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Abstract

This study aims at mapping out, analyzing and disiclg the generating factors of Foreign Language
Anxiety (FLA) experienced by a group of Algeriamdénts learning English as a Foreign Language (EFhg
investigation was carried out in the English Departt at Abderrahmane Mira University of Bejaia.tRgrants
were first year level students inscribed in theehice/Master/Doctorat system (LMD). The methodolalgic
approach is the ethnographic case study based senaltion, then arithmetic based on the questioaras a
tool for data collection. The authors identifiedttars such as communication apprehension, Feareghtive
Evaluation (FNE) and test anxiety as prominent el@s in the generation of FLA. Besides, researchers
classified many types of anxieties with their dgréed causes and effects on not only the individue on the
learning process as well
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Résumé

Cette étude vise a cartographier, analyser et wisdas facteurs de production de l'anxiété langue
étrangére (FLA) vécue par un groupe d'étudiantériélgs qui apprennent de l'anglais comme langangdre
(EFL). L'enquéte a été réalisée dans le départedmmglais de I'Université Abderrahmane Mira dedi®jLes
participants étaient des étudiants de niveau prenagignée inscrits dans le systeme Licence / Maferctorat
(LMD). L'approche méthodologique est I'étude de edmographique basée sur l'observation, puisd&tu
arithmétique sur la base du questionnaire commit d&tcollecte de données. Les auteurs ont idéntés
facteurs tels que la communication appréhensiorpelar de I'évaluation négative (FNE) et l'anxiéeé telst
comme des éléments importants dans la génératiéhAeEn outre, les chercheurs classent de nombiygpes
de soucis avec leurs causes et leurs effets diésrsiur non seulement l'individu, mais aussi suprocessus
d'apprentissage.

Introduction

The affective domain includes many factors: empatglf-esteem, extroversion, inhibition,
anxiety, attitudes, motivation, etc. Some of thesg seem at first rather far removed from language
learning, but when we consider the pervasive naifitenguage, any affective factor can conceivably
be relevant to Second or Foreign Language Lear(®igLL). Affective factors seem to be one of
foreign language teachers' biggest worries. Furtherpersonality traits which influence the patser
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of affective factors refer to the learner's perimgpbdf himself and, according to H. D. Brown (1973)
include, as afore-said, aspects such as: selfrasiahibition, extroversion, risk-taking, empathyda
anxiety.

Our study puts focus on anxiety as one of the aladfestive variables. There is no doubt that
this construct has been a matter of discussiohdrdst three decades and this is due to its pemsis
effects on FLL.Our ultimate objective of this investigation is fiod out how foreign language
students perceive and live anxiety. If it is theesaguestions like how, when and why studentstféel
anxiety need be answered.

1. Literature Review

A growing body of educationalists, psychologistesaarchers and teachers become more
interested in the study of anxiety in languagesiasms using diverse methods and means though the
purpose remains similar (Kleinmann, 1977; Scovel,8t Krashen, 1985; Crookal and Oxford, 1991,
Macintyre and Gardner, 1994; Bailey, 1991, 2000sd¢ate, 1998, 2001, 2002, 2003; Brown, 2003).
However, the field of research on anxiety has bpEmued by problems of not only concept
definitions but also by the type of effect anxibs on FLL. This is due in a way to the fact thnt t
relationship of language anxiety and language pedoce is not simple. Moreover, researchers do
not all agree on the definition anxiety has, anid fact generated many new concepts related to
anxiety and, thus, new kinds appeared as a rddeatice, terms like state anxiety and trait anxiety
(Spielberger, 1966; Gardner and Maclintyre, 1998hildating anxiety (Horwitz, Horwitz and Cope,
1986; Young 1986, Trylong 1987; Price, 1991; Sdéand Oxford, 1992; Aida, 1994), facilitating
anxiety (Chastain, 1975; Scovel, 1978; Ehrman axidi@, 1995) and others have been distinguished
by theorists. In spite of all this, research agrae least upon the presence of anxiety in foreign
language settings.

The definition of anxiety is difficult as it canrmge from an amalgam of overt behavioural
characteristics and can be studied scientificalyntrospecting feelings (Casado and Derishiwsky:
2001). Anxiety can be defined as Delmont and a LtB95: 124) stated as“painful feeling of
waiting”, “fear with no object; fear of an indefinite danger, a feeling of aneifigiable insecurity.
This definition may serve us to identify the causéanxiety which the learner himself is not aware
of, but its sources in an English classroom maydeetified. Further, Syllamy (1996: 22) described
anxiety as an affective state characterised byelnfg of insecurity, a diffused trouble. Moreover,
research on anxiety (Spielberger, 1966, 1975; E}set992; Nascente, 1998, 2001, March 2002, July
2002, 2003) distinguishes between two kinds of etres referring state anxiety to a specific sitati
like stage fright and trait anxiety to a persowatiharacteristic like a person who is generallywoas
and tense (Tsui, 1995: 88.). Eysenck suggestethisnconcern, that trait anxietynay represent a
permanent tendency to react to input from the &ffecdecision mechanism by directing attention
towards or away from the location of thréatEysenck, 1992: 175). Spielberger in one of hislies
on anxiety declared that among the numerous vasatiiat have provided mixed and confusing
results are trait anxiety and state anxiety. Herrefl the first to the anemic state of some indiaid
to become anxious in any situation, and the sectorttie apprehension experienced at a particular
moment in time. For the latter, he gave the examplkaving to speak in a foreign language in front
of classmates and this is, certainly, a factor itht@rests us in the study of anxiety (Spielber683).
However, we should always bear in mind that therghe causal effect of trait and state anxiety on
cognitive performance and the dependency of statéety on trait anxiety (Meijer, 2001: 263).
Another distinction is also of great relevancehe teaching and learning of foreign languages. This
dichotomy is made up of debilitating anxiety andilftating anxiety. Not all anxiety has detrimental
effects on performance. Perhaps it is for thisgrabkat Kleinmann (1977: 105), and Scovel (1978:
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139) have made a distinction between facilitatingiety and debilitating anxiety (cited in Tsui, 29
87; Arnold, 1999: 61; Tarone and Yule 1999: 133wAight and Bailey, 1991; 2000:172, Bailey and
Nunan 1997: 163, Gardner and Macintyre 1993: 6inBéeg et al., 2001). To argue about such a
view, we may refer to the components of anxietyjcwishowed the twofold effects of anxiety on
learning. These are worry and emotionally. The faris the cognitive component of anxiety, which
has been shown to have a negative impact on peafarenwhereas the latter is the second component,
which does not necessarily have negative effentBéwaele, 2001). That is, worry conceived of form
as the cognitive presentation of anxiety, wher@astionality is the affective presentation (Meijerda
Elshont, 2001: 96). There is a view held by Alpand Haber (1960), Brown (1987) saying that
language anxiety is not always negative i.e. tiesmetimes a distinction between helpful anxiety
and harmful anxiety. Our research suggests thagukge learning contexts are especially prone to
anxiety arousal and here we agree with most ofwitbhekers on the field (Horwitz et al., 1986,
Macintyre and Gardner, 1989; 1991, Price, 1991;IMge, 1995: 90), with estimating that up to half
of all language students experience debilitatinmgle of language anxiety Campbell and Ortiz (1991:
159). Hence, the majority of language studentsranee likely to experience a level of anxiety mdst o
whom suffer from harmful anxiety.

As concerns these two types of anxiety, William@9(I: 21) suggested:

[T]lhe emotional state of facilitating anxiety mag bquivalent to a low
anxiety state that diverts the student’'s attentoory slightly from the
learning task. On the other hand, debilitating astyi would represent
anxiety state that diverts a substantial amourthefstate attention.

However, this effect anxiety has is complex andidift to measure (Phillips, 1992: 02).
Research into language anxiety has been charaaehg sometimes conflicting evidence from
instruments applied in different languages, meagudifferent types of anxiety, language skills,dev
of learning, and teaching methodology (Phillips92:915).

Now, we need to include anxiety’s three constructsmmunication apprehension, Fear of
Negative Evaluation and test anxiety which areificantly tied to FLA. Horwitz, Horwitz and Cope
(1986) argued for the existence of an anxiety d$jpetci FLL, conceptually related to the three sfieci
varieties we just referred to. They have develofedForeign Language Classroom Anxiety Scale
(FLCAS) to capture the specific anxiety reactionaoftudent to a foreign language situation, and
which integrates the above stated anxieties. Silpjlllascente and Monteiro (2003) surveyed a study
on a group of Brazilian students learning EFL iniggged the three constructs of anxiety and noticed
their real existence in the researched studentswittoet al. have first proved that each one of the
varieties correlated significantly with anxietythee language classroom and negatively correlatdd wi
the expected and obtained grades in the languagesecoMacintyre and Gardner’'s (1991) study
employed a separate dimension of language anxathes of communication apprehension; social
evaluation and test anxiety were not associated this dimension. Supporting the suggestion that
language anxiety is a specific, relatively uniqueetof apprehension, it was also evidenced by Young
(1990) that the most anxiety-provoking tasks inglaage classrooms involve public communication
and/ or evaluation, comprising the three sourcemaiety identified by Horwitz et al. (1986).

Up to the point, this discussion makes it cleat toaxiety is a complicated construct whose
relation to performance is not simple (Lambertlalet1976: 331). In what follows, we would like to
argue about this link as perceived by differeneagshers. That is, this claim is highly agreed uippn
many researchers naming Young (1991) who pointddtimat the relationship between language
anxiety and language performance is not simpleolrrand Brown mentioned (In Arnold, 1999: 2)
that: ‘in the presence of overly negative emotions sudmagety, fear, stress, anger or depression,
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our optimal learning potential may be compromisellioreover, Gardner, Day and Macintyre (1992)
stated that language anxiety has been shown tairirtipe language learning process. Also research
indicated that language anxiety has been foundotoelate negatively with global measures of
achievement such as objective tests and courseg@hardner, Smythe, Clément, and Gliksman,
1976; Horwitz et al. 1986) as well as measuresluivg specific processes, such as vocabulary recall
and short-term memory capacity (Macintyre and Gardh991c). This is because of the various forms
of effects anxiety has on acquisition as mentidne@®ulay, Burt and Krashen (1982: 51) that the less
anxious the learner is, the better language anpietyeeds. Always under the same heading of anxiety
and academic achievement, Gardner et al. (1976)dfcau high negative correlation of French
classroom anxiety with achievement in eleven deéifh cases in Canada-wide. In a study done by
Muchnick and Wolfe (1982) anxiety correlated sigrahtly with grades in Spanish knowing that the
group they investigated was made of American stisdetudying Spanish as a second language.
Furthermore, Horwitz et al. (1986) argued for thistence of an anxiety specific to foreign language
learning. In this, two studies showed significantrelations between foreign language classroom
anxiety as measured by the FLCAS and final gradelmnguage classes. Further, Macintyre and
Gardner (1989) employed a paradigm to study anxdatylanguage learning, and found that the less
anxious group showed significantly higher levelsyotabulary learning and recall when compared to
the more anxious group. For Shmidt (1990), he Hygsised that in occupying the mental capacities
with worry and anxiety about performance and/oriadoe@lations in class, valuable opportunities to
‘notice’ language may be being missed. A supportieg is the one made by Garcia-Soza who wrote
that stress and anxiety can impair the area ofludeay learning which becomes slower. Further,
Maclntyre (1995) studied this area extensively said that anxiety can interfere with the encoding,
storage, and retrieval processes of language tearhience, he concluded that anxiety can affect not
only performance, but also the effort spent on lmyg tasks, especially that learners are moreylikel
low in proficiency in the target language.

It is indeed the link we try to establish betwe#rhe generalities we have stated about anxiety,
its causes and effects, and foreign language legquthiat characterizes our detailed literature rgvie
Moreover, when talking about language and classraeemay find ourselves obliged in a way or
another to evoke evaluation and learners' acadaahievement. Hence, because language anxiety is
the issue under discussion, learners' performammeld be related to the four skills of languageisTh
is, then, what we have focused on in this paper dfinting at the two kinds of anxiety: facilitagin
and debilitating, and their impact on learning egéa language. However, our aim is to try to
overcome this pedagogical problem i.e. the harifudl of anxiety. This, naturally, led us to select
what seems appropriate in our context through #te @e have collected to help both learners and
educators cope with anxiety.

2. Methodology
A. The Setting and Subjects

This study was designed to identify the perceptimfrfgst-semester university students towards
feelings of anxiety experienced during FLL. We &drour work with an ethnographic study based on
our direct relationship with the students, direghtact, direct conversations mainly about the LMD
system introduced in 2004/2005 when the study wademtaken and the type of instruction they
undertake. Then, this helped us construct our tprestire to gather data about their attitudes,
perceptions and opinions.

Our work deals with new learners of EFL in an Algaruniversity setting. However, this
situation is highly specific because though we dedl first year university students, not all unisigy
students (our population) are inscribed in the LBiBtem especially that its application this yea is
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piloting phase and only four universities in theolehcountry are applying it. Again, even if student
may exist in other universities, not the same legroonditions, the environment students are ither
circumstances research is held in are to be the.s@hus, our investigation is aimed at establishing
the link between anxiety and FLL within a particudgoup of 359 first year students aged between 18
and 22 years old attending university courses @fghglish curriculum. Specifically, the objectivie o
this study was to investigate the perceptions otample size of 100 students surveyed at
Abderrahmane Mira University, Bejaia during the mika@ations’ first week of their first-semester
English class.

Dealing with anxiety in FLL drives us towards thady of this construct in relation to a foreign
language. In our case, we deal with learning Ehglisuniversity level which is a foreign language i
the Algerian educational context. Our problem &exd as:

How can the anxiety felt by first year student€nglish at
university level when learning English as a forelgnguage
under the new applied system; LMD, be used in &ebetay?

Here, we assume right from the beginning that aya@eady exists in our students because
they, first, have to do with English in a new manrand second, they are included in a new system
which has never been applied in the Algerian edocak system. Any novelty generates anxiety and
any doubt about the future is by definition an atxbreeding factor. One can, then, imagine the
attitudes first year students of English, who altaniversity courses for the first time, have esgsc
if associated with all the changes encounteredpiaelly in 2004/2005. From such a situation, we
can derive our hypotheses which we try to proveth®y end of this investigation. We have three
hypotheses that we state as follows:

1. Foreign language learners feel anxiety before dibtgntheir courses at university level and
during their foreign language classes as well.

2. Foreign language learners are conscience of timgiiety and relate it to foreign language
learning. They mostly feel it when speaking or wbheing assessed

3. Foreign language learners possess diverse empingahs to reduce this anxiety.

The age group has been selected carefully in dgemp This is because we need young adults
who are more likely able to express their ideas @tkcious of their attitudes and the anxiety they
may feel. This sample is what is appropriate far phmesent research in order to test the selected
hypotheses. Many reasons can be attributed hest, fist year students are young adults who dtten
university foreign language classrooms. Then, wedn® test the students’ attitudes towards this
feeling of anxiety and young adults are more capdbl speak about their feelings compared to
children or teenagers. We also prefer working it years because beginners at university aremor
likely to experience anxiety compared to other IlgvEinally, we should refer to the availability of
two trends of first year students in Bejaia durthg 2004-2005 academic year. We should, then,
conduct our survey on one group only. The groupckvis more relevant to our subject matter, is the
LMD system group. It is evident that beginner lemsnof a foreign language experience a degree of
anxiety, but being included in a totally new sysismmore likely to lead to further anxiety.

According to the afore-said hypotheses, anxietycosisidered as part of the classroom
atmosphere. Thus, we should establish a link betwligie anxiety and the students’ feelings, attitude
and learning strategies. For reminder reasons,objectives are to describe and determine the
learners’ impressions about the anxiety experiemtéleir foreign language classes. In other words,
what do students say about their experiences ifotleégn language classroom when feeling anxious?
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When living an anxiety state, questions like whyd amhen they feel it are required from them.
Students are also asked to speak about their gigatand how they manage to reduce anxiety. These
aims show clearly that our study relies on the estilsl own experiences in a very specific situation,
with a specific population as well. This makes mark unique for it studies the anxiety experienced
by Algerian students at the University of Abderrama Mira, Bejaia. Thus, the work may be the
pioneer that studies the relationship anxiety hdh learning English as a foreign language in the
Algerian LMD system.

B. Design

The nature of the subject we are investigatingctvie anxiety, leads us first explore the theme
thorough ethnographic methods and then completeobservations with the use a quantitative
approach through questionnaires. The reason bé&hthé difficulty we may encounter to observe this
complicated psychological construct; thus comptetinr observations needs the questionnaire here. It
is easier for us and more appropriate to use thstmnnaire as an instrument for data collection.

We have used the self-completion questionnairerasans for data collection. This procedure
took place in three amphitheatres and one big rdass during the second exam of the first-semester.
To say a word about the procedure we followed, wednto present some details about the data
collecting process. The administration of the goestaire was carefully held. All LMD students are
359 in number divided into 14 groups. Five groustain 27 students each and the remaining number
(i.e. 8 groups) include 26 students each.

We have taken randomly 8 students from each gnaup the overall list of the group. Hence, a
total of 112 students have been selected. Thisadathused for the reason of giving a homogeneous
chance to every student. The time of this operati@s about 15 minutes per group. We have
administered all the questionnaires on Monday, tratyr28".

We need to explain now the reason behind the cladittee time we had for this operation. This
was the second examination passed by first year ldfflem at university level. Our selection is
based on the following assumptions:

» The students’ first assessment was organizetdtr groups i.e. LMD system and usual system
at once. Thus, the procedure is to be more contplicr it is hard to manage in the presence of
the group we do not need to survey. This examinasointended to students inscribed in the
LMD system only.

« Students have already experienced at least msteats, thus, they are supposed to live the
anxiety generated by assessment and this is otie @fonstructs of anxiety i.e. Fear of Negative
Evaluation. The result is, then, the ability to wes the third section of the questionnaire
appropriately.

Students have already ample time during the es@meester for them to make judgments and,
thus, be able to answer all the questionnaire itemeh range from the students’ attitudes before
attending their classes, during the learning proeesl once preparing for the examination’s period.

C. Results

In our participant observation, and through direchtact with the learners as well as the
events that took place during the early academae,y@e could notice that 50% of the students of
English that were about 700 in number rejectedsirstem. Riots characterized the administration’s
decision to enrol everybody in the system. Aftestsa rejection, the administration accepted tdhiet
students choose to study in either system. In ZlX, the department of English in Bejaia worked
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with both systems to respond to the students’ negidse our work is based on anxiety, we chose the
LMD group to associate this phenomenon to first BRH to the LMD system as well.

In the observation and the discussion we held WMD students, we could derive a number of
elements related to their attitudes towards tlegicters and their classes as well. The followibteta
summarize all of them with the percentage of egatfop in relation o the direct question we asked in
our ethnographic method from 151 views on tablafd 2.

TableQL: Studsny” Froposed Atiuda towards their Teachers

sutral attitndes Positive A tritudes Negative Attitwd e

-Some of tham

Most teachers are doing their worls
and prosre their competence (33,
48.61%0).

Some teachsr: have veryhelpful,
land, mepectful. simple and
vnderstanding personalitizs. {25:
31.04%).

Some teachers have the ssmeeof
rsponsibihiby and ready to help at

:dimt;'d that FhE‘Y amy Hme (7 9.72%)
2 0o nEht o JBEER  8omme teachers have ficient

tzachine methods a2nd appropriate
behavicurs (4 3.26%)

Some teachers ar= coopemtive
andtry to help students st fd of

-Teacher are not unders anding sasy-
going and show off (12: 17.39%)

-Thew speak guickly when axplainine and
s twdents cannot 2tin (8: 11.3%%%6)
-Teachins methodolosy and the teachers”
pedagosy is not approprate (use of
‘handowts withowt explanation they 4o not
Eive stpdents opporism Hes to parform)
{20 28 00%:)

-Some teachers are not specialized (T

1 14%%)

-Fasvouring some studants at the supenze of
others (4: 53.8%)

-Some teacher do not respond to the
student:’ quanas (4 5 8%}

their mticencs (3: 4.13%).
-Some tzacher do not ssem Enzlish-lile
{11: 15 049%).

Total: 10: 100 Total: 72: 100 Total: 69 10099

TableZ: Stuzent: "L eaarning Expernencs iretbe Clasroom

) Case (B2:4B.6) C”“ﬁ"":’;“;‘,f‘,“”‘”) @0 comfortible Sitmations (35 32.719%)
WWhenm fraches arz vndestanding,  -When teacters: fopceshsden= o vse mere
simple and Roingd. English (Deaprive sarner: froan the frst

lanzraze complataly)

-When t=actens Ip rmilizte the student when
atloing questons,

S&When thers = 2 muteal respect
bebreen tzacizr and his stu dents.
SWhen thev-areready tohslpat any
tme. -When t=achess do mot znswar the learnsrs”
SFhen fmacthers create a wamu questons,
zbmosphera by theirpostive
cheracter: and, s, positic=
behavachr v sbderits -When t=acters 2= the wictims of their
WWhen kachys do theirbestio mete  pevchdosi al skt (had mootjand, thos,
students vndlerstand, behove zccoding e

-When teactes: =fvs: lo repaat in cas

No cassto mention ; 5 ; : ;
shedents’ requeirsments meces-tate this.

i zither situatien.

-When t=acters vadersstimale the learnsrs”
contribe tiom §1 2 see their guestions

s hapmid).

When t=acteas do mot txle ivto acconnt
thz real standmd of stedents.

After having data about our research context, wedcoonfirm that negative attitudes towards
teachers and uncomfortable situations are exigtamgmeters. Hence, the risk of elevated anxiety can
occur under such circumstances. In what follows,siall present the results of our questionnaires
before drawing conclusions.

After the statistical readings of the obtainedultssfrom the students’ answers, and after the
interpretation of their responses; we have reactobdconclusion which goes even beyond our three
hypotheses.
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To begin with, we are going to group the questiacsording to the revealed impressions. That
is, as our questionnaire is made up of three gsextishich are respectively\English Learning
background, Participation in the Classroom, and Hevork, Tests and Exam$he first section
shows the participants’ attitudes towards their IBhgclasses before attending it and during
experiencing a university foreign language classrolm this section, questions 2 and 3 are directly
related to whether feelings of anxiety in an Ergligassroom occur in our participants or not when
facing it for the first time. Results from item Baswved that a rate of 53.37% of the subjects felt
uncomfortable, stressed, afraid and anxious oidcafracause of the noticeable newness (24.82% for
the former and 26.95% of the latter). Item 3 asksrespondents to justify their choice in the poegi
question. Here, 8.66% related feelings of anxietylanguage proficiency and to the problem of
integrating within the group whereas a higher propo of 34.64% related it to the novelty factof. O
course, there is a whole chapter aimed at testiegekistence of anxiety in students in 8 tables
gathering data about the students’ attitudes athmit English classroom. Our first hypothesis was
successfully validated as the results revealed dbatresearched group experienced anxiety before
coming to university and during attending their rsms as well.

Our second section deals with the students’ pagtmn in the classroom where we can gather
data about their feelings of anxiety. This can bssgble when students interact in the classroom and
be evaluated either by the teacher or their pddrs.aim behind asking questions about participation
and student-student interaction or student-teaichieraction is to relate the students’ perceptions
the learning environment to some reasons thatematiety in students of a foreign language. Here,
we have referred to two constructs of anxiety @ communication apprehension and Fear of
Negative Evaluation. The second chapter triessbder second hypothesis. Hence, we aim at finding
out the relationship foreign language anxiety hith wpeaking and assessment. We have got some
evidence about the students’ attitudes towardsnigelof anxiety to see whether our subjects are
conscious of their feelings of anxiety or not. Qims7 showed that 11.29% of the participants avoid
participation because of their fear of the othéngughts and 15.32% of them behave the same way
because of their difficulty in the oral skill with number of 27.42% claiming that the reason ig thei
doubt in their answers as well as in their ab#itiall these rates can give a hidden backgrourttido
study of anxiety so that they are more likely toalbgong the causes generating language anxiety. Item
8 is also related to this issue of interaction B91% of the respondents feel foolish and discadag
when some students laugh at them in case of ermmreas 13.76% feel worried, inferior and
incapable. According to the students’ answers/&%. of them provided us with other reasons and
26.65% of this number revealed that they felt siedsannoyed and shy. Question 9 asks the subjects
about their feeling when failing to achieve a taldlere, 14.82% of the respondents are extremely
anxious, shocked and no longer motivated and shésgerious problem in an educational setting like
learning a foreign language because this anxietf ithe debilitating kind. A significant rate iseth
group of learners that is 47.22% who said that fleey anxious, worried and willing to try again in
such a case. Here the anxiety is of the facilitatype. We have also tried to relate anxiety takjygy
to prove the second part of the second hypothds$eS7% of the respondents opted for the “yes”
choice for item 5 where participants claim thatytteel troubled when feeling inability to perform
orally. This number is completed by the 44.63%haf students who feel troubled but not all the time
and not in all cases whereas 28.1% conditionedchiigtive feeling to the teacher, the asked questio
the discussed subject, the situation they arehmcontent and their psychological state at timaé ti
Moreover, in trying to combine anxiety and assesgmee have prepared some questions for such a
sake. Iltem 10, 11i and 11ii are cases in pointtdm 10, 17.65% of the subjects feel disturbed and
inhibited when the teacher tests them orally whe@&27% of them feel anxious about the results.
This question gives details about both the speadilband evaluation. Item 11i asks the particigan
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about their attitudes towards tests and examingtibiere, the answers were revealing too. That is,
45.19% of the learners feel afraid when thinkingegms and another 24.04% of the subjects feel
insecure. When asking students to justify theiricd® in this question, many options have been
classified. The most revealing rate is 32.17% whespondents related their fear to their ignoranice
the system putting focus on the LMD system. Someesits who feel anxious because of exams
conditioned this either to their lack of experientzck of learning proficiency and their low self-
concept (13.04%) or to their fear of negative eatitin, fear of failure and feelings of incapaciyl.

in all, 64.34% claim to feel anxious though thesmais different. Thus, our second hypothesis has
been authenticated. Finally, our third hypothesas o do with feelings of anxiety and coping
strategies. We need here to go through the thi@ee constituting this last chapter aiming atites

the third hypothesis. In the first section, itemsaAd 4ii try to reveal some information about the
students’ strategies to handle their anxiety dutimajr courses. 29. 41% of the subjects preferdkw
individually in the classroom and this is in its@lfstrategy to avoid negative evaluation by their
classmates. Another learning strategy is the learnendency to work either in pairs or in small
groups where they manage to handle their stresaaxidty. These are 95. 61% of the subjects who
opt for this solution to make their learning pracegvelop or their emotional problems managed. To
get justifications upon their answers in item 4ix other options have been added. Firstly, 14.81%
the subjects like to work alone because their peigy is not sociable, but strong enough to work
individually. 13.9% of them refer this preferencework alone because of their need of time and to
avoid the students’ negative interference. A nunabé&r6.48% of the participants like pair works or i
small groups to exchange ideas, 6.48% becaus@ml@iguage learning needs group works whereas
1.85% claimed that it is necessary to manage sagsinxiety. In the second section, the aim behind
is to relate anxiety to speaking, be it a factiinig part at all levels of anxiety. Items 6 andré a
revealing here. In question 6, 22.86% of the subjprefer being corrected in private and aftereihe

of the activity when making mistakes. This meara they fear negative evaluation from the students’
part. Moreover, 11.29% of the participants feath# others’ thoughts and this is the reason behind
avoiding participation. 15. 32% of the respondeatsid participation in the classroom because of
their difficulty in the oral skill while 27.42% dhem doubt about their answers and in their abditi
Finally, the last section reveals much informatatrout the students’ attitudes about their teacagrs
well as the learning situations. Two concludingmpeestions are asked in our questionnaire asking
students about their personal appreciation of #a#ning environment and the teachers as well.
Generally, we got 47.41% of the answers on itersH®v the positive attitudes the participants have
towards their teachers whereas 45.18% opted fom#uative view, whilst 7.41% declared their
neutral position feeling unable to judge their tesms. Concerning comfortable situations as
experienced during their lectures in the first sstiere 18.69% of the students provided examplestabou
comfortable experiences whereas 32.71% claimedtiiegthad unpleasant experiences in at least one
module. The remaining rate is placed to the nepaltion where learners experienced neither of the
cases.

Conclusion

Therefore, we have reached the same conclusion mem@archers have found about anxious
learners. For instance, Macintyre and Gardner (A9%) characterize the anxious student as an
“individual who perceives the second language agramomfortable experience, who withdraws from
voluntary participation, who feels social pressuresto make mistakes, and who is less willingyo t
uncertain or novel linguistic forms” (1991a: 11Zhis is, indeed what we have reached and the
subjects showed that they, sometimes, feel uncadaffier in their foreign language classes and they,
then, escape patrticipating in the classroom. Mareadistrusting themselves, anxious students try to
flee from activities to which they see themselviéspiepared for, offering to themselves fewer
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opportunities of learning and practising the tartggtguage. The process occurs in the opposite
direction with more relaxed students. This resedras confirmed the fact that there is a reciprocal
relationship between FLA and proficiency levelsl what can we say is that FLA has proved once
again to be a factor impeding foreign languagenleia to progress in spite of their ways to manage
their stress and anxiety.

As noticed through the discussion we have provibetk, it seems evident that language
learning classes are places of tension. Then, eftathing convincing evidence, we need to work on
the learners’ strategies to overcome pedagogicdll@ms and anxiety in special setting.

Through this modest work, we hope that we have lagdsto add some details to the anxiety’s
body of knowledge. However, this research remdiesstarting point of the study of anxiety within
the LMD system which brings new ways of teachind aaw teaching units never attempted before in
the Algerian English learning process. No one daintthe results of this system in at least in the
three to eight years of application neither atlével of FLL nor at the level of the psychologicthte
of the learners. It is up to future research prsjée find out future results of this system upothithe
students and their learning proficiency.

Questions remain regarding the influence of languamiety on oral exam performance, how it
interacts with other personality variables sucHeasning styles, motivation, and personality types,
and what techniques are effective in controllingMbreover, students revealed diversified attitudes
towards their teachers and the classroom envirohagewell. Therefore, we can add this question to
the range of pedagogical problems and which neagddmarched for is:

Is the existing tension in our EFL classes anddtress students live is in
part due to the teachers, to the classroom enviemtfhAre teachers aware
of this fact and are they trying to help their stats get rid of their
reticence?

In sum, our main attention is focused on the pigdiats' beliefs, experiences, and feelings in
order to generate an enlightening narration ofpdugicipants' perspectives of FLA. Additionallygth
strategies learners use to handle this anxiety lmeagf paramount importance for future research as
well as for the teaching methodologies instruct@s. Stating the students’ attitudes towards ELAd an
towards the LMD system particularly might help w&m@ome the existing problems and try to avoid
future ones.
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Appendix
The Questionnaire Designed for Students (the EnglisVesion)

Dear Students:

We would be highly honoured if you could answ@cerely and frankly the following questions imeh
which we aim at getting some information about yfa@lings as new learners of English as a foredgugliage,
when facing the classroom for the first time. Idiéidn, suggestions from your personal experieraresvhen,
why and how these emotions of worry are lived,ny,aare welcome for your viewpoint may be very ukéd
understand better foreign language learners’ positand attitudes.

Please, put a tick in the appropriate box, or give a full answer whenever necessary.

\/

I. English Learning Background

1. Do you like to study English as a foreign language?
a. Yes
b. No
2. Before you study it at university level, did yourththat...
a. learning English would be easier?
b. learning English would be more difficult?
3. i. How did you feel when you faced the English classrdor the first time?You can stick more than one
option).
a. Uncomfortable, stressed, afraid and anxious
b. Afraid because of the noticeable newness
c. Relaxed
d. More optimistic and more self-confident
ii. Say why for each answer you give?
4. i.Inclass, do you like learning...?
a. individually
b. in pairs
c. insmall groups
ii. Justify your answer:
B. Participation in the Classroom
5. Would you be troubled by the feeling of incapafjlit at all, if you had to answer orally?
a. Yes
b. No
c. Sometimes
d. Others......ccoiiiiiii
6. When you speak and in case of error, do you wahetoorrected.....

a. immediately, in front of everyone?
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b. later, at the end of the activity or the courseframt of everyone?
c. later, in private?
d. notto be corrected at all
7. Do you avoid, if at all, participation in the classm because of:
a. Your difficulty in the oral skill?
b. Your doubt about your answers as well as your t&sl?
c. Your carelessness and lack of interest?
d. vyour fear of the others’ thoughts?
8. In case some students laugh at you when you mastekas, do you feel:
a. Foolish, discouraged?
b. Worried, inferior, incapable?
c. Indifferent, careless?
d. Others... oo
C. Homework, Tests and Exams
9. How do you feel if you fail in achieving a task?
a. Anxious, worried and willing to try again?
b. Look yourself down (not worthy)?
c. Extremely anxious, shocked and no longer motivated?
d. Optimistic and willing to take risks again?
10. When the teacher tests you orally, do you feel:
a. Disturbed and inhibited?
b. Anxious about the results?

c. Optimistic and sure about your abilities?

11. i. When you think of tests and examinations, do yal fe
a. Afraid, anxious and worried?
b. Insecure?
c. Secure and sure?

ii. Say when ? And why?

"LMD : Licence, Master, Doctorat
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