـنـي

preocupado

soucieux

interessato

confident

zuversichtlich,
selbstsicher

confidens

واثــق بـنـفـســه

seguro, confiado, confiant, assuré
confidente

confidente

confused

verwirrt

confuses,
perplexus

مـضـطــرب

confundido,
confuse

confuso

conspicuous

auffallend
hervorstechend

conspicuus

الفـت النـظـر

conspicuo, notable, Se
visible
remarquer

content

zufrieden

contentus

 سـعيـد، فـرح

contento

satisfait

contento

cowardly

feige

ignavus

جـبــان

lâche, peureux

cordardo, vile

cozy

gemütlich

amoenus

مـحـطــم

cobardemente,
cobarde
agradable cómodo

resentir beaucoup

comodo

crushed

niedergeschlagen

compressus

 جسـوس،متطفـل

desilusionado

terrassé

schiacciato

curious

neugierig

curiosus

curioso

curieux

curioso

cynical

zynisch

mordax

cínico

railleur

cinico

im competitivus

Herbrew

de competitivo

désorienté,
embrouillé

faire visible

4

English

German

Latin

daring

verwegen,
waghalsig

kühn audax

defeated

geschlgen, besiegt

vinctus

defensive

abwehrend

defensivus

dejected

niedergeschalagen

maesrus

delighted

Arabic

Spanish

French

Italian

 مـغـامـر،جـريء

atervido osado

audacieux

temerario

مـغـلــوب

derrotado

vaincu

sconfitto

defensive

دفـاعــي
مـحـطـم

aflijido, triste despreciado

defensive, être sur la difensivo
défensive
abattu
scoraggiato

entzückt,
erfreut delectatus
begeistert
wahnsinnig,
laetissimus
überschwenglish

مـســرور

encatado

enchanté

felicissimo

في حالة الهذيـان

delirante

énormément heureux

delirante

depressed

niedergedrückt,
deprimiert

adflictus

مـرهـق

deprimido, desanimado

déprimé

depresso

desirous

begierig, verlangend

avidus

راغــب

deseoso

désireux

desideroso

despondent

deprimiert, verzagt

animo demissus

abatido, desalentado

désespéré

abbattuto

detached

abgetrennt, unbeteiligt

separatus

منفـصـل

desapegado

indifférent, détaché

determined

entschlossen

constans

حــازم

determinado

determine

distante,
riservato
risoluto

devilish

teuflisch

nefandus

شيطـانـي

diabólico

diabolique

diabolico

disappointed

enttäuscht

frudtratus

األصـل

désappointé déçu

deluso

discouraged

entmutigt

animo fractus

مـخـذول

disenchanted

desillusioniert,
ernüchtert

animo mutates

delirious

 بئـس، قنـوط

 خـائـبdecepcionado

desanimado
desalentado découragé
descorazonado

scoraggiato

desencantado

disincantato

désanchanté

Herbrew
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English

German

Latin

Arabic
مشمـئـز

disgusted

angewidert

nauseates

disillusioned

desillusioniert

mente turbatus

displeased

unzufrieden

implacabilis

dissatisfied

unzufrieden, unbefriedigt

parum

distant

entfernt

distracted

Spanish

French

Italian

disgustado

dégoûté

disgustato

desilusionado

désillusionné

disingannato

غـضـبــان

disgustado

mécontent contrarié,

scontento

غيـر راض،مـتـكـدر

desatisfecho

desatisfait,
satisfait

remotus

بـعـيــــد

aislado

distant

freddo,
riservato

zerstreut, abgelenkt

conturbatus

مـشـوش
الفـكـر

distrait

distratto,
turbato

disturbed

gestört, beunruhigt, unruhig

perturbatus

perturbado,
preocupado

trouble

disturbato

distrustful

misstrauisch argwöhnisch

diffidens

 قـلـق،منـزعـج

desconfiado

méfiant

diffidente

dominated

beherrscht, dominiert

dominatus

عـديـم الثقـة

dominado

dominé subjugué

dominato

doubtful

skeptisch,
Zweifel

مـغـلـوب

dudoso

douteux

dubbioso

down

niedergeschlagen, bedrückt

غيـر متأكـد

abatido

découragé,
point

unsicher,im dubius
maestus

contentus

 متلهـىdistraído

peu insoddisfatto

mal

en giύ, depresso

downtrodden unterdrückt bedrückt

tristis

pisoteado oprimido

opprimé

oppresso

dumb

stultus

estύpido, tonto

bête, stupide

stupido

dumm

Herbrew
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English

German

Latin

eager

eifrig

studiosus

ecstatic

entzückt, verzückt

mente incitatus

elated

In gehobener
Begeistert

embarrassed

Arabic

Spanish

French

Italian

deseoso

ardent, prêt à agir

ardente,
desideroso

فـارط السـرور

extático

estatico

elatus,

 فـرح، راه

regocijado
alborozado

extatique,
anges
ravi

verlegen

impeditus

مـرتـبــك

avergonzado

embarassé, gêné

impacciato

emotional

emotional, gefühlsvoll

animo motus

حـســـاس

emotivo, emotionnable

émocional

emotivo

empty

leer

inanis

فـــارغ

perdido

vide

insipido, vuoto

enchanted

bezauber, entzückt

fascinatus

مـفـتـــون

encantado

enchanté, ravi

incantato

energetic

energisch tatkräftig,

impiger

نشيـط

enérgico

énergique

energetico

enraged

zornig, ausser sich

irritatus

غـائـض

furioso, encolerizado

enragé

arrabbiato,
infuriato

enthusiastic

begeistert

fervidus, ardens

مـتـحمـس

entusiasta, entusiástico

enthousiaste

entusiastico

envious

neidisch

invidus

حـســـود

envidioso

envieux

invidioso

exasperated

verärgert

exasperatus

 غضـبـان،حـرج

desesperado

exaspéré

esasperato

excited

aufgeregt, erregt

excitatus

ثـائـر،مضطـرب

excitado

excite

eccitato

exhausted

erschöpft

defessus, effectus

 مرهـق،تعـب

agotado,
desgastado

épuisé

esaurito

exhilarated

erheitert, angeregt

exhilaratus

égayé, animé

esilarato

Stimmung

مبتـهـــج

،

حيـوي

exaltado, exitado

excitado

cansado,

aux

Herbrew

giubiliante
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English

German

Latin

Arabic

Spanish

French

Italian

fantastic

fantastisch

mirus

 خيـالـي،مدهـش

fantástico

fantastique

fantastico

fascinated

fasziniert, begeistert

captus

مـفـتـــون

fasinado

fasciné

affascinato

fearful

furchtsam, ängstlich

timidus, trepidus

خـائــف

temeroso tiene miedo,

craintif

timido

fearless

furchtlos, mutig

impavidus

valiente

intrépide

intrepido

foolish

töricht, albern

stultus, ineptus

tonto

décomtenancé sot

Sciocco, matto

Fortunate

begünstigt, glücklich

felix, beatus

 ذو حـظ،محـظـوظ

dichoso, afortunado

fortuné, chanceux

fortunato

frantic

ausser sich

furiosus

 مـجـنــون،شـرس

frenético

frénétique, forcené

frenetico

free

frei

liber

libre despreocupado,

libre

libero

friendly

freundlich

amicus

 ودود،حـيـوي

amistoso

aimable, amical

amichevole

frightened

erschreckt, beängstigt

territus

خـائــف

assustado

effrayé

spaventato

frustrated

frustriert, enttäuscht

ad vanum redactus

مـحـيـــط

frustrado

frustré

frustrato

fulfilled

ausgelastet, erfüllt

confectus

cumplido realizado

comblé

soddisfatto

furious

wütend

furibundus

ثــائـــــر

furioso

furieux

furioso

generous

grosszügig

benignus

كـريــم

generoso

généreux

generoso

glad

froh, erfreut

laetus, hilaris

contento, alegre

content

lieto

غيــر خـائــف
أحـمــق

حــــــر

 فـرح،سعـيـد

Herbrew

8

English

German

Latin

Arabic

Spanish

French

Italian

حـزيـن

tristón, lóbrego

ténébreux

حـســن

sentirse bien

aller bien, de
humeur (être)

agradecido

reconnaissant

agradecido,
complacido
grandioso

satisfait, récompensé

codicioso

avide, repace

entusiasta
eccellente
avaro, bramoso

حزن

quebrantado

désolé, navré

angosciato

horribilis

أبله

horrible

grossier, indécent

volgare

sceleratus,
nocens

مـؤنـب

culpable

coupable

colpevole

feliz

heureux

felice, contento

odioso,aborrecible

haïssable,
détestable

– سمـاوي
عـلـوي

divino

aux anges

celeste

-بـائـس
مـتـروك

abatido

désemparé sans ressort

indifeso

 رؤوف-حنـون

nostálgico

nostalgique

sentire
nostalgia

 معـزز-مكرم

honrado

honoré

onorato

gloomy

trübselig, trübe

maestus

good

(in a good mood- in gutter bonus
Stimmung)

grateful

dankbar

gratus

gratified

befriedigt

gratificatus

great

prima, grossartig

mirabilis

greedy

gierig

avarus

، قـوي،عظيـم
كبيــر
جـشــع

grief-stricken

in tiefer Trauer

tristis

gross

grob, derb geschmacklos

guilty

schuldig

happy

glücklich,
Stimmung, froh

hateful

gehässig

odiosus

بـغـيـض

heavenly

begluckt

caelestis

helpless

hilflos

inermis, inops

homesick

heimweh haben

tecti mei cupidus

honored

geehrt

honoratus

gutter felix

، ممـنــون
متشكـر
كـفء

 فــرح،سـعيـد

Herbrew

lugubre
bonne essere di buon
umore

En pleine forme

grato,
riconoscente
appagato

haineix, detestabile

la
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English

German

Latin

Arabic

Spanish

French

Italian

hopeful

hoffnungsvoll

bonae spei

متفـائـل

esperanzado

optimiste, plein d’espoir

fiducioso

horrible

schrecklich

horribilis

مـخـيـف

horrible

horrible

orribile

hostile

feindlich

hostilis

عـدائـي

hostil

hostile

ostile

humble

demütig bescheiden,

humilis

 بسيـط، متواضع

humilde

humble

umile

humillado

humilié

umiliato
offeso

حـقـيـر

humiliated gedemütigt

humiliates

hurt

verletzt

injuratus

مـضـرور

herido

blessé, offensé

ignored

ignoriert,

neglectus, praetermissus

مـجـهـول

ignorado

rejeté, passé

impatient

ungeduldig

impaciente

impatient

impaziente

Impetuous

impulsive, ungestüm, gedankenlos vehemens, violentus

غـيــر صـبــور

impétueux

impétueux

impetuoso

important

wichtig

gravis, magnus

مـهــم

importante

important

importante

impressed

beeindruckt

motus

indecisive

unentschlossen

incertus, anceps

indifferent

gleichgültig

remissus

 مهمـل،غير مبالي

inferior

minderwertig

inferior

وطـيء

ingenious

klug, erfinderish

ingeniosus

inhibited

gehemmt

cohibitus

inspired

Inspiriert, angeregt

inspiratus

unbeachtet

impatiens

شيء طبع على نفسه

sous silence ignorato

impresionado impressionné

impressionato

indeciso

indécis

indeciso

indiferente

indifferent

indifferente

inferior

inférieur

inferiore

 صافي القلب،صريح

ingenioso

ingénieux, habile

ingegnoso

مـحـبـط

cohibido

cohibé, complex

inibito

inspire

ispirato

غيـر مقرر

، مـلـيء باإللهـام ملهـمinspirado

Herbrew
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English

German

Latin

Arabic

Spanish

French

Italian

intelligent

intelligent, klug

sapiens

ذكــي

inteligente

inteligent

intelligente

interested

interessiert

studosus, attentus

مـهـتــم

interesado

s’intéresser à

interessato

territus

مهول

Amenzado, intimidado intimidé

intimidito

introvertido

introverti

introverso

Dinámico

Engagé

Incluso, coinvolto

intimidated eingeschüchtert, bedroht
introverted

introvertiert, nach innen gerichtet introvertus

Involved

Beteiligt

Involutus

مكلف

Irritable

Reizbar

irritabilis

شديد الحساسية

Irritable

Irritable

Irritabile

Irritated

Verärgert, irritiert

Irritatus

شديد الغضب

Irritado

Irrité

Irritato

Isolated

Isoliert, allein

Sejunctus

معزول

Aisaldo

Isolé

Isolato

Jealous

Eifersüchtig

Invidus, lividus

غيور

Celoso

Jaloux

Geloso

Jolly

Lustig, fidel, fröhlich

Festivus, hilaris

بشوشي

Jovial, agradable

Gai, joyeux

Allegro

Joyful

Freudig, fröhlich, froh

Laetus

مسرور

Alegre, gozoso

Joyeux

Allegro

Jumpy

Sprunghaft, nervös

Trepidus

Nervioso, exaltado

Nerveux

Nervoso, eccitato

Lazy

Faul

Piger, iners

Perezoso

Paresseux

Pigro

Left out

Übersehen, ausgeschlossen

Separatus

Lonely

Einsam, allein

Solitarius

فريد

Solitario

Seul, solitaire

Solitario

Lonesome

Verlassen, einsam

Solus

وحيد

Solitario

Isolé, délaissé

Isolato

Longing

Sehnsüchtig, verlangend

cupidus

حنين

Anheloso

Désireux de …

anelant

متوتر عصبي
كسالن

 معزول، في عزلةRechasado

Herbrew

Délaissé, rejeté Escloso
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English

German

Latin

Arabic

Spanish

French

Italian

Lost

Verloren, einsam

Perditus

مفقود

Perdido

Perdu

lovable

Libenswert, nett

Amabilis

محبوب

Encantador

Attirant,
sympathique

Loved

Beliebt, geliebt

Amatus

حبوب

Querido

aimé

Loving

Liebevoll, warm

Amans

 حساس،محب

Carinoso,
amado

affectuoso, Affectueux, aimant

Low

Niedérgeschlagen

Abjectus

وطيء

Abatido

Déprimé, sans entrain

Abbattuto

Manipulated

Manipuliert, beeinflusst, gelenkt

Tractatus

مراوغ

Manipulado

Manipulé, malmené

Maneggiato

Marvellous

Wunderbar

Admirabilis

جميل
جدا

، جذابMaravilloso

Merveilleux

Meraviglioso

Mean

Germein, niederträchtig raffiniert

Crudelis

شرير

Malo, cruel

Méchant, malfaisant

Cattivo,
meschino

Melancholy

Melancholisch,
bedrückt

 مكدر،مخزن

Melancolico

Mélancolique

Malincolico

schewermütig Tristis

Herbrew

Perduto, smarrito
très Amabile
Amto
Amoroso

Mischievous Boshaft, schalkvoll, lausbubenhaft

Perniciosus

 مضر،خبيث

Travieso

Espiègle

Malizioso, furbo

miserable

Miserable, elend

Infelix,
miser

بئيس

Meserable

Miserable, méprisable

Afflitto, misero

Moody

Launisch, launenhaft, verdriesslich

morosus

مزاجي

Temperamental,
caprichoso

Changeant, maussade

Malincolico
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English

German

Latin

Arabic

Spanish
Ingueno,
cándido

French

inocente, Naïf

Italian

Naïve

Naiv

Simplex

Nasty

Garstig, unangenehrn

Amarus

قبيح

Grosero, antipático

Mauvais,
médisant

Sgradevole,
perfido

Naughty

Unartig, böse

Improbus

 خبيث،رديء

Picaro, desobediente

Méchant, villain

Cattivo,
disbbidiente

Negative

Negative, ungut

Negativus

سلبي

Negative

Négatif

Negativo

Nervous

Nervös

Trepidus

عصبي

Nervioso

Nerveux

Nervoso

Numb

Gefühllos,
ohmächtig

Ingenuo,
semplice

Obnoxious

Widerwärtig

Odd

 خال من الحسEntumido, amortiguado, Engourdi, gourdi
والحركة
anestesiado

Intorpidito

Noxius

كرية

Odioso,
ofensivo

Odioso

Ungewöhnlich

Novus, insolitus

غريب

Extrño, raro

Bizarre, étrange

Strambo

Optimistic

Optimistisch

Judicans omnia optima, متفائل
optimsticus

Optimista

Optimiste

Ottimista

Outraged

Entrusted

Violatus

 معيب،مهين

Violento, ultrajoso

Outré, scandalise

Oltraggiato

Overjoyed

Hocherfreut

Laetitia exsultans

سعيد

Alegre, recocijado

Ravi, rempli de Lietissimo
joie

Overwhelmed Überwältigt

Oppressus

مسحوق

Colmado

Accablé, débordé

Sopraffato,
colmato

Overworked

Überabeitet

Immoderatus labore

أجهد نفسه

Atareado

Surmené

Affaticato

Panicky

In panischem
nervös, unruhig

،مضطرب
مرغوب

Asustadizo, asustado

Affolé

In preda
panico

betäubt, Torpidus, torpens

schecken, Pavidus

désagradable, Désagréable,
déplaisant

Herbrew

al
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English

German

Latin

Arabic

Spanish

French

Italian

Passive

Passiv, freindlich, ruhig

Passives

غير مقاوم

Pasivo

Passif, inactif

Passivo

Peaceful

friedlich

Pacatus, quietus

ساكن

Pacifico

Paisible, calme

Pacifico

Pensive

Nachdenklich, tiefsinnig, Cogitatione fixus
Ernst

مهموم

Pensativo

Pensif

Pensieroso

Perplexed

Verblüfft

Perturbatus

مجبر

Perplejo

Perplexe

Perplesso

Pessimistic

Pessimistisch

Judicans omnia deterrima, متشائم
pessimisticus

Pesimista

Pessimiste

Pessimista

Pertified

Erstarrt, versteinert

Terries, petrifectus

محجر

Petrificado

Petrifié

Pietrificato

Pity

Mitleid fühlend

Misericors

 حنون،مشفق

Lástima

Pleine de pétié

Pietà

Pleased

Erfreut

Delectatus

مسرور

Agradecido,
complacido

Content, satisfait

Contento

Powerful

mächtig

Potens

،قوي

Poderoso

Puissant

Forte

Precious

Kostbar

Splandidus, eximius

 ثمين،قيم

Precioso,
encantador

Précieux, de valeur, Prezioso
avoir de la valeur

Preoccupied Beschäftig, in anspruch Praeoccupatus
gernommen

في
 منشغلPreocupado
األفكار

Préoccupé

Preoccupato

Pressured

Bedrängt,
gesetzt

تحت الضغط

Oprimido

Contraint, sous pression

Pressato, (to be) essere
sotto pressione

Proud

Stolz

Superbus

فخور

Orgulloso

Fier

Orgoglioso

Puzzled

Verwirrt, verdutzt

Dubitatus

، مشوش البالConfondido,
مرتبك
asombrado

Intrigué, étonné

Sconcertato

unter

druck Pressus

Herbrew

14

English

German

Latin

Arabic

Quarrelsome Zänkisch

Jurgiosus, rixosus

سريع الشجار

Rinoso, pendenciero

Querelleur

Litigioso

Quiet

Ruhig

Quietus

هادىء

Tranquilo, pacifico

Silencieux, tranquille

tranquillo

Rebellious

Rebellish, aufsässig

Rebellis,
seditiosus

متمرد

Rebelde

Rebelle, insubordonné

Ribelle

Reckless

Waghlsig, rücksichtslos

Termerarius

غير مبالي

Atolondrado

Imprudent

Temerario

Refresche

Erfrischt

Redintegratus

مريح

Refrescado

Reposé, délassé

Ristorato

Regretful

Voller bedauern, bedauerlich

Paenitens

 نادم،متأسف

Arrepentido,
deplorable

Plein de regrets

Pentito

Rejected

Abgelehnt, verschmäht

Rejectus

Rechazado,
despreciado

Rejeté, éconduit

Respinto

Relaxed

Entspannt

Relaxatus

Relajado, descansado

Détendu, décontracté

Riposato, rilassato

Relieved

Erleichter

Relevatus

Aliviado

Soulagé

Sollevato,
alleviato

Resentful

Ärgerlich,
ablehnend

verärgert, Iracundus

حقود

Resentido

Rancunier,
rancœur

Reserved

Zurückhaltend, reserviert

Traciturnus

 حذر،متحفظ

Reservado

Réservé

Riservato

Restless

Rastlos, unruhig

Inquietus

،مضطرب
قلق

Inquieto

Agité

Irrequieto

مسترخي

Spanish

French

plein

Italian

Herbrew

de Risentito
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English

German

Latin

Arabic

Spanish

French

Italian

متضايق

Restrinhgido

Refréné

Limitato

متمرد

Repugnado

Révolté

Ribellato

Remuneratus

مكافأ

Permiado

Récompensé

Premiato

Lächerlich, närrish

Ridiculus

بليد

Ridiculo

Ridicule

Ridicolo

Righteous

Garecht, rechtschaffen

Probus, aequu

مستقيم،صالح

Recto, correcto

Droit, vertueux

Guisto, virtuoso

Rude

Unhöflich, grob

Rudis

خشن

Rudo, descorté

Grossier,
élevé

Sad

Traurig

Maestus, tristis

حزن

Triste

Triste

Triste

Safe

Sicher

Tutus

سالم

Seguro

En sécurité, sauf

Sicuro

Satisfied

Zufienden, genügsam

Satisfactus,
contentus

راضي

Satisfecho

Satisfait

Soddisfatto

Scared

Ängstlich

Territus

خائف

Temeroso

Effrayé,
peur

avoir Spaventato

Secure

Sicher

Securus

،أمن
مضمون

Self-confident Selbstsicher

Mihi fidens

واثق بنفسه

Selfconscious

Befangen

Pudibundus

Selfish

Selbstsüchtig

Avarus

Restrained

Beherrscht

Revolted

Empört,
angeekelt

Rewarded

Belohnt

Ridiculous

Repressus
abgestossen, Motus

 فيSeguro
Confiado en si mismo
Consciente
mismo

أناني

Egoista

en

mal Rudo, maleducato

En sûreté

Sicuro

Sûr de soi

Sicuro di sé

si Gêné, emprunté
égoïste

Herbrew

Imbrazzato,
vergognoso
Egoista
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English

German

Latin

Sentimental Sentimental

Arabic

Spanish

French

Italian

عاطف

Sentimental

Sentimental

Sentimental

هادىء

Sereno

Serein

Sereno

جدي

Serio

Sérieux

Serio

Choqué

Scandalizzato

Timide

Serene

Gelassen, erhaben, ruhig

Serious

Ernst

Mollis,
effeminatus
Serenus,
tranquillus
Gravis

Shocked

Schockiert, empört

Percussus

منصدم

Chy

Scheu, schüchtern

Timidus

خجل

Sobresaltado,
sorprendido
Timido

Sick

Krank

Aeger, infimus

مريض

Enfermo

Malade

Vergognoso,
timido
Malato

Silly

Albern, kindisch

Fatuus

بليد

Tanto, bobo

Sot

Sciocco

Skeptical

Skeptisch

Scepticus

مشكل

Escéptico

Incrédule

Scettico

Sleepy

Schläfrig

somniculosus

نعسان

Sonnoliento

Smart

Klug

Sollers, callidus

 فطن،أنيق

Inteligente, brillante

Somnolent, avoir envie de assonato
dormir
Intelligent
Bravo, intelligente

solemn

Ernst

sollemnis

مهيب

Solemne

Sérieux, solennel

Solenne

So-so

So-so, unentschieden

mediocris

وسطي

Asi, asi, regular

Ni bien, ni mal

special

خاص

especial

Spécial

Spiteful

Besonders,
ausgesondert
Gehässig

Cosi-cosi
passabile
Speciale

حقود

Rencoroso, despechad

Rancunier

Dispettoso

Simulated

Angeregt, erregt

Lividus,
malevolus
Exitatus

منبه

Estimulado

Stimulé

Eccitato

Stingy

Geizig

Sordidus, avarus

،شحيح
بخيل

Tacano, avaro

Avare

Tirchio

auserlesen, eximius

Herbrew
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English

German

Latin

Arabic

Spanish

Strong

Stark

Validus, fortis

قوي

Fuerte

Stubborn

Halsstarring, stur

Obstinatus

عنيد

Stupid

Sum, dämlich

Stultus

 غبي،بليد

Testarudo,
obstinado
Estupido

Submissive

Unterwürfig

Submissus

مطيع

Supported

Understützt

Sustentatus

Sure

Sicher

Certus

Surprised

Überrascht

Suspicious

Misstrauisch

French
Fort
terco, Têtu

Italian
Energico, forte
Testardo

Stupido

Stupid

Sumiso

Soumis

Sottomesso

Apoyado

Soutenu

Sostenuto

 ثابت،متيقن

Seguro

Sûr, sûr de soi, certain

Sicuro

Attonitus

بهتان

Sorprendido

Surpris

Sorpreso

Suspicax

شاك

Sospechoso

Soupçonneux

Sospettoso,
diffidente
Simpatetico

Mifühlend,
ähnlich Concors,
fühlend
sympatheticus
Taken advantage Übervorteil, ausgenutzt Violatus
of
Temperamental
Temperamentvoll
Inconstans,
mutabilis
Tempted
Versucht
Temptatus

 خفيف، محبوبCompasivo
الدم
هتك عرضه
Apeovechado

Compatissant

ميزابي

Temperamental

coléreux

جذاب

Tentado

Tempté

Esseme
approfittato
Emotive,
capriccioso
Tentato

Tense

Gespannt

Intentus

مضطرب

Nervioso, tenso

Tensu

Teso, attento

Terrible

Schrecklick, furchtbar

Terribilis

رهيب

Terrible

Terrible

Terribile

Terrific

Grossartig, prächtig

Terrificus

 عجيب،رائع

Magnifico

Spaventoso

Thankful

Dankbar

Gratus

شكور

Agradeciso

Extraordinaire,
mirobolant
Reconnaissant

sympathetic

Abusé

Herbrew

Riconoscente
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English

German

Latin

Arabic

Spanish

French

Italian

Threatened

Bedroht

Minatus

مهدد

Amenazado

Menacé

Minacciato

Thrilled

Begiestert

Laetitia elatus

Excitado

Emballé

Emozionato

Timid

Schüchtern, ängstlich

Timido

Timide

Timido

Tired

Müde

Timidus,
termidus
Fessus, lassus

،مضطرب
متوتر
خجول
تعبان

Casado

Fatigué

Stanco

Touchy

empfindlich

Difficilis

سريع الغضب

Susceptible

Suscettibile

Trapped

Pris au piège, attrapé

Intrappolato

Troubled

Eingefangen, eingeschlossen, in Inlaqueatus
der falle
Bedrückt, beunruhigt
Agitatus

Sensible,
temperamental
Atrapado
Perturbado

Trouble

Trusting

Vertrauensvoll

Fidem habens

،متضايق
مضطرب
واثق بنفسه

Confiado

Confiant

Inquiéto,
disturbato
Fuducioso

Uncertain

Unsicher

Incertus, dubius

غير متيقن

Inseguro, incierto

Incertain

Incerto

Uncomfortable Unbequem

Incommodus

غير مرتاح

Incomodo

Mal à l’aise incommode

Scomodo

Uneasy

Unbehaglich

Inquietus

 منزعج،قلق

Inquieto, incomodo

Inquiet, malaise

Preoccupato

Unhappy

Unglücklich

Infelix

غير سعيد

Infeliz

Malheureux

Scontento

Uninhibited

Unbefangen

Non conhibitus

No cohibido

Upset

Empört, ausser sich

Adflictus

مخيب الظن

Perturbado, afligido

Sans inhibition,
complexes
Contrarié

Up tight

Verklemmt, verkrampft

Anxius

قلق

Nervioso

Tendu

واقع في فخ

Herbrew

sans Privo
d’inibizioni
Sconvolto
Nervosa, teso
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English

German

Latin

Arabic

Spanish

French

Italian

Used

Gebraucht,
ausgenützt

Fraudatus

مستعمل

Aprovechado, usado

Utilize

Essere usato

Vehement

Heftig, hitzig

Vehemens

 حاد،شديد

Vehemente

Vehement, emporté

Veemente

Vivacious

Lebhaft, munter

Vividus

،نشيط
حيوي

Vivaracho, alegre

Animé

Vivace

Vulnerable

Verwundbar

Vulnerabilis

ضعيف

Vulnerable

Vulnerable

Vulnerabile

Warm

Warm, herzlich

Calidus

دافء

Sentirse en casa, sentirse como en Sentiments chaleureux
familia

Weepy

Weinerlich

Lacrimosus

باكي

Lloroso

Pleurnichard, avoir la larme à Piangente
l’oeil

Wise

Weise, klug

Sapiens,
prudens

حكيم

Sabio

Sagace, au courant

Prudente

Withdrawn Zurückgezogen

Avocatus

مستحب

Retirado

Renfermé

Ritirato

Wonderful

Wunderbar

Mirabilis

 مبهج،جميل

Maravilloso

Merveilleux

Meraviglioso

worried

Besorgt

Vexatus

قلق

Preocupado

Inquiet

Preoccupato

Herbrew

Caloroso

20

English

German

Latin

Arabic

Spanish

French

Italian

Accepting

Empfänglich

Accipiens

راض

Comprensible

Tolérant comprehensive actif

Comprensivo

Active

Aktiv, tätig, rührig

Actives, impiger

نشيط

Activo

Actif

Attivo

Adventurous Abenteuerlich,
unternehmungslustig

Audax

،مغامر
مجازف

Aventurero

Aventureux

Audace,
avventuroso

Affectionate

Liebevoll, herzlich, warmherzig

Benevolus

حنون لطيف

Afectuoso

Affectueux

Affectuoso

Amiable

liebenswürdig, liebenswert

Amabilis

ودود أنيس

Amable,
bonachon

Aimable

Simpatico

Amusing

Amüsant, unterhaltsam

Facetus

 مله،مسل

Divertido

Amusant

Divertente

Animated

Lebhaft, munter

Animates

متدمس

Animado

Animé

Animato

Appreciative Verständnisvoll

Gratus

مستحسن

Apreciativo

Reconaissant,
d’apprécier

Artistic

Künstlerisch

Artificiosus,
elegans

فني

Artistico

Artistique, artiste

Artistico

Assertive

Selbstsicher

Assertivus

قابل

Asertivo

Affirmative, péremptoire

Assertivo

Authentic

Echt, wirklich

Verus, ratus

Auténitico

Authentique

Autentico

Herbrew

capable
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English

German

Latin

Arabic

Spanish

French

Italian

Herbrew

Aware

Bewusst

Sciens

،عارف
عالم

Consciente

Avisé, informé

Consapevale

Capable

Fähig, tüchtig

Capax

قادر

Capaz

Capable

Capace

Carefree

Sorglos

Securus

حذر

Libre, despreocupado

Insouciant

Spensierato

Careful

Vorsichtig, achtsam

Attentus, diligens

Cuidadoso

Prudent, soigné

Prudente

Caring

Fürsorglich, sorgend

Curans

Carinoso, esmerado

Chritable

Caritative

Se
soucier
s’intéresser à
Charitable

Cheerful

Wohltätig,
barmherzig, Beneficus
uneigennützig
Heiter, fröhlich, frohgemut
Hilaris

،معتن
منتبه
محسن
فرح

Algre

Gai, plein d’entrain

Allegro

Clever

Klug, schlau

Sollers, ingeniosus

 لبق،ذكي

Listo, habil, diestro

Adroit, habil malin

Ingegnoso, bravo

Colourful

Vielseitig, farbig

Facetus

ملون

Liamativo

Pittoresque, vif

Affacinante

Comical

Drolling, spasshaft

Comicus

مضحك

Comico

Comique

Comico

Compassionate Mitfühlend

Misericors

رحيم
رؤوف

Compasionado

Compatissant

Pieno
compassione

Competent

Fähig, competent

Congruens, peritus

قادر

Competente

Compétent

Capace, abile

Confident

Zuversichtlich

Confidens

واثق

Confiado, segure

Congenial

Übereinstimmend,
sympathisch
Rücksichtsvoll

Considerate

angenehm, Consentaneus,
concors
Humanus

،منبسط
مرح

de, Premuroso
Benevolo

di

Confiant, assuré, sûr Sicuro
de soi
Congenial,
simpatico, Sympathique,
Simpatico
compatible
agréable
Considerado
Prévenant,
Gentile, cotese
complaisant

22

English

German

Latin

Cooperative Hifsbereit

Una
cooparativus

Cordial

Herzlich, aufrichtig

Comis

Courageous

Mutig, tapfer

Courteous

Arabic
agens, ،مساعد
معاون

Spanish

French

Italian

Cooperativo

Solidaire

Cooperativo

ودود

Cordial

Cordial

Cordiale

Fortis

شجاع

Valiente, valeroso

Courageux

Coraggioso

Hölflich

Urbanus

Cortés

Courtois

Cortese

Creative

Schöpferisch

Creatrix

،بشوش
مؤدب
مبتكر

Creativo

Inventif, createur

Creativo

Dependable

Zuverlässig

Fidus

Confiable, segure

Sûr, digne de confiance

Leale fidato

Devoted

Ergeben, verpflichtet

Deditus

Dedicado

Dévoué

Devoto

Earnest

Ernst

Intentus

Easypoing
Efficient

Nicht
schwerfällig, Neglegens
unbekümmert
Leistungsfähig, wirtschftlich
Efficiens, aptus

Empathetic

Mitfühlend

Concors, empatheticus

Energitic

Energisch, taträftig

Strenuus

Enthusiastic Begeisterungsfähig, begeistert
Expressive

Ausdrucksvoll

،مخلص
محب
 جدي،مخلص

قادر

Diligente,
serie
Calmado
Eficiente

honrado, Sérieux,
empressé,
sincère
Accomodant,
peu
exigeant
Compétend, à la hauteur

Herbrew

Serio
Incurante
facilone
Efficiente

Comprensivo

Pénétré de sympathie

Comprensivo

نشيط

Enèrgico

énergique

Energico

Ardens, fervidus

متحسس

Entusiasta

Enthousiaste

Entousiastico

Significans

 معبر،بليغ

Expresivo

Expressif

Expressivo
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English

German

Latin

Arabic

Spanish

French

Italian

Herbrew

Fascinating

Faszinierend

Fascinans

مدهش

Fascinante

Fascinant

Affascinante

Flexible

Beweglich, biegsam

Flexibilis

لين

Flexible

Flexible, souple

Flessible

Forgiving

مسامح

Clemente

Clément, indulgent

Clemente

Friendly

Vergebungsbereit,
übelnehmend
Freundlich

Amistoso

Amical, aimable

Amichevole

Funny

Belustigens, amüsant, lusting

Jocularis

،لطيف
ودود
مضحك

Comico, divertido

Generous

Grossherzig, grosszügig

كريم

generoso

Gentle

Sanft

Largus,
liberalis
Lenis, clemens

Amusant,
comique
Généreux

gentil

Doux

Tenero, buono, mite

Genuine

Echt, wahr aufrichtig

Verus, purus

،وديع
لطيف
مخلص

Auténtico, genuino

Sincère

Schietto

Giving

Hingebend, gebend

 سخي،شحم

Generoso

Donnant, généreux

Magnanimo

Goodhearted

gutherzig

Largus,
liberalis
benignus

طيب القلب

De buen corazon

Bonne pâte

Di buen cuore

Goodhumored
Good listener

Humorvoll

Laetus

بشوش

De buen humor, jovial

Aufmerksam, ein gutter Zuhörer

Qui bene audit

نبيه

Buen escucha

Enjoué,
humeur
Attentif

Good-natured

Gutmütig

Bonae naturae

 جيد،طيب

Gracious

Gütig

Humanus

،ظريف
أنيق

De buena naturaleza Affable, cordial
afable
Amable, gentil
Gracieux, courtois

Bonario, pieno
bontà
Gentile, cortese

Happy

Glücklich, fröhlich, froh

Felix

سعيد

Feliz, contento

Felice, contento

nich Clemens
Amicus

Heureux

drôle, Divertente
Generoso

de

bonne Di buen umore
Buon ascoltatore
di
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English

German

Latin

Arabic

Spanish

French

Italian

تدريبي

Iniciativo

 الئق،مقنع

Perceptivo

ملهم

Inspirador, inspirante

Sapiens, argutus

ذكي

inteligente

Capable
quelqu’un
Intelligent

interssant

Stadium habens

مهم

Interesante

Intéressant

Interessante

inventive

Erfinderisch

Ingeniosus

إختراعي

Inventivo

Inventif

Inventivo

Jovial

 بشوش،فرح

Jovial

Jovial

Gioviale

Joyous

Jovial,
heiter,
gemütlich
Fröhlich

Festivus

 مسرور،فرح

Alegre

Joyeux

Allegro, gioioso

Just

Gerecht, gerechtfertigt

Justus

Juste, équitable

Giusto

Keen

Scharfsinnig

Sagax, acer

، مقسط، عادلJusto
دقيق
فطن
Agudo, mordaz

Pénétrant, perspicace

Profondo

Kind

Freundlich, gütig

Benignus

 طيب،لطيف

Bondadoso

Bon, bienveillant

Benevolo,
compiacente

Kindhearted

Gutherzig

Benevolus

طيب القلب

Hiliaris cordis

خفيف الروح

Bondadoso, de buen Généraux
corazón
Libre de cuidados Insouciant, au cœur léger
alegre

Initiative

Initiative

Insightful

Einsichtsvoll

Inspiring
intelligent

Begeisternd,
motivierend
Gescheit, intelligent

Interesting

Lighthearted Leichtherzig

Incipiens
Intellegentiam
monstrans
anregend, inspirans

lustig, Hilaris, jovialis

Herbrew

Entreprenant, qui prend Pieno d’iniziativa
l’initiative
Perspicace
Penetrante
d’inspirer Inspirante,
incoraggiante
intelligente

Di buon cuore
Gaio, allegri
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English

German

Latin

Arabic

Spanish

French

Italian

lively

lebengig

Vivus, vividus

حيوي

animado

Animé, plein de vie

vivace

Logical

Logisch

منطقي

Logico

Logique

Logique

Lovable

Liebenswürdig

Logicus,
dialecticus
Amabilis

حبوب

Encantados precioso

Très sympathique

Amabile

Loving

Liebevoll

Amans

Loyal

True, loyal

Fidus, fidelis

 ذو قلب، محبAfectuoso,
حساس
amoroso
مخلص
Leal

Mature

Reif

Matures, adultus

ناضج العقل

Merciful

Gnädig, vergebend

Misericos

Natural

Natürlich

Nourishing

Loyal

Amoroso,
affecttuoso
Fedele

Maduro

Mûr, fait, réfléchi

Maturo

رحيم

misericordioso

Naturalis

طبيعي

Natural

Compatissant,
clément
Naturel

Misericordioso
pietoso
Naturale

Fördernd, stärkend

Alens

مغذي

Nutritivo

Nourrissant

Nutriente

Nurturing

Hegend

Nutriens

مربي

Alimenticio

Nourricier

Sostenente

Objective

Objektiv, sachlich

موضوعي

Objectivo

Objectif

Obiettivo

Observant

Beobachtend,
achtsam
Aufgeschlossen

مالحظ

Observador, observativo

Observateur

Perspicace

Docilis

متفتح

Ordinatus

مرتب

Receptivo,
imparcial
Organizado

Openminded
Organized

Objectivus,
verus
aufmerksam, Attentus

Geordnet, systmatisch

cariñoso, Aimant, affectueux

razonable, Large d’esprit
Organisé

Herbrew

Liberale
Organizzato
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English

German

Latin

Arabic

Spanish

French

Italian

Original

Original, ursprünglich

Pristinus, originalis

أصلي

Original

Original

Originale

Outgoing

Gesellig

Amicus

 ودود،أنيس

Amigable, extrovertido

Extraverti

Attivo

Patient

Geduldig

Patiens, tolerans

صبور

Paciente

Patient

Paziente

Perceptive

Aufmerksam einsichtsvoll

Sentiens

مدرك

Perceptivo

Perceptif

Perspicace

Persistent

Beharrlich

Pertinax

 شاذ،ملح

Persistente

Persistant

Persistente

Playful

Spielerisch

Jocosus, ludibundus

مالعب

Jugueton

Badin, espiègle

Schezoso

Pleasant

Angenehm, nett

Amoenus

 حسن، ظريف،سار

Agradable, simpático

Agréable

Piacevole

Poised

Ausgeglichen

Urbanus

حسن الوزن

Bien presentado

Pondéré

Ben comportato

Polite

Höflich

Comis

مؤدب

Corté, bien educado

Poli

cortese

Practical

Praktisch

Utilis

عملي

Practico

Pratique

Pratico

Productive

Produktiv

Ferax, fecundus

منتج

Productivo

Productif

Produttivo

Profounf

Tiefschürfend, gründlich

Altus, subtilis, abstrusus

عميق

Profundo

Profond

Profondo

Progressive

Fortschrittlich

Proficiens

 متطور،متقدم

Progresista

Progressif

Progressivo

Herbrew
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English

German

Latin

Arabic

Rational

Vernünftig, verständig

Realistic

Realistisch

Ratione
praeditus, عاقل
rationalis
Verisimilis
واقعي

Reasonable

Verständnisvoll

Aequus, justus

Reflective

Nachdenklich

Reliable

Spanish

French

Italian

Racional

Rationnel, logique

Ragionevole

Realista

Réaliste

Realistico

 معتدل،سديد

Razonable

Raisonable

Radionevole, giusto

Cogitabundus

ذو تأمل وتروي

Reflexivo

Réfléchi

Riflessivo

Zuverlässig

Fiduciam habens

معتمد عليه

Confiable

Resourceful

Findig

Facultates habens

Respectful

Ehrerbietig, respektvoll

reverens

،حادق
نبيه
محترم

Sûr, sur qui on peut Fidato
compter
Plein de ressources
Intraprendente, pieno di
risorse
respectueux
rispettoso

Responsible

Verantwortlich

Reus

Responsive

Ansprechbar,
empfänglich
Voll
selbstvertrauen,
selbstsicher
Voll selbstrespekt

Respondens,
responsivus
Liber

،مسؤول عن
ضامن
، مالئم،موافق
مجيب
واثق من نفسه

Pudorem habens

محترم نفسه

Self-reliant
Self-respect
Sense
humor
Sensible
Sensitive

of Sinn
für
humor, Facentias habens
humorvoll
Vernünflig, verständig
Prudens
Empfindlich

Sensilis

، لبقIngenioso, listo
respetuoso
Responsible

 مضحك،فكاهي

Sensible,
responsivo
Confiado en si
mismo
Digno de
si
mismo
Sentido de humor

حساس

Sensato

سريع التأثر

Sensible,
susceptible

Herbrew

Responsable, digne de Responsabile
confiance
Responsible
Responsivo
Sûr de soi, assuré

Fiducioso in sè

Se respecter (to respect Dignità, amor proprio
oneself)
Qui a le sens de Una vena d’umorisme
l’humour
Sensé, raisonnable
Assennato, saggio
Impressionnable

Sensibile
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English

German

Latin

Arabic

Spanish

French

Italian

Sincere

Ernst

Sincerus

 صادق،مخلص

Sincero

Sincère

Sincero

Skilful

Geschickt

Peritus, scitus

 بارع،ماهر

Experto, hábil

Adroit, habile

Socievole

sociable

Umgänglich, gesellig

sociabilis

اجتماعي

sociable

sociable

socievole

Espontàneo

Spontané

Spontaneo

Estable

Stable

Risoluto, costante

Apoyador

Qui est un soutien

Sostenitore

Stable

Standhaft, solid

Voluntaries, sponte تلقائي
mea
Stabilis, solidus
ثابت

Supportive

Verständnisvoll

Sustinens

مساعد

Sympathetic

Mitfühlend

Tactful

Taktvoll

، جاذب للقلبCompasivo
حبوب
 لبق،لطيف
Discreto

Tender

Zart

Concors,
sympatheticus
Judiciosus,
desteritatem habens
Tener, mollis

 لين،كريم

Tierno

Thorough

Gründlich

Perfectus

Thoughtful

Cogitabundus

trustworthy

Rücksichtsvoll,
gedankenvoll, nachdenklich
Vertrauenswürdig

Fidus

، كامل،حقيقي
تام
، عاقل،رزين
كثير التفكير
وفي

Cabal,
completo, Consciencieux
Completo
concienzudo, cuidadoso
Considerado
Prévenant,
plein Premuroso
d’attention
confiable
Digne de confiance
Fidato

Truthful

Ehrlich, wahrhaftig

Verax

 حقيقي،صادق

Veridico, veraz

Spontaneous Spontan, schlagfertig

Herbrew

Compatissant,
qui Comprensivo
marque de la sympathie
Délicat, plein, de tact
Premuroso, pieno
di tatto
Tendre
Tenero, dolce

Sincère

Veritiero
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English

German

Latin

Arabic

Spanish

French

Italian

غير متأثر

Inafectado

Sans affectation

Incorruptus, integer

غير متميز

Imparcial

Impartial,
préjugé

Understanding Verständnisvoll

Prudens, spiens

متفهم

Comprensivo

Compréhensif

Comprensivo

Unique

Einmalig

Unicus, singularis

من
 وحيدÚnico
 فريد،نوعه

Unique

Unico

Unselfish

Selbstlos

Liberalis,
suae, غير أناني
utilitatis, immemor

Dévoué,
désintéressé

Altruistico

Versatile

Beweglish, vielseitig

Versatilis, agilis

 متلون، متقلبHábil, versátil
الطبع

Versatile

Versatile

Warn

Warn, freundlich

Calidus

دافء

Warn-hearted

Warnherzig

Fervido corde

، دافء القلبAfectuoso, bondadoso
لطيف

Généreux

Di
sentimenti
calorosi

Wholesome

Ausgeglichen, gesund

Saluber, salutaris

صحي

Saludable, lozano

Sain

Salubre

Wise

Weise

Sapiens

 عاقل،حكيم

Sabio

Expérimenté,
courant

Witty

Witzig

Facetus, salsus

 ذكي،ظريف

Ingenioso,
ocurrente, Spirituel
chistoso, agudo

Spiritoso

Zestful

Eifrig, energievoll

Gustatosus

طيب

Entusiasmado

Vivace

Unaffected

Unbeeinflusst,
unberührt

gefühllos, Simplex, candidus

Unbiased

Unvoreingenommen,
vorurteilsfrei

Desinteresado, altruista

Sentirse en casa, sentirse Chaleureux
como en familia

Piquant,
intéressant

Herbrew

Disinvolto

sans Imparziale

Caloroso,
cordiale

au Saggio
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