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Abstract 

 

A Study of Non-native Teachers’ and Student Teachers’ Feelings of 

Foreign Language Teaching Anxiety 

 

 

 

Danyal Oztas Tum, M.A. 

The University of Texas at Austin, 2010 

 

Supervisor:  Elaine K. Horwitz 

 

The aim of this study is to: (1) examine whether non-native EFL teachers 

experience feelings of foreign language teaching anxiety; (2) investigate whether non-

native EFL student teachers experience feelings of foreign language teaching anxiety; 

(3) examine how the participants’ feelings of foreign language teaching anxiety 

compared with other cultural groups in previous studies; and (4) examine how foreign 

language teaching anxiety affects foreign language classroom instruction. In total, 79 

non-native EFL teachers and 131 non-native EFL student teachers participated in this 

study by completing a battery of questionnaires. The results indicated that both non-

native EFL teachers and student teachers experience varying levels of foreign 

language teaching anxiety. However, foreign language teaching anxiety does not 

appear to have any effect on the foreign language teaching/learning activities the 

teachers or student teachers use in their classrooms. 
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Chapter 1: Introduction and Literature Review 

Introduction 

The classroom is a dynamic environment. In an ideal situation, there should be a 

continual flow of knowledge, communication, and ideas to and from the teacher and 

the students and also amongst the students themselves. Questions are posed, 

explanations are given, and understanding is nurtured. 

The teacher is an immense stakeholder in the overall success of each and every 

student in the classroom. Considering that the number of students can range from 

single digits to much higher double digits, being accountable for the success of such a 

range of unique individuals with varying expectations, aims, learning styles, needs, 

and beliefs can be quite the formidable task. Not only does the teacher have to focus 

on teaching content and developing skills, but he/she also has to deal with a number 

of challenges arising from their students too. Furthermore, not only are teachers 

accountable to their students, but they generally also have to consider the expectations 

of third parties, such as department heads, principals, superintendants, ministries of 

education, and parents depending on the context. In order to maintain a healthy 

classroom dynamism, teachers need to remain the authority figure within the 

classroom context while also demonstrating an emphatic personality open to fostering 

one-to-one relationships with the students. Furthermore, teachers are expected to 

stand before large live participative audiences as a specialist expert of their subject 

matter on a daily basis (Horwitz, 1996). The sense of accomplishment that 

accompanies success in such a demanding field is likely to be one of the main reasons 

teaching is considered one of the most rewarding professions.  
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Under such tremendous demands, it is understandable that teachers can experience 

stress and a sense of teaching anxiety. For non-native foreign language teachers, there 

is the added dimension of conducting the class in a language that is not their native 

language (Horwitz, 1996). There is a widespread belief that it is expected for these 

teachers to be experts of the target language and have a full operational command 

over it. In the foreign language education context of the world today that emphasizes 

communicative competence, it is expected that teachers be effective communicators 

in this language that is not native to them (Horwitz, 1996). Such high expectations can 

also engender feelings of inadequacy, which in turn can lead to teachers‟ feelings of 

foreign language anxiety.  

Over the years, extensive research has been conducted on the relationship between 

anxiety and foreign language education. However, early research yielded inconsistent 

results in terms of the relationship between anxiety and achievement in the target 

language. Some studies had indicated that there was a positive correlation between 

anxiety and achievement in the target language. That is, these studies concluded that 

anxiety had a facilitative effect on achievement in the target language. On the other 

hand, other studies found a negative correlation between anxiety and achievement in 

the target language. In other words, these studies found that anxiety had a debilitating 

effect on achievement in the target language. In his review of literature on anxiety, 

Scovel (1978) concluded that the reason for the inconsistency in studies up to that 

point was that researchers had specified neither the type of anxiety they were 

measuring nor its relationship with other variables, such as cognitive and affective 

factors.  
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Horwitz, Horwitz, and Cope‟s (1986) groundbreaking study proposed foreign 

language anxiety as a situation-specific anxiety unique to the foreign language 

classroom. The authors put forward that foreign language anxiety was composed of 

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

evaluation.  Based on clinical experiences with university level students studying a 

foreign language, the authors also developed the Foreign Classroom Anxiety Scale 

(FLCAS). Using the FLCAS to measure foreign language anxiety levels, they found a 

negative correlation between foreign language anxiety and achievement in the target 

language.  

The Horwitz, Horwitz, and Cope (1986) study created a ripple-effect in the field of 

foreign language education as numerous studies began to be conducted on foreign 

language anxiety. First of all, foreign language learning anxiety has been researched 

extensively in various contexts and situations (Horwitz, 1986; Horwitz, 1996; Kunt, 

1997; Yan, 1998; Sellers. 2000; Kitano, 2001; Yan and Wang, 2001; Liu and Jackson, 

2008; Yan and Horwitz, 2008). Furthermore, its effects on all language skills have 

been analyzed (Saito and Samimy, 1996; Cheng, 1998; Cheng, Horwitz, and 

Schallert, 1999; Sellers, 2000; Argaman and Abu-Rabia, 2002; Cheng, 2002; 

Elkhafaifi, 2005). Moreover, factors influencing the levels of foreign language 

anxiety experienced by learners have also been extensively investigated in numerous 

studies (Onwuegbuzie, Bailey, and Daley, 1999; Gregerson and Horwitz, 2002). 

Lastly, methods for alleviating feelings of foreign language learning anxiety have 

been put forward; as well as, a number of guidelines to follow for creating classroom 

environments that prevent learners from developing foreign language learning anxiety 

(Horwitz, 1986; Young, 1991).  
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Generally however, research has been conducted by focusing on foreign language 

learning anxiety experienced by students. It is sometimes forgotten that non-native 

foreign language teachers are also foreign language learners. Although they may be 

very advanced users of the target language, it is safe to say that the language learning 

process is never complete (Horwitz, 1996). Thus, it is feasible that non-native foreign 

language teachers may experience a sense of inadequacy from time to time. Very little 

research has been conducted on teachers‟ foreign language anxiety (Horwitz, 1996; 

Canessa, 2004; Tseng, 2005) even though it has the potential to negatively influence 

foreign language teachers‟ teaching, use of the target language, pedagogical choices, 

and overall well-being.  

The challenges faced by non-native student teachers are most probably just as 

formidable as those faced by teachers. Generally, teacher education programs 

integrate micro-teachings and a teaching practicum into their syllabus. For most 

student teachers, these micro-teachings and internship programs are the first time they 

find themselves in the role of a “teacher” in front of a class. It can easily be assumed 

that this is quite a challenge for student teachers since they are still developing their 

knowledge of the practice of teaching and have very little or no teaching experience in 

real-life classrooms. Such teachings are also observed and graded by an evaluator, 

which also adds to the pressure of such experiences. Moreover, non-native student 

teachers have the added challenge of conducting these micro-teachings and practice-

teachings in the target language, which most student teachers are still trying to 

develop at this stage. Despite being limited, the research conducted has shown that 

non-native student teachers experience indications of foreign language anxiety during 

micro-teachings (Kunt, 2005, Kunt and Tum 2010). Thus, it is likely that the situation 



5 

 

of non-native foreign language student teachers is just as, or maybe even more, 

challenging than that of non-native foreign language teachers. 

As the number of non-native foreign language teachers increases by the year 

worldwide (Borg, 2006) and when the potential effects of foreign language teaching 

anxiety are considered, it is clear that more research is desperately needed in this area. 

This study aims to shed more light on foreign language teaching anxiety through 

conducting empirical research on this phenomenon.  In this paper, first, a review of 

the few studies previously conducted on non-native foreign language teachers and 

student teachers will be presented. This will be followed by a presentation of the 

research questions, methodology, participants and instruments of this study. Next, the 

findings of the study will be presented and discussed. Finally, implications for teacher 

training programs, limitations, and suggestions for further research will be stated. 

Literature Review 

It is interesting that although extensive research has been conducted on learner foreign 

language anxiety, little empirical research has been conducted on foreign language 

teaching anxiety. Horwitz (1996) put forth this point by explaining that the focus of 

researchers has traditionally been on learner foreign language anxiety and establishing 

a relaxed, unstessful, and non-confrontational foreign language classroom setting. 

Furthermore, Canessa (2004) points out that despite the number of non-native foreign 

language teachers being greater than the number of native foreign language teachers 

worldwide, research on foreign language teacher‟s feelings of anxiety is very limited 

and seems to have been ignored. 

One of the first research projects conducted on teacher foreign language anxiety 

appears to be Horwitz (1996)‟s study. As mentioned before, Horwitz (1996) puts 
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forward that it is not unrealistic to assume that non-native foreign language teachers 

experience anxiety in the classroom. In this study, Horwitz proposed a number of 

reasons as to why teachers are susceptible to foreign language anxiety: First, based on 

the assumption from previous research that it is the perfectionist high-achiever who 

generally “recognizes and magnifies small imperfections in target language 

productions” (p.367), she proposed that most foreign language teachers, being high 

achievers in language learning, are more likely to experience feelings of foreign 

language anxiety. Second, Horwitz mentions that since “motivation and ego-

investment play substantial roles in foreign language anxiety”, foreign language 

teachers are susceptible for foreign language teaching anxiety since they have 

invested a significant amount of time and effort in their language learning. Third, 

Horwitz suggests that the unpredictable flow of communication in foreign language 

classrooms which emphasize spontaneous target language use can be a reason for 

teacher foreign language anxiety since the teacher is prone to making mistakes in 

vocabulary and language use. Fourth, Horwitz proposes that foreign language teachers 

with unrealistic expectations in regards to proficiency in the target language are 

“likely to experience anxiety over their own levels of competency no matter how 

accomplished they are as second language speakers”. Lastly, foreign language 

teachers‟ anxiety-inducing incidents during their own past experiences learning the 

target language can also lead to teachers developing feelings of foreign language 

anxiety. To sum up, when all of these factors are considered as a whole, it is plausible 

to assume that non-native foreign language teachers are susceptible for foreign 

language anxiety. 
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Further support for the existence of foreign language teaching anxiety was put 

forward by Gregerson and Horwitz (2002). In their study on pre-service foreign 

language teachers perfectionist tendencies, such as setting high unachievable 

standards, were identified as a source of foreign language anxiety. The authors also 

concluded that rather than recognition of limitations in the target language, it is how 

individuals emotionally react to their limitations that can be anxiety provoking. Fear 

of evaluation of peers and consequently appearing foolish was also seen as a 

contributor to teacher foreign language anxiety. 

Some of the first empirical studies on foreign language teaching anxiety were 

conducted by Horwitz (1992; 1993). In her studies, Horwitz found that the 

participants experienced considerable levels of foreign language anxiety. Importantly, 

she also found that anxious foreign language teachers were less likely to use 

innovative, language intensive activities and teaching approaches, such as Total 

Physical Response, target language discussions, grammar explanations in the target 

language, and role-play activities regardless of whether they had previously rated 

these teaching approaches as being conducive for foreign language instruction. Based 

on these findings, Horwitz put forward a number of potential undesirable effects 

foreign language teaching anxiety may have. 

Even if teacher foreign language anxiety had no effect on foreign language classroom 

instruction, it would still be a considerable blow to foreign language teacher well-

being and job satisfaction (Horwitz, 1996). Furthermore, the teacher and classroom 

activities are foreign language learners‟ main source of target language input. By 

avoiding the use of language intensive teaching approaches, teachers are also 

restricting their students‟ access to spontaneous use of the target language (Horwitz, 
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1996). Finally, Horwitz puts forward that students are likely to pick up on their 

teachers‟ uneasiness in using the target language, which may engender anxious 

feelings in the students and hinder the development of their confidence in using the 

target language. 

Groundbreaking as they were, studies up to recent years had been conducted with pre-

service foreign language teachers. In recent years, a couple of studies have been 

conducted on foreign language teaching anxiety with in-service teachers. Canessa 

(2004) and Tseng (2005) are two of the first studies conducted with in-service foreign 

language teachers. 

Canessa (2004) was the first study to examine the relationship between non-native 

foreign language teachers‟ anxiety and a number of factors including years of 

teaching experience in the target language, time spent in a target language speaking 

country, years of formal study in the target language, and teachers‟ cultural 

backgrounds. Canessa found that as teachers gained more teaching experience in the 

target language, their anxiety levels tended to decrease. Furthermore, the cultural 

background of the teachers was found to have a potential effect on the level of foreign 

language teaching anxiety. Canessa believes that the role society assigns to teachers, 

whether the target language is traditionally used extensively in the classroom, and the 

social characteristics of different cultural groups may be the reasons behind cultural 

differences in foreign language teacher anxiety levels. On the other hand, Canessa 

found that there was no significant relationship between the anxiety levels and years 

of formal education in the target language or time spent in target language speaking 

countries.  
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In her study, Tseng (2005) compared the anxiety levels of Taiwanese elementary and 

high school teachers and found that high school teachers experience higher levels of 

foreign language teaching anxiety. Tseng believes that high school students being 

more advanced learners that their elementary counterparts, high school language 

activities being more complex and demanding than those used at the elementary level, 

and the pressure of university entrance exams may be the reasons behind this finding. 

She also found that the level of education and majors (English or non-English) did not 

affect the levels of anxiety recorded. Contrary to the findings of Canessa (2004), 

Tseng did not find any correlation between years of teaching experience and levels of 

foreign language teacher anxiety.  

An interesting finding from Canessa (2004) and Tseng (2005) is that both studies did 

not find any relationship between anxiety and target language use. This is an 

important finding since it is contradictory to one of the major assumptions behind 

Horwitz (1996). Horwitz had suggested that higher foreign language teaching anxiety 

levels carried the risk of reducing the students‟ access to the target language since the 

teacher generally is the main source of input in the foreign language classroom. 

Kunt (2005) conducted a study with non-native EFL student teachers and found that 

the participants experienced considerable levels of foreign language anxiety. Drawing 

attention to the potential negative effects foreign language anxiety could have on 

classroom instruction and overall teachers‟ well-being, Kunt (2005) stressed the 

importance of creating a non-threatening classroom environment that does not 

engender feelings of foreign language anxiety. 

A study conducted by Kunt and Tum (2010) indicated that non-native student teachers 

participating in micro-teachings as a requirement of their teacher education program 
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experienced considerably higher levels of foreign language anxiety than other student 

teachers of the same program who were enrolled in teaching courses that did not 

involve a practical teaching aspect. In response to open-ended items added to the 

FLCAS, these student teachers showed perfectionist tendencies similar to those 

recorded by Gregerson and Horwitz (2002). The authors concluded that the responses 

of the participants demonstrated that non-native student teachers experience various 

levels of foreign language anxiety to a degree that has the potential to affect their 

teaching performance. 

In the same study, Kunt and Tum (2010) recommended that foreign language teacher 

educators recognize non-native student teachers‟ feelings of foreign language rather 

than just focusing on evaluating student teachers. Furthermore, pointing to the 

recommendations made by Horwitz (1996) the authors suggested that teacher 

educators need to listen to non-native student teachers‟ worries concerning the target 

language with an open mind and be nonjudgmental and supportive of their struggles 

with the target language, foreign language anxiety, and teaching. 

Horwitz (1996) suggested a number of ways for reducing foreign language teaching 

anxiety. A number of these methods can be applied by the teachers themselves while 

some are of a more institutional level. Firstly, foreign language teachers need to 

recognize the fact that it is acceptable that they may experience feelings of foreign 

language teaching anxiety from time to time. She also believes that teachers need to 

set realistic expectations for their target language proficiency and performance and 

should acknowledge and appreciate their achievements in the target language. It is 

also important that teachers recognize feelings of culture shock since these negative 

feelings may “bring a negative orientation toward target language use back into the 
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classroom” (page 369). As a technique for dealing with anxiety, Horwitz advises 

teachers to become familiar with relaxation techniques, such as imagining speaking 

well when faced with difficulties in the classroom, deep-breathing, and progressive 

relaxation exercises. Familiarizing with the language learning process and developing 

a plan to improve language proficiency are also put forward as methods for alleviating 

anxiety. Finally, Horwitz stresses the importance of being supportive of colleagues 

and pre-service teachers to ensure they develop confidence 

 Being that foreign language teaching anxiety is a topic in need of more extensive 

empirical research, this study aims to shed light on foreign language teaching anxiety 

and contribute to the better understanding of this phenomenon. The study aims to 

identify whether non-native EFL teachers and student teachers experience feelings of 

foreign language teaching anxiety and its potential consequences of foreign language 

classroom instruction. 
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Chapter 2: Methodology and Results 

This study has a number of aims. First, it aims to determine whether in-service non-

native foreign language university-level teachers and pre-service non-native foreign 

language teachers in Northern Cyprus experience feelings of foreign language 

teaching anxiety. Moreover, it aims to discover the potential effects foreign language 

anxiety can have on foreign language instruction. 

This chapter first explains the methodology used to carry out the study. First, the 

research questions are stated. Second, the research design is presented: The context 

and participants of the study are introduced. The instruments are introduced and the 

data-collection and data-analysis stages of the study are presented. In the later part of 

the chapter, the results of the study are presented. 

Research Questions 

As stated before the aims of this study are to investigate whether the participants 

experience feelings of foreign language anxiety.  The study also aims to examine 

whether factors, such as gender, age, years of teaching experience, level of education, 

amount of time spent in a target language speaking country, and cultural background 

influence the levels of anxiety experienced.  Also, the study aims to explore the 

potential effects foreign language teaching anxiety can have over instruction. 

The study addresses the following questions:  

1. Do non-native EFL teachers experience feelings of foreign language teaching 

anxiety? 

2. Do non-native EFL student teachers experience feelings of foreign language 

teaching anxiety? 
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3. How do the participants‟ feelings of foreign language teaching anxiety 

compare with those of previous studies? 

4. How does foreign language teaching anxiety influence EFL classroom 

instruction? 

Participants 

Recruitment procedures 

The participants of this study were non-native EFL teachers and student teachers at 

universities in Northern Cyprus. Initially, I planned to conduct my research with both 

the teachers and student teachers of two separate universities. Thus, I contacted both 

universities in order to obtain permission to conduct my study with the non-native 

EFL instructors; as well as, the non-native EFL student teachers studying in their 

teacher education programs. Both universities gave me the necessary permission to 

conduct my research with their teachers and student teachers. However, one of the 

universities later requested to partially withdraw from the study. This university 

allowed the research to continue with the student teachers; however, decided that they 

no longer felt comfortable having their teachers participate in a study related to 

foreign language teaching anxiety and would not allow the teachers to participate in 

the study. Thus, I decided to contact two additional universities in Northern Cyprus 

about conducting my research with their non-native EFL teachers. Both of the 

universities I contacted granted permission to administer my questionnaire to their 

teachers. 

Teachers 

The teachers who participated in the study were non-native English as foreign 

language instructors in the English Language Preparatory Programs and School of 
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Foreign Languages of three universities in Northern Cyprus. The English Language 

Preparatory Programs prepare students for an English-medium university education, 

while the courses provided by the School of Foreign Language are aimed at 

developing the EFL academic reading, writing, and oral skills of undergraduate 

students pursuing their degree. From the total ninety two teachers who were contacted 

to participate in the study, seventy nine completed and returned the questionnaire.  

Student Teachers 

Student teachers attending teacher education programs at two universities in Northern 

Cyprus participated in this study. The participants were either in their fourth and third 

year of the four year teacher education program. Throughout the four year teacher 

education program, the student teachers take a wide range of courses related to 

teaching English as a foreign language, linguistics, literature and education. The 

reason for conducting the study with only the third and fourth year student teachers in 

these programs was that only student teachers in the third and fourth years had some 

kind of classroom experience. The third year of the program includes courses in 

which the student teachers are required to conduct micro-teachings. Student teachers 

in the fourth year of the teacher education program had begun their internship 

program in which they would visit high schools and middle schools in order to 

conduct EFL lessons in real classrooms. Thus, due to the topic of the study, I decided 

that it would only be relevant to study participants who had some kind of practical 

teaching experience.  

Final characteristics of the final non-native foreign language teacher sample 

A total of non-native EFL teachers participated in the study. 35 of the teachers were 

from Middle East Technical University Northern Cyprus Campus (METU NCC), 
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eight from Eastern Mediterranean University (EMU), ten from Near East University 

(NEU), and 25 from Cyprus International University (CIU). The findings of the study 

indicated that the level of foreign language anxiety of the teachers from different 

schools did not vary significantly. In other words, the average anxiety levels of 

teachers from all the schools were very close. Thus, it was decided to pool all the 

teachers into a single large group. 

The demographic information of the non-native EFL teacher participants is presented 

in the tables below:  

 
Country of origin 

 
Number of participants Percentage 

Cyprus 35 44.3 

Turkey 39 49.4 

The UK 2 2.5 

Other 3 3.8 

Total 79 100.0 

 

Table 1. Country of origin of teacher participants 

As can be seen from the table, the clear majority of the non-native EFL teacher 

participants were either from Cyprus or Turkey. This is not surprising since in 

Northern Cyprus, the majority of teachers are either Turkish Cypriot or Turkish. The 

teachers who selected the UK as their country of origin are likely to be Turkish 

Cypriots who were born in the UK and later moved back to Cyprus. This is also not 

unusual since during the nineteen seventies and nineteen eighties many Turkish 

Cypriots immigrated to the UK and then moved back to Cyprus with their families 

during the nineteen nineties. 

 

 



16 

 

 
Age 

 
Number of participants Percentage 

18-25 20 25.3 

26-33 36 45.6 

34-40 2 17.7 

40+ 9 11.4 

Total 79 100.0 

 

Table 2. Age of teacher participants 

Table 2 presents the age ranges of the non-native EFL teacher participants of the 

study. Although the majority of the teacher participants were between the ages of 26 

and 33, the sample appears to be representative of most age ranges. It is normal for 

the number of teachers above the age of 40 to be lower since the universities in 

Northern Cyprus have mostly been established in the last twenty years and these 

universities generally tend to hire young EFL instructors for their English preparatory 

programs. 

 
Gender 

 
Number of participants Percentage 

Male 23 29.1 

Female 56 70.9 

Total 79 100 

 

Table 3. Gender distribution of teacher participants 

It can be seen from the table that the number of female non-native EFL teacher 

participants is much higher than the number of male participants, which is normal 

considering the cultural tendencies and traditional job preferences of the Turkish 

Cypriot and Turkish people. Generally, foreign language teachers tend to be female in 

the two communities. 
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Native language(s) 

 
Number of participants Percentage 

Turkish 59 74.7 

English 0 0 

English and Turkish 15 20 

Other or Other and 
Turkish 

5 6.3 

Total 79 100.0 

 

Table 4. Native language(s) of teacher participants 

Unsurprisingly, the clear majority of teachers spoke Turkish as their native language 

due to the fact that the majority of the participants were born in Northern Cyprus or 

Turkey. As mentioned before, Northern Cyprus has a considerable number of Turkish 

Cypriots who were born in the UK and moved back to Cyprus at a young age. These 

Turkish Cypriots are the children of Turkish Cypriots who immigrated to the UK 

during the seventies and the eighties. Generally, such Turkish Cypriots tend to 

describe themselves as bilingual in Turkish and English despite their Turkish 

generally being better than their English. The reason for their Turkish being more 

developed than their English is that these Turkish Cypriots generally moved back to 

Cyprus with their families at a young age during the nineties and have since then been 

living and studying in Northern Cyprus. 

 
Latest degree 

obtained 
 

Number of participants Percentage 

Bachelors 39 49.4 

Masters 38 48.1 

PhD 0 0 

Other 2 2.5 

Total 79 100.0 

 

Table 5. Latest degree obtained of teacher participants 
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It was interesting to see that the number of participants with a bachelor‟s degree was 

almost exactly equal to the number of participants with a master‟s degree. 

Furthermore, it is not strange for there to be no participants with a PhD since in 

Northern Cyprus instructors with a PhD tend to be faculty members who teach in the 

undergraduate programs of the universities while the preparatory program instructors 

tend not to have PhD degrees.  

 
Years of formal study 

of English 
 

Number of participants Percentage 

1-5 3 3.8 

6-11 30 38 

12-17 29 36.7 

18(+) 17 21.5 

Total 79 100.0 

 

Table 6. Years of formal study of English of teacher participants 

EFL courses start at the elementary school level and continue until the end of high 

school and throughout university in Northern Cyprus. In Turkey, EFL classes start 

either at the elementary school level or at the very latest they start at the middle 

school level. In other words, EFL courses have a prominent role in the Turkish 

Cypriot and Turkish educational systems. For this reason, it was not surprising to see 

that the majority of the participants had at least 6-11 years of formal study of English.  

 
Years of EFL 

teaching experience 
 

Number of participants Percentage 

1-5 36 45.6 

6-11 23 29.1 

12-17 12 15.2 

18(+) 8 10.1 

Total 79 100.0 

 

Table 7. Years of EFL teaching experience of teacher participants 
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Stemming from the fact that most universities in Northern Cyprus hire young 

instructors to teach in their English preparatory programs, it was not unexpected to 

see that the dominant majority of EFL teacher participants in this study had either 1-5 

years or 6-11 years of EFL teaching experience. Together these two ranges made up 

for just above three quarters of the participants‟ responses. 

 
Amount of time spent 

in an English-
speaking country 

 

Number of participants Percentage 

No time at all 9 11.4 

Less than a year 43 54.4 

2-3 years 11 13.9 

4-5 years 3 3.8 

6(+) years 13 16.5 

Total 79 100.0 

 

Table 8. Amount of time spent by teacher participants in an English-speaking country 

As can be seen in Table 8, the majority of the teacher participants have spent less than 

a year in an English speaking country. This is an important finding since Horwitz 

(1996) mentioned that culture shock can be a cause of foreign language teaching 

anxiety in non-native foreign language teachers. Culture shock generally tends to 

develop after spending an extended period of time in a new culture. Shorter 

experiences generally tend to fall into the “honeymoon stage” of culture shock during 

which a person tends to have positive thoughts and feelings regarding the foreign 

culture.  

Furthermore, the 13 participants who were recorded to have spent 6(+) years in an 

English-speaking country are probably children of Turkish Cypriot immigrants who 

were born in the UK and moved back to Cyprus at a young age. The percentage of 

participants who marked the UK as their country of origin, Turkish and English as 
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their native language, and 6(+) years of time spent in an English-speaking country 

seems to be constant for all items. Thus, it is feasible to assume that it is the same 

participants who are selecting these answers to these three items. 

 
How much contact 
did you have with 
native speakers? 

 

Number of participants Percentage 

Great deal of contact 44 55.7 

Some contact 15 19.0 

Occasional contact for 
survival purposes  

8 10.1 

No contact at all 12 15.2 

Total 79 100.0 

 

Table 9. Amount of contact teacher participants had with native speakers 

Table 9 indicates that the majority of teacher participants in the study had a great deal 

of contact with native speakers during their stay in an English-speaking country. 

Participants who had not spent any time in an English-speaking country were asked to 

select the „No contact at all‟ choice for this item. However, there also appears to be 

some participants who spent a certain period of time in an English-speaking country, 

but had no contact at all with a native speaker since the number of participants who 

selected „No contact at all‟ is higher than the number of participants who had 

previously stated that they had spent no time at all in an English-speaking country. 

Since avoiding communicating with native speakers is indicative of foreign language 

learning anxiety, it may be possible that this difference in numbers of participants 

results from some teacher participants being too anxious to communicate with native 

speakers during their stay in that country. 
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How would you 
describe your 
command of 

English? 
 

Number of participants Percentage 

Near-native 42 53.2 

Adequate for most of 
my needs 

34 43 

Adequate for most of 
my needs although I 
often have difficulty 
expressing myself 

3 3.8 

Total 79 100.0 

 

Table 10. Teacher participants’ self-description of command of English 

Table 10 shows that an overwhelming majority of the teacher participants either 

considered their command of English to be „near native‟ or „adequate for most of my 

(their) needs‟. Only three participants expressed otherwise.  

Final characteristics of the non-native foreign language student teacher sample 

The total number of non-native EFL student teachers participating in the study was 

131. Out of this number, 91 of the student teacher participants were enrolled in a 

teacher education program at EMU and 35 were enrolled in a teacher education 

program at METU NCC. The reason for the number of student teacher participants 

from EMU being much higher than the number of student teacher participants from 

METU NCC is that METU NCC has a much smaller teacher education program than 

EMU. Both teacher education programs were four-year-long programs conducted in 

English.  

Out of the 91 student teachers enrolled in the teacher education program at EMU, 51 

were in their last year of the four-year teacher education program while 40 enrolled in 

their third year of the program. As for METU NCC, 13 of the 35 student teachers 



22 

 

were in their fourth year while the remaining 22 student teachers were in their third 

year of the teacher education program. 

Fourth year participants were participating in an internship program, in which the 

student teachers would work with a cooperating teacher at a local high school and 

teach a predetermined number of EFL lessons throughout the duration of the 

semester. These lessons are observed by the cooperating teacher and sometimes also 

by the student teachers‟ course instructor. The internship program is a must-course 

and is a central part of the teacher education program. The third year participants were 

enrolled in teaching methodology courses as a requirement of the teacher education 

program. As a requirement of the course, student teachers have to conduct a number 

of micro-teachings which are observed by the course instructor and evaluated to form 

a considerable part of the grade the student teacher obtains for the course.  

The tables below present the demographic information of the student teacher 

participants as a whole: 

 
Country of origin 

 
Number of participants Percentage 

Cyprus 34 18.3 

Turkey 96 77.3 

The UK 3 2.3 

Other 8 6.1 

Total 131 100.0 

 

Table 11. Country of origin of student teacher participants 

As can be seen in Table 11, the student teacher participants of the current study were 

predominantly from Turkey. The reason for the predominance of student teacher 

participants from Turkey is that the majority of students in all universities in Northern 

Cyprus are from Turkey. The education sector in Northern Cyprus relies on students 
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from Turkey coming to study in Northern Cyprus. Thus, this finding was not unusual. 

The next largest group was the student teacher participants from Cyprus. Finally, the 

student participants who marked the UK as their country of origin are likely to be 

similar to those in the group of teacher participants. In other words, they are most 

likely children of Turkish Cypriots who immigrated to the UK in the seventies and 

eighties only to return to Cyprus during the nineties. 

 
Age 

 
Number of participants Percentage 

18-25 127 97 

26-33 1 0.8 

34-40 3 2.2 

40+ 0 0 

Total 131 100.0 

 

Table 12. Age of student teacher participants 

Undergraduate university students in Northern Cyprus universities were found to be 

between the age range of 18-25. This was expected since most students in Northern 

Cyprus and Turkey start university directly after graduating from high school. Thus, 

participants in the age range of 18-25 made up 97% of the student teacher sample in 

this study. 

 
Gender 

 
Number of participants Percentage 

Male 35 27 

Female 96 73 

Total 131 100 

 

Table 13. Gender distribution of teacher participants 

Similar to the gender distribution of the teacher participants, the student teacher 

participants were also found to be mostly female. As previously described, the reason 

for this gender distribution, is that traditionally, within the Turkish Cypriot and 
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Turkish communities, teaching and especially foreign language teaching has been an 

occupation that is believed to be more suitable for females. Thus, it was not abnormal 

to see that the majority of student teacher participants in this study were females. 

 

 
Native language(s) 

 
Number of participants Percentage 

Turkish 115 87.8 

English 0 0 

English and Turkish 10 7.6 

Other or Other and 
Turkish 

6 4.6 

Total 131 100.0 

 

Table 14. Native language(s) of student teacher participants 

Table 14 illustrates that the majority native language of the student teacher 

participants was by far Turkish. This was expected since as mentioned, the majority 

of the participants were from either Northern Cyprus or Turkey. The number of 

participants who selected their native languages as English and Turkish is again in 

line with the number of participants who selected their country of origin as the UK. 

As earlier described, these participants are more than likely the children of previous 

Turkish Cypriot immigrants to the UK who have now returned with their families to 

live in Northern Cyprus. 

 
Years of formal study 

of English 
 

Number of participants Percentage 

1-5 13 9.9 

6-11 64 48.9 

12-17 47 35.9 

18(+) 7 5.3 

Total 131 100.0 

 

Table 15. Years of formal study of English of student teacher participants 
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Due to the fact that EFL education begins at the very early stages of both the Turkish 

Cypriot and Turkish educational systems, it was expected that the majority of the 

student teacher participants would have many years of experience of studying EFL. 

Table 5 presents the years of formal study of English of the student participants. As 

expected, the clear majority of the participants has at least six years of studying 

English. Mostly, the student participants were found to have between six and eleven 

years of studying English; however, there was also a considerable number of 

participants who had between twelve and seventeen years of studying the language. 

 
Amount of time spent 

in an English-
speaking country 

 

Number of participants Percentage 

No time at all 37 28.2 

Less than a year 64 48.9 

2-3 years 11 8.4 

4-5 years 8 6.1 

6(+) years 11 8.4 

Total 131 100.0 

 

Table 16. Amount of time spent by student teacher participants in an English-

speaking country 

Nearly half of the student teacher participants had spent at least less than a year in an 

English-speaking country. Similar to the teacher participants, it is possible that culture 

shock can be a cause of foreign language teaching anxiety in non-native foreign 

language student teachers. However, most people experience a “honeymoon” stage 

when they first start to spend time in a foreign country. This honeymoon stage 

normally ends after a period of time and people enter a phase of culture shock in 

which they resent most about the target culture. According to Horwitz (1996), 



26 

 

negative feelings of culture shock may induce foreign language teaching anxiety for 

non-native teachers and student teachers. 

Table 16 also depicts that a noteworthy percentage of the student teacher participants 

had spent no time at all in an English-speaking country.  

 
How much contact 
did you have with 
native speakers? 

 

Number of participants Percentage 

Great deal of contact 32 24.4 

Some contact 50 38.2 

Occasional contact for 
survival purposes  

17 13.0 

No contact at all 32 24.4 

Total 131 100.0 

 

Table 17. Amount of contact student teacher participants had with native speakers 

Table 17 presents the amount of contact the student teacher participants in the current 

study had with native speakers during their stay in English-speaking countries. 

Participants who had never been to an English-speaking country before were 

requested to answer as ‘No contact at all’.  It appears that the majority of participants 

who had visited an English-speaking country had at least some contact with native 

speakers during their stay. 

 
How would you 
describe your 
command of 

English? 
 

Number of participants Percentage 

Near-native 15 11.5 

Adequate for most of 
my needs 

81 61.7 

Adequate for most of 
my needs although I 
often have difficulty 
expressing myself 

35 26.8 

Total 131 100.0 

 

Table 18. Student teacher participants’ self-description of command of English 
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An item of the questionnaire required the student teacher participants to rate their 

command of English. Interestingly, the student teacher participants tended to rate their 

command of English much lower than the teacher participants did. As mentioned 

before, the majority of the teacher participants rated their command of English as 

‘Near native’. On the other hand, the student teacher participants who rated their 

proficiency in English as ‘Near native’ is much lower. The clear majority of the 

student teacher participants rated their command of English as ‘Adequate for most of 

my needs’ although a considerable percentage of the student teacher participants 

chose to rate their command of English as ‘Adequate for most of my needs although I 

still have difficulty expressing myself’. This difference in the self-ratings of the 

teacher and student teacher participants may indicate that the student teacher 

participants are more self-critical than are the teacher participants.  

Gregersen and Horwitz (2002) and Horwitz (1996) both claimed that unrealistically 

high self-expectations for proficiency and performance in the target language can 

result in non-native student teachers and teachers experiencing feelings of foreign 

language teaching anxiety. Gregersen and Horwitz (2002) also concluded that is how 

more advanced-level learners react to their errors in the target language that can be 

anxiety-inducing rather than the amount of errors.  These findings may be indicating 

that the student teacher participants in this study had such perfectionist tendencies in 

regards to their command of English, which could likely be the root of feelings of 

foreign language teaching anxiety. 

Instruments 

Teachers and student teachers participating in the study were given a questionnaire to 

complete. Although the questionnaire given to the participants appeared as a single 



28 

 

whole unit, it was actually a battery of three separate questionnaires combined to form 

a single unit. These three questionnaires had previously been used in a study 

conducted by Horwitz (as cited in Horwitz 1996a, 1996b). In order to use these 

questionnaires, the author‟s approval was obtained beforehand. This questionnaire has 

also been used in a study conducted by Canessa (2004). 

The first questionnaire of the battery aims to gather background information of the 

participants in the study. It elicits the participants‟ country of origin, age, gender, 

native language(s), latest degree obtained, years of formal study of English, years of 

EFL teaching experience, amount of time spent in an English-speaking country, 

amount of contact with native speakers while in an English-speaking country, and 

their opinions of their command of English.  

The second questionnaire of the battery aims to evaluate the participants‟ feelings and 

levels of foreign language anxiety. The questionnaire consists of 19 items and a five-

point Likert-type scale of “strongly agree”, “agree”, neither agree nor disagree”, 

“disagree”, and “strongly disagree” for each item. Participants are requested to grade 

each item on the Likert scale according to their personal opinions.  

The third questionnaire of the battery provids a list of 21 approaches, methods, 

techniques and activities for teaching and learning English as a foreign language. For 

this questionnaire, two five-point Liker-type scales are provided. The first scale 

consists of “very good”, “good”, “neither good nor bad”, “poor”, and “very poor”. 

Participants are asked to use this scale in order to rate each as an approach, method, 

technique and activity for teaching/learning English as a foreign language. The second 

scale consists of “very likely to use”, “likely to use”, “not sure”, “unlikely to use”, 

and “very unlikely to use”. Participants use this scale to indicate how likely they 
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would be to use each approach, method, technique, and activity in their own teaching 

if program considerations were not a factor. If participants are unfamiliar with an 

item, they are asked to leave it blank. The aim of this questionnaire is to investigate 

whether foreign language teaching anxiety affects non-native EFL teachers and 

student teachers‟ pedagogical choices; and thus, foreign language classroom 

instruction. 

Some modifications were made to the original version of the questionnaires as used in 

Horwitz‟s study. For the first questionnaire, the items were converted to a multiple 

choice format since an optic reader was used to compute the data collected. The 

prompts used for the multiple choice items were created according to the specific 

context of the study. No changes were made to the second questionnaire. However, a 

couple of new items were added to the third questionnaire in order to update the 

teaching approaches and techniques listed in the questionnaire. Thus, “Using 

authentic listening materials” and “Task-based activities” were added as new items to 

the questionnaire. Furthermore, the item “A notional syllabus” was changed to “A 

communicative syllabus” to avoid confusion on the part of the participants. Lastly, the 

format of the questionnaire was changed in order to be suitable for the optic forms. 

Originally, each foreign language teaching/learning activity was marked as a separate 

question with two scales. However, in order to be able to use the optic forms, each 

scale was marked as a separate question (item) rather than each teaching/learning 

activity (see Appendix B for the complete questionnaire). 

Participants were requested to mark their responses to every item of the questionnaire 

on an optical form. The format of the first questionnaire had to be changed to a 

multiple choice format and the item numbers of question three had to be changed to 
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allow the use of the optic forms. The use of the optic forms resulted in the data being 

computed in an expedited manner. 

Data Collection 

The questionnaires and optic forms were distributed to each group at separate times. 

Firstly, the questionnaires and optic forms were distributed to the 35 non-native 

foreign language teachers at METU NCC. Questionnaires along with optic forms 

were dropped off at each participant‟s office on campus. Each participant was 

requested to complete the questionnaire by marking his/her responses on the optic 

form during their own free time whenever and wherever they wish. Next, the 

questionnaires and optic forms were distributed to the third year METU NCC student 

teachers in their classroom at the end of one of their lectures to be collected after 

being filled out. The same procedure was followed for the fourth year METU NCC 

student teachers at a later date. Later, the questionnaires along with optic forms were 

distributed in classrooms at the end of lectures to EMU third year student teachers, 

who were then given time to fill out and return the questionnaires and optic forms. At 

a later date, the same procedure was followed for the fourth year EMU student 

teachers. Next, questionnaires along with optic forms were distributed to 26 non-

native EFL teachers at CIU. They were dropped off at the teachers‟ offices on campus 

to be collected at a later date. Finally, both the questionnaires and optic forms were 

given to 23 non-native EFL teachers at NEU and ten at EMU. Again, the teachers 

were given the questionnaires optic forms in their offices to be filled in and returned 

at a later date. 
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Data analysis 

Firstly, after the questionnaires and corresponding optic reader slips were collected 

from the participants, the optic reader slips were read by using an optic reader in order 

to compute the data. All groups were kept separate throughout this process. 

Later, the data was checked for participants who had not completely filled out the 

questionnaire. These participants were removed. As a result, one participant was 

removed from the non-native EFL teacher group. 

When analyzing the data collected by the first part of the questionnaire, which elicited 

background information from the participants, means, percentages, and standard 

deviations of each group of participants were calculated. These values for non-native 

EFL teachers were first calculated separately by dividing the participants into groups 

according to their institutions. Then, these values were calculated for the group as a 

whole.  

A similar procedure was followed for the non-native EFL student teacher participants. 

First, the participants were divided into two groups based on their institution. Then, 

each of the group was internally divided into two again based on the participants‟ year 

of study: third year or fourth year. Means, percentages, and standard deviations were 

calculated for each group. Lastly, these values were calculated for the non-native EFL 

student teacher group as a whole.   

The second section of the questionnaire aimed to elicit the participants‟ feelings of 

their proficiency in English as a foreign language and in fact measured the foreign 

language teaching anxiety levels of the participants. This section of the questionnaire 

consisted of 18 items with the maximum score of each item being 5. Thus, the highest 

score a participant could obtain from the 18 items was a total of 90. A score of 90 
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would indicate that the participant was highly anxious; in other words, experienced 

the highest possible levels of foreign language teaching anxiety. The scale of items 

11, 13, 15, 16, 17, 19, 23, and 25 was ranked as follows: “strongly agree” equals 5, 

“agree” equals 4, “neither agree nor disagree” equals 3, “disagree” equals 2, and 

“strongly disagree” equals 1. On the other hand, the ranking of the scale of items 12, 

14, 18, 20, 21, 22, 24, 26, 27, and 28 was as follows: “strongly agree” equals 1, 

“agree” equals 2, “neither agree nor disagree”  equals 3, “disagree” equals 4, and 

“strongly disagree” equals 1. Thus, it was able to calculate each individual 

participant‟s score and also the average score of the participants in order to obtain the 

levels of foreign language teaching anxiety using descriptive statistics.     

For the teacher participants, within-group descriptive statistics were calculated for 

each group of teachers. In other words, the mean and standard deviation of each group 

of teachers - METU NCC, EMU, NEU, and CIU – were calculated individually. It 

was found that the mean of each group of teachers was close enough that it was 

feasible to pool all the teacher participants into a single large group. Thus, across-

group statistics were calculated for the teacher participants as a whole.  

For data collected from the second section of the questionnaires of student teachers, 

within-group descriptive statistics were first calculated separately for third year 

students from EMU and third year students from METU NCC. Then, across-group 

descriptive statistics were calculated for the group of third year student teachers as a 

whole. The same procedure was followed for the fourth year student teachers. Finally, 

across-group descriptive statistics were calculated for the whole group of student 

teachers. Thus, it was possible to compare participants within the same group, groups 

with other groups, and participants with the total sample of student teachers.  
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After the average scores for this section were calculated, participants were placed into 

groups according to their scores. Three anxiety-level groups were established for this 

purpose: low-anxious, mid-anxious and high-anxious. Participants who were placed in 

the low-anxious group had scores of one or more standard deviations below the total 

mean while participants who were placed in the high-anxious groups had scores of 

one or more standard deviations above the total mean. The remaining participants 

were placed into the mid-anxious group. These groups were used during both across-

group and within-group statistical computations.  

The final part of the questionnaire presented participants with a list of approaches and 

activities for teaching/learning English as a foreign language. Participants were asked 

to rate their opinion of the teaching/learning approaches and activities and to also rate 

how likely they would be to use them in their own classrooms if program 

considerations were not a factor. This section of the questionnaire consisted of 21 

approaches and activities and two five-point Likert-type scales. On the first scale, 

participants were requested to mark their opinion of the activity while they were 

asked to rate how likely they were to use the activity on the second scale. The first 

scale ranged from “very good” to “very poor” as the second scale ranged from “very 

likely to use” to “very unlikely to use”. 

Next, the foreign language teaching/learning approaches and activities were divided 

into two main groups: highly demanding activities and low demanding activities. 

Foreign language teaching/learning approaches activities that were considered to be 

target language intensive and linguistically demanding were put into the highly 

demanding activities group. On the other hand, foreign language teaching/learning 

activities which were considered not to be intensive in the target language or have a 
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high linguistic demand were categorized as low demanding activities. For example, 

discussion in English of effective language learning strategies was classified as a 

highly demanding activity. Alternatively, pattern drills or discussion in the native 

language of effective language learning strategies were labeled as low demand 

activities. Table 19 presents the how all the foreign language teaching/learning 

activities were grouped: 
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Highly demanding activities 

 
Low demanding activities 

 
Role-play activities 

 
Pattern drills 

 
A communicative syllabus 

 
A grammatical syllabus 

 
Total physical response 

 

Grammatical explanations in the 
native language 

 
Grammatical explanations in 

English 
 

Translation 

 
Pair-work and small-group 

activities 
 

Discussion in the native language 
of effective language learning 

strategies 

 
Giving explanations of the target 

culture in English 
 

Written grammar exercises 

 
Using authentic reading 

materials 
 

Pronunciation exercises 

 
Using authentic listening 

materials 
 

 
Whole-class discussions in 

English 
 

 
Language learning games 

 

 
Dialogue journals 

 

 
Discussion in English of 

effective language learning 
strategies 

 

 
Describing in English some of 
your experiences in the target 

country(ies)  
 

 

Table 19. Foreign language teaching/learning activities 
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It was assumed that non-native EFL teachers and student teachers who experience 

high levels of foreign language teaching anxiety would tend not to use the highly 

demanding activities. Previous research conducted by Horwitz (1992; 1993) had 

indicated that highly anxious non-native foreign language teachers and student 

teachers would refrain from using highly demanding activities even if they had 

already rated these activities as being conducive for teaching/learning the target 

language. It is assumed that highly anxious non-native foreign language teachers and 

student teachers would avoid using such activities because they are language-

intensive and linguistically demanding.  

Part of the data analysis required that scores be obtained for the participants ratings of 

their opinions of the activity and for their likelihood of using the activity in their own 

foreign language classrooms. Firstly, as described before, the rating scale for the 

opinions of the activity of the participants consisted of a five-point Likert-type scale 

with a range of very good – good – neither good nor bad – poor – very poor. Then, a 

score was assigned to each response ranging from a very good being equal to 5 and a 

very poor being equal to 1. A similar procedure was followed for assigning a score to 

each response of the five point Likert-type scale for the likelihood of a participant to 

use an activity: Very likely to use equaled 5 while the score decreased along the 

continuum to very unlikely to use being equal to 1. 

Participants‟ total scores for the highly demanding activities and the low demand 

activities were then calculated by adding the score each item received on the 

continuum. Thus, each participant received four total scores: total score for opinion of 

highly demanding activities, total score for opinion of low demanding activities, total 
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score for likelihood to use highly demanding activities, and total score for likelihood 

to use low demanding activities. 

Results 

The aim of this study was to investigate the feelings of foreign language teaching 

anxiety of non-native EFL teachers and student teachers. Specifically the study aimed 

to: (1) examine whether non-native EFL teachers experience feelings of foreign 

language teaching anxiety; (2) investigate whether non-native EFL student teachers 

experience feelings of foreign language teaching anxiety; (3) examine how the 

participants‟ feelings of foreign language teaching anxiety compared with other 

cultural groups in previous studies; and (4) examine how foreign language teaching 

anxiety affects foreign language classroom instruction. This section of the study will 

now present the findings of these research questions. 

Research Question 1 

Do non-native EFL teachers experience feelings of foreign language teaching 

anxiety? 

The findings of the current study indicate that non-native EFL teachers experience 

feelings of foreign language teaching anxiety. Some participants were found to 

experience feelings of foreign language teaching anxiety at considerably high levels 

while other participants were found to experience lower levels of foreign language 

teaching anxiety.  

Non-native EFL teachers from four universities in Northern Cyprus participated in 

this study. First, the mean (M) anxiety scores of the participants were calculated for 

each university. Then, the standard deviation (SD) was also calculated for each 

university. Participants whose anxiety score was higher than the sum of the mean and 
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one standard deviation (M plus one SD) were categorized as high-anxious. On the 

other hand, participants whose anxiety score was lower than the M minus one SD 

were classified as low-anxious. Lastly, participants whose score fell between the 

values of high-anxious and low-anxious were considered as mid-anxious. These 

values were calculated and categorizations were made for each university. Table 20 

below presents the mean, standard deviation, number of high-anxious, number of mid-

anxious, and number of low-anxious non-native EFL teachers according to their 

university. Percentages are given in parenthesis. 

 

 
University 

 

 
Number 

 
Mean 

 

Standard 
deviation 

 
Low-

anxious 

Mid-
anxious 

High-
anxious 

 
METU 
NCC 

 

 
35 

 
2.68 

0.30 

 
3 (8.6%) 25 

(71.4%) 
7(20%) 

 
NEU 

 

 
10 

 
2.48 0.43 

 
1 (10%) 8 (80%) 1 (10%) 

 
EMU 

 

 
8 

 
2.43 0.30 

 
3 (37.5%) 4 (50%) 1 (12.5%) 

 
CIU 

 

 
25 

 
2.52 0.34 

 
5 (20%) 15 (60%) 5 (20%) 

 

Table 20. Non-native EFL teacher participants’ anxiety ratings 

As can be seen in the table, the majority of the teacher participants at all universities 

tend to be in the mid-anxious group. In other words, the majority of the participants 

from each school were found to experience average levels of foreign language 

teaching anxiety. However, there were also a considerable number of teacher 

participants who were found to experience high levels of foreign language teaching 

anxiety.  
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Due to the fact that the mean anxiety scores of the teacher participants from the 

various universities were very close, it was decided to pool all of the non-native EFL 

teacher participants into a single group. The mean score (M) and standard deviation 

were again calculated for the larger single group of teachers. Furthermore, the same 

procedure was again followed in order to categorize the participants as high-anxious, 

mid-anxious, and low-anxious according to their anxiety scores. Table 21 presents the 

total number of non-native EFL teacher participants, mean anxiety score, standard 

deviation, and the number of low-anxious, mid-anxious, and high-anxious 

participants. Percentages are shown in brackets. 

 
Participants 

 
Number of 

participants 

 
Mean 

 

Standard 
deviation 

 
Low-

anxious 

Mid-
anxious 

High-
anxious 

 
Single group of 
non-native EFL 

teachers 
 

 
78 

 
1.92 

0.43 

 
13 

(17%) 54 (69%) 
11 

(14%) 

 

Table 21. Anxiety ratings of whole group of teacher participants  

The table shows that the vast majority of the non-native EFL teachers participating in 

the current study recorded experiencing medium/average levels of foreign language 

anxiety. A considerable percentage of the participants reported low levels of foreign 

language anxiety. Literature on Turkish Cypriot and Turkish foreign language 

learners (Kunt, 1997) had indicated that Turkish Cypriot and Turkish foreign 

language learners generally tended to experience lower levels of foreign language 

anxiety when compared to other cultural groups. Thus, this finding is in line with 

previous research. As can be seen in the table, an important percentage of the teacher 

participants experience high levels of foreign language anxiety. 
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In short, the findings of this study suggest that non-native EFL teachers do experience 

feelings of foreign language teaching anxiety. Furthermore, the findings indicate that 

the levels of foreign language teaching anxiety experienced can change from teacher 

to teacher as the majority participants were found to experience average levels of 

foreign language teaching anxiety while others experienced low levels and other 

teachers experienced high levels of foreign language teaching anxiety. 

Research Question 2  

Do non-native EFL student teachers experience feelings of foreign language 

teaching anxiety? 

The results of the current study indicate that non-native student teacher participants 

experience feelings of foreign language teaching anxiety. The participants were found 

to experience varying levels of foreign language teaching anxiety. In other words, 

some non-native EFL student teachers were found to experience higher levels of 

foreign language teaching anxiety while other student teachers were found to 

experience lower levels of foreign language teaching anxiety. 

As previously described, of the 131 non-native EFL student teachers who participated 

in the study, 62 were third year student teachers while the remaining 69 student 

teachers were in their last (fourth) year of teacher education programs in Northern 

Cyprus.  

Firstly, the mean anxiety score and standard deviation were calculated for the third 

year student teacher participants and for the fourth year student teacher participants. 

Then, the third year student teacher participants were categorized according to their 

anxiety scores as low-anxious, mid-anxious, and high-anxious. Student teachers 

whose anxiety score was higher than the sum of the mean anxiety score and the 
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standard deviation were classified as high-anxious. Conversely, the standard deviation 

was subtracted from the mean anxiety score and student teachers with anxiety scores 

lower than the result were categorized as low-anxious. Student teacher participants 

whose scores were between the high-anxious and low-anxious levels were classified 

as mid-anxious. The same procedure was followed in order to group the fourth year 

student teacher participants into the categories of low-anxious, mid-anxious, and high-

anxious. Table 22 presents the number, mean anxiety score, standard deviation, and 

number of low-anxious, mid-anxious, and high-anxious third year and fourth year 

student teacher participants. Percentages are indicated in brackets. 

 
Year of study 

 

 
Number of 

participants 

 
Mean 

 

Standard 
deviation 

 
Low-

anxious 

Mid-
anxious 

High-
anxious 

 
Third-year 

student teachers 
 

 
62 

 
2.66 

0.52 

 
8 (12%) 

47 (72%) 10(16%) 

 
Fourth year 

student teachers 
 

 
64 

 
2.59 

0.52 

 
10 (15%) 

42 (66%) 12 (19%) 

 

Table 22. Student teacher participants’ anxiety ratings 

The table separately presents the anxiety levels of the third and fourth year non-native 

EFL student teacher participants. As can be seen in the table, the total percentage of 

the student-teacher participants who reported experiencing mid to high levels of 

foreign language anxiety is both very high and nearly at equal levels. The mean and 

standard deviation scores for both groups were also very close. For these reasons, it 

was decided to put all of the student-teacher participants into a single group to carry 

out the same statistical analyses. 

The 126 non-native EFL student teachers were then pooled into a single large group 

for descriptive statistics to be calculated. In other words, the third year student teacher 
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participants and the fourth year student teacher participants were combined into a 

single group. The mean anxiety score was calculated as 2.62 while the standard 

deviation was found to be 0.52. The same procedure was again followed in order to 

group the student teacher participants into the three categories of low-anxious, mid-

anxious, and high-anxious. The table below presents the number, mean anxiety score, 

standard deviation, and number of low-anxious, mid-anxious, and high anxious 

student teacher participants. Percentages are given in parentheses. 

 
Participants 

 
Number of 

participants 

 
Mean 

 

Standard 
deviation 

 
Low-anxious 

Mid-
anxious 

High-
anxious 

 
Single group 
of non-native 
EFL student 

teachers 
 

 
 

126 

 
 

2.62 
0.52 

 
 

17 (13.5%) 92 
(73%) 

17(13.5%) 

 

Table 23. Anxiety ratings of non-native EFL student teacher participants 

Almost three-quarters of the student teacher participants were found to experience 

average levels of foreign language anxiety. When the considerable number of highly 

anxious non-native EFL student teachers is also considered, it is clear that the current 

study found that the clear majority of the student teacher participants experience 

feelings of foreign language teaching anxiety. It is also noteworthy to mention that the 

student teacher participants were found to experience higher levels of foreign 

language anxiety than the teacher participants.  

A noteworthy finding of the study is that the non-native EFL student teacher 

participants were found to experience higher levels of anxiety than the non-native 

EFL teacher participants. In fact, the difference in anxiety levels between the student 

teacher participants and teachers was found to be considerably significant. However, 

it is logical to assume that this difference would exist between student teachers and 
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teachers. There are a number of implications that can be made for teacher education 

programs from these findings. These implications are described later in this study.   

Research Question 3 

How do the participants feelings of foreign language anxiety compare with other 

cultural groups in previous studies?  

Out of all the non-native EFL teachers and student teachers who participated in this 

study, a dominant majority of both the teachers and student teachers were from either 

Northern Cyprus or Turkey. In fact, out of the total 210, a huge majority of 194 

participants were from either Northern Cyprus or Turkey.  

It is important to note here that the cultural background of Turkish Cypriots and Turks 

is very close. Both speak the same language, have a common history, have very 

similar educational systems, have similar traditional food, etc. Thus, there is not much 

point to separate the Turkish Cypriots from the Turks in terms of cultural background. 

Previous research on foreign language teaching anxiety has been conducted with both 

teachers and student teachers from various cultural backgrounds (Horwitz, 1996; 

Canessa, 2004; Tseng, 2005). The cultural groups examined include American, 

Argentinean, Taiwanese, and Korean teachers or pre-service teachers. These research 

studies have also indicated that non-native foreign language teachers and student 

teachers experience feelings of foreign language teaching anxiety. By focusing on 

Turkish Cypriot and Turkish foreign language teachers, the research added further 

support for the existence of foreign language teaching anxiety and furthered current 

understanding of the construct. 

Thus, the results of the current study indicate that non-native EFL teachers and 

student teachers from Turkish Cypriot and Turkish cultural background do experience 
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feelings of foreign language teaching anxiety. While most of the participants were 

recorded as experiencing average levels of foreign language teaching anxiety, a 

considerable number of participants were found to experience high levels of foreign 

language teaching anxiety. In short, it can be said the findings of the current study 

indicate that foreign language teaching anxiety exists as a separate affective construct 

in teachers and student teachers from Turkish Cypriot and Turkish cultural 

backgrounds. 

Research Question 4 

How does foreign language teaching anxiety influence foreign language classroom 

instruction? 

Horwitz (1996) put forward a number of negative effects foreign language teaching 

anxiety may have on foreign language classroom instruction and overall teacher well-

being. These negative effects have previously been described in this paper. 

The third part of the questionnaire aimed to elicit the participants‟ opinions and 

likelihood of using various foreign language teaching/learning activities. These 

activities were divided into two groups according to how linguistically demanding 

each activity is. The first group of activities, the highly-demanding activities, 

consisted of language-intensive linguistically demanding foreign language 

teaching/learning activities. On the other hand, the second group of activities, the low-

demand activities, consisted of activities that were considered not to be as 

linguistically demanding as the highly-demanding activities. Based on the 

assumptions made by Horwitz (1996), it was hypothesized that highly anxious 

participants would avoid using the highly-demanding activities even if they had 
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previously rated the activity as being favorable for teaching/learning the target 

language. 

Firstly, the current study found that the vast majority of both the non-native EFL 

teachers and student teachers opted to rate all the foreign language teaching/learning 

activities as being good or very good. In order to calculate the mean score of the 

participants‟ responses each response on the five-point Likert-type scale was assigned 

a score. Very poor was assigned five points; poor four points; neither good nor bad 

three points, good four points; and very good five points. 

First, the mean score of each item was calculated. Then, the mean score of all the 

items was calculated. The mean score of all the items for both the non-native EFL 

teachers and student teachers was almost exactly equal. The mean score for the non-

native EFL teachers was calculated as 4.05. Interestingly, the mean score for the non-

native EFL student teachers participating in this study was found to be 4.03. In other 

words, on average both the teacher and student participants rated the foreign language 

learning activities as good. Thus, these findings indicate that participants‟ anxiety 

level does not affect their opinions of foreign language teaching/learning activities. 

In fact, certain activities which were categorized as highly-demanding were rated as 

very good or good by nearly the whole sample. For instance, role-play activities were 

categorized as highly-demanding, but were rated as either very good or good by 

almost 90% of the non-native EFL teachers. The remaining 10% rated the activity as 

neither good nor bad. A communicative syllabus which was also considered to be a 

highly-demanding activity was rated as either very good or good by 94% of the 

teacher participants and neither good nor bad by the remaining 6%.  



46 

 

Similar results were also found for the non-native EFL student teacher participants of 

the current study. For example, the highly-demanding pair-work and small-group 

activities were rated as very good, good, or neither good nor bad by 94% of the 

student teacher participants. A communicative syllabus was positively rated by 95% 

of the non-native student teachers. 

Thus, it seems that foreign language teaching anxiety has no effect on non-native EFL 

teachers and student teachers‟ opinions of foreign language teaching/learning 

activities. Furthermore, the findings of the study also indicate that foreign language 

teaching anxiety does not have any kind of effect on the likelihood of teachers and 

student teachers using certain activities in their own foreign language classrooms. 

Based on the assumptions made by Horwitz (1996), the current study hypothesized 

that highly anxious non-native EFL teachers and student teachers would refrain from 

using language-intensive linguistically-demanding foreign language teaching/learning 

activities in their classrooms even if they had previously rated the same activity as 

conducive for teaching/learning the target language. 

Firstly, the mean scores of the participants‟ responses were calculated for each item. 

Then, the overall mean score was calculated for both the non-native EFL teachers and 

student teachers. The mean score of the teacher participants was found to be 3.96 

while the mean score for the student teacher participants was found to be 3.82. In 

other words, both the teacher and student teacher participants were likely to use all of 

the activities mentioned in the questionnaire even though a considerable amount of 

participants had already been found to experience high levels of anxiety. 
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Chapter 3: Discussion and Conclusions 

This study aimed to shed some light on the unexplored construct of foreign language 

teaching anxiety. It aimed to examine the feelings of foreign language teaching 

anxiety of non-native teachers and student teachers. Furthermore, the current study 

attempted to inspect the effects foreign language teaching anxiety may have on 

foreign language classroom instruction. 

The first significant finding of the study is that both non-native EFL teachers and 

student teachers experience feelings of foreign language teaching anxiety. In fact, the 

levels of foreign language teaching anxiety recorded in this study varied. On the one 

hand, the majority of the participants were found to experience average levels of 

foreign language teaching anxiety. However, on the other hand, there were also a 

considerable number of participants who were found to experience high levels of 

foreign language teaching anxiety.  

The current study is the first study to be conducted with both non-native foreign 

language teachers and non-native foreign language student teachers from universities 

in the same country. Both the teachers and student teachers were found to experience 

feelings of foreign language teaching anxiety. However, the levels of anxiety of the 

non-native foreign language student teachers were much higher than the levels of 

anxiety recorded for the non-native foreign language teachers. The difference between 

the two groups was found to be statistically significant.  

However, it is logical to assume that non-native student teachers would experience 

more intensive feelings of foreign language anxiety than non-native foreign language 

teachers for a number of reasons. Firstly, although Horwitz claims that it is sometimes 

forgotten that non-native teachers are still in essence foreign language learners, it has 
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to be emphasized that most non-native foreign language student teachers are still in 

the process of learning the target language while they are enrolled in teacher 

education programs. Thus, it is quite probable that non-native student teachers 

experience considerable levels of foreign language anxiety. Furthermore, in her study 

on foreign language teaching anxiety Canessa (2004) found that as the years of 

teaching experience of non-native teachers increase, the levels of foreign language 

anxiety decreased. In other words, the more experienced a non-native teacher is, the 

less likely that teacher is to experience feelings of foreign language teaching anxiety. 

Thus, it is plausible student teachers who generally have little or no practical 

classroom teaching experience will experience relatively higher levels of foreign 

language teaching anxiety. Lastly, the evaluative nature of micro teachings, demo 

lessons, and teaching internships that non-native teachers are generally required to 

participate in as a part of their teacher education programs can only serve to intensify 

any feelings of foreign language teaching anxiety these non-native student teachers 

may be experiencing. In their study with pre-service EFL teachers, Kunt and Tum 

(2010) found that the participants experienced considerably high levels of foreign 

language anxiety during micro teachings. The participants frequently stated that the 

evaluative nature of the micro teachings results in them feeling nervous and anxious 

during the whole observation with many negative consequences on their performance 

and teaching abilities. In short, for these reasons, it is not surprising that non-native 

student teachers may experience higher levels of foreign language teaching anxiety 

than non-native foreign language teachers.   

Horwitz (1996) put forward a number of reasons as to why non-native foreign 

language teachers and student teachers are susceptible to experience feelings of 
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foreign language teaching anxiety. One of the reasons that Horwitz (1996) claimed 

this is that it is sometimes forgotten that non-native foreign language teachers are, in 

essence, still learners of the language they teach even though they may have reached 

an advanced level of proficiency. This claim is also likely to be true for student 

teachers. For this reason, the findings of this study are not only relevant for the 

literature on foreign language teaching anxiety, but also for the literature on foreign 

language learning anxiety. 

According to Horwitz (1996), another reason for non-native foreign language teachers 

experiencing feelings of foreign language teaching anxiety is that teachers may tend 

to set unrealistic goals for their proficiency and performance in the target language. 

Setting such unachievable standards, generally results in not being able to live up to 

these standards, which in turn leads to foreign language anxiety. In the current study, 

a considerable number of the participants stated in item 14 of the second part of the 

questionnaire (Appendix B) that they were not satisfied with the level of English 

proficiency they have achieved. This is in line with Horwitz‟s (1996) claim that high 

anxious non-native teachers (and student teachers) are likely to set unrealistically high 

aims for proficiency and performance in the target language. Thus, this study provides 

support for Horwitz‟s (1996) claim for the relationship between setting unrealistic 

goals and foreign language teaching anxiety. 

In their study, Gregerson and Horwitz (2002) found that anxious student teachers 

were very concerned with the errors they made while using the target language and 

tended to overreact to even small errors. They found that participants who were 

capable of accepting their limitations in the target language were less likely to 

experience feelings of anxiety. The authors concluded that the way learners react to 
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errors or limitations in the target language can be anxiety provoking. In the current 

study, it was found that high-anxious non-native EFL teachers and student teachers 

tended to overreact to their limitations in English. For example, through item 16 on 

the second part of the questionnaire (Appendix B), it was recorded that these 

participants get nervous to the point that they forget the things they know when 

speaking English. This shows that while using English, the anxious participants are 

overreacting to their limitations in the language. This finding is in line with Gregerson 

and Horwitz‟s (2002) claim that anxious learners tend to overreact to errors and 

limitations in the target language. 

The present study added to the limited research on foreign language learning anxiety 

in that it found that non-native EFL teachers and student teachers from a Turkish 

Cypriot and Turkish background experience feelings of foreign language anxiety. 

Research on foreign language teaching anxiety is still very limited; however, a study 

conducted by Canessa (2004) found that non-native Taiwanese, Korean, American, 

and Argentine foreign language teachers experience feelings of foreign language 

teaching anxiety. The current study added to this study by discovering that it appears 

that non-native Turkish Cypriot and Turkish foreign language teachers and student 

teachers also experience feelings of foreign language teaching anxiety. Research on 

foreign language learning anxiety has extensively researched the relationship between 

foreign language anxiety and the cultural background of learners and has 

demonstrated that learners from certain cultural backgrounds tend to experience 

higher levels of foreign language learning while learners from other cultural 

backgrounds tend to experience lower levels of foreign language anxiety. Currently, 

the limited research on foreign language teaching anxiety appears to indicate that 
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foreign language teaching anxiety is existent in all the cultural backgrounds it has 

been examined in. 

It is interesting that non-native Turkish Cypriot and Turkish EFL teachers and student 

teachers were found to experience considerably high levels of foreign language 

teaching anxiety since research on foreign language anxiety of Turkish Cypriot and 

Turkish learners (Kunt, 1997) has shown that Turkish Cypriot and Turkish learners do 

not suffer from foreign language learning anxiety as much as other cultural groups do.  

The reason for higher foreign language teaching anxiety levels of participants from 

Cyprus or Turkey may be the respected roles society assigns to teachers in the Turkish 

Cypriot and Turkish communities. In Cyprus and Turkey, teachers play a very 

important and respected role within the society and may feel the pressure of living up 

to these high expectations. Teachers not only expected to be exemplary citizens, but 

they are also expected to be experts of their field of study. There is little tolerance for 

teachers making mistakes or not knowing about issues related to their field of 

expertise. They are the center of authority and knowledge in the classroom.  

The reasons Horwitz (1996) puts forwards for non-native teachers being susceptible 

to foreign language teaching anxiety have previously been outlined in this paper. In 

addition to these reasons, it is possible that being under such scrutiny on a day to day 

basis and having to live up to such high expectations may be the reasons why some 

non-native Turkish Cypriot EFL teachers and student teachers experience feelings of 

foreign language teaching anxiety. 

Studies conducted by Kunt (2005) and Kunt and Tum (2010) with Turkish Cypriot 

and Turkish student teachers studying in teacher education programs in Northern 

Cyprus also found that the participants experienced considerably high levels of 
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foreign language anxiety. Thus, this study built upon these studies by adding further 

support to the claim that non-native Turkish Cypriot and Turkish EFL student 

teachers studying in teacher education programs in Northern Cyprus experience 

feelings of foreign language anxiety. The consistency in the findings of these studies 

strongly suggests that the necessary measures be taken in order to combat the feelings 

of foreign language teaching anxiety of student teachers in Northern Cyprus in order 

to both make sure that these feelings do not affect foreign language classroom 

instruction and protect the overall well-being of student teachers and future teachers 

in Northern Cyprus. 

Another aim of this study was to examine the effects of foreign language teaching 

anxiety on foreign classroom instruction and non-native EFL teachers and student 

teachers pedagogical choices. Horwitz(1996) suggested that foreign language 

teaching anxiety could have profound effects on classroom instruction . She claimed 

that highly anxious non-native foreign language teachers may tend to avoid using 

language-intensive linguistically-demanding activities in their classrooms. Being that 

the teacher and classroom activities are main source of target language input for 

foreign language learners, Horwitz(1996) states that such tendencies could drastically 

limit the amount of language-input of learners. 

Furthermore, she claimed that it is possible that learners would pick up on their 

teachers anxiety in the classroom. According to Horwitz(1996), this could engender 

feelings of anxiety in the learners too. 

Horwitz(1992) and Horwitz(1993) found that anxious non-native foreign language 

teachers and pre-service teachers were less likely to use language-intensive activities 
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even if they had already rated these activities as conducive for foreign language 

teaching/learning. 

However, Canessa(2004) found that anxiety did not affect the likelihood of a teacher 

using foreign language teaching/learning activities. In her study, the researcher also 

found that the majority of the participants were likely to use highly-demand acts 

rather than low-demand of acts regardless of their anxiety levels. 

The current study found that the anxiety levels of the participants did not affect their 

opinions or likelihood of using foreign language teaching/learning activities. In fact, a 

majority of the participants positively rated all of the activities regardless of their 

foreign language anxiety levels. 

Another interesting finding of the study was related to the pedagogical choices of the 

non-native EFL student teacher participants. As mentioned before, the student 

teachers were found to experience higher anxiety levels than the teachers. Despite 

this, the student teachers tended not only to highly rate their likelihood of using highly 

demanding activities, but they also tended to negatively rate the low-demand 

activities. For example, a third of the student teacher participants stated that they 

thought grammatical explanations in LI to be either poor or very poor and more than a 

third that they were either very unlikely or unlikely to use such activities in their 

classrooms. On the other hand, over 90% of student teacher participants rated 

language learning games as good or very good and that they were likely or very likely 

to use such games in their own classrooms.  

This finding is interesting since the present study had hypothesized that highly 

anxious participants would avoid using the highly demanding activities in their 

classrooms. A possible reason for this result may be the content of the methodology 
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courses the student teachers were enrolled in. Today most methodology courses 

advocate the use of language-intensive communicative teaching approaches and 

activities while presenting the use of LI in the classroom as something to be avoided. 

Thus, the beliefs of these student teachers may have been influenced by their current 

studies. It is possible that when they initiate their teaching careers their feelings of 

foreign language teaching anxiety will rise to the surface and begin to influence their 

pedagogical choices. 

Implications for in-service teacher training programs 

Although limited research has been conducted on foreign language teaching anxiety, 

the research that exists has indicated that there are a number of in-service non-native 

foreign language teachers who do experience feelings of foreign language teaching 

anxiety. The current study also provided support for this claim.  

The potential negative effects of foreign language teaching anxiety put forward by 

Horwitz (1996) have been previously described in this study. When these potential 

negative effects of foreign language teaching anxiety on foreign language classroom 

instruction and overall teacher well-being are considered, it is clear that in-service 

teacher training programs need to recognize the existence of foreign language 

teaching anxiety.  

It is probable that admitting their feelings of foreign language teaching anxiety to 

teacher trainers may be difficult for some in-service teachers. For this reason, it is 

essential that teacher trainers address the issue with sensitivity. Firstly, since most in-

service teachers are not likely to be aware of foreign language teaching anxiety as an 

affective construct, it would be beneficial for in-service teacher training programs to 

raise the teachers‟ awareness of the issue and inform the teachers of the reasons why 
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non-native foreign language teachers are susceptible to such feelings. Furthermore, 

teacher trainers need to familiarize themselves with the guidelines put forward by 

Horwitz (1996) for helping non-native foreign language teachers cope with feelings 

foreign language teaching anxiety. These guidelines include: 

 Acceptance of the fact that it is not abnormal to experience feelings of foreign 

language teaching anxiety from time to time. 

 Having teachers set realistic self-expectations for proficiency and performance 

in the target language. 

 Helping teachers appreciate thier own accomplishments in the target language. 

 Helping to teachers to recognize feelings negative feelings, such as culture 

shock, which potentially could reflect in one‟s approach to the target language. 

 Aiding teachers in becoming aware of relaxation techniques, such as 

imagining speaking well when faced with difficulties in the classroom, deep-

breathing, and progressive relaxation exercises to combat feelings of anxiety 

in the classroom. 

 Familiarizing teachers with the language learning process. 

 Helping teachers to develop a plan to improve language proficiency. 

 Being supportive of teachers to ensure they develop confidence. 

To conclude, Horwitz (1996) put forward that non-native foreign language teachers 

are susceptible of foreign language teaching anxiety. The findings of current study 

support the claim non-native foreign language teachers do experience feelings of 
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foreign language teaching anxiety. Based on the potential negative effects of foreign 

language teaching anxiety on foreign language classroom instruction and overall 

teacher well-being, it is of the utmost importance that in-service teacher training 

programs recognize the fact that their non-native teachers may likely be experiencing 

feelings of foreign language teaching anxiety and take the necessary measures to help 

these teachers deal with any feelings of foreign language teaching anxiety they may 

be experiencing. 

Implications for teacher education programs 

The claim that non-native foreign language student teachers are susceptible for 

experiencing feelings of foreign language teaching anxiety can be supported by the 

suggestions of Horwitz (1996). As described earlier in this paper, Horwitz (1996) put 

forward a number of suggestions for why non-native foreign language teachers are 

susceptible foreign language teaching anxiety candidates. These suggestions can also 

be applied to non-native foreign language student teachers.  

However, student teachers can be considered to be in an even more sensitive position 

than are foreign language teachers for a number of reasons. Non-native foreign 

language student teachers are generally still in the process of developing their 

command of the language they hope to one day teach. It is likely that many still feel 

uncertain while using the target language. Not only are such student teachers still in 

the process of mastering the target language, but they generally also have very little or 

no teaching experience, which can be assumed to intensify any anxiety they may 

experience during class. Furthermore, student teacher micro teachings, demo lessons, 

and teaching internships are usually observed and evaluated by teacher educators or 

teacher trainers. The evaluative aspect of these experiences could also potentially add 
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to the feelings of foreign language teaching anxiety experienced by non-native foreign 

language student teachers. A study conducted with non-native EFL student teachers 

by Kunt and Tum (2010) provided support for this suggestion as the participants‟ 

responses indicated that the evaluative nature of micro teachings in their methodology 

courses engendered feelings of foreign language anxiety in the participants. In short, 

these reasons suggest that non-native foreign language student teachers are 

susceptible for foreign language teaching anxiety. 

The current study provided support for this claim as the non-native EFL student 

teacher participants were found to experience considerable levels of anxiety. 

Moreover, according to the findings, the foreign language anxiety levels of the student 

teacher participants were higher than those recorded for the teacher participants. 

These findings carry some noteworthy implications for teacher education programs 

and teacher training programs around the world. Teacher educators and teacher 

trainers need to recognize the fact that non-native foreign language student teachers 

are susceptible candidates of foreign language teaching anxiety. It is especially 

important that these findings are kept in mind during micro teachings, demo lessons, 

and teacher internship programs. During such tasks, teacher educators and teacher 

trainers need to bear this possibility in mind rather than just focusing on evaluating 

the student teachers‟ performances. Moreover, teacher educators and trainers should 

try to alleviate any feelings of foreign language teaching anxiety their student teachers 

are experiencing before these student teachers initiate their teaching careers.  

According to Phillips (1992), being aware of the fact he/she is not alone in the 

feelings he/she is experiencing may have a relieving effect for foreign language 

learners. Similarly, student teachers need to be made aware of the fact that they are 
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not alone in the feelings they are experiencing. Techniques for dealing with feelings 

of foreign language teaching anxiety put forward by Horwitz (1996) were previously 

outlined in this study. Teacher educators and trainers need to be familiar with these 

guidelines so that they can provide support for non-native foreign language student 

teachers who may be experiencing feelings of foreign language teaching anxiety. 

To sum up, the findings of this study indicate that non-native foreign language student 

teachers experience considerably high levels of foreign language teaching anxiety. It 

is important that the existence of foreign language teaching anxiety be recognized by 

teacher educators and teacher trainers. The findings of the current study carry a 

number of important practical implications for teacher education and teacher training 

programs that will help non-native foreign language student teachers cope with their 

feelings of foreign language teaching anxiety..  

Limitations of the study 

This study is one of the first studies on foreign language teaching anxiety. The 

findings of this study furthered the literature on the construct; however, there are 

some limitations of the study, which must be kept in mind. 

Firstly, although the study aimed to shed some light on the construct of foreign 

language teaching anxiety, it only focused on non-native teachers and student teachers 

of English as a foreign language. None of the participants were teachers or student 

teachers of any other foreign language, such as French, German, or Spanish etc. Since 

the research on foreign language teaching anxiety is very limited, it remains unknown 

whether the findings of the current study could be generalized to non-native teachers 

and student teachers of other foreign languages. In the area of foreign language 

learning  anxiety, there are previous studies, such as Horwitz and Garza (1999), that 
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investigated whether certain languages were more anxiety-engendering than others. 

Similar assumptions could be made for foreign language teaching anxiety. Thus, this 

study is limited in that it only focuses on non-native teachers and student teachers of 

EFL. 

Another limitation of the current study is that it only collected quantitative data on 

foreign language teaching anxiety. As mentioned before, due to the fact that research 

on foreign language teaching anxiety is still in its infancy, both quantitative research 

and qualitative research on the construct would be an important contribution to the 

literature. However, in order to better our understanding of non-native teachers and 

student teachers‟ feelings of foreign language teaching anxiety studies incorporating 

both quantitative and qualitative research methods are needed. Thus, the current study 

being limited to only quantitative research methods is a limitation of the study. 

Stemming from this limitation, the current study was not able to determine whether 

other factors influenced the non-native teachers and student teachers‟ feelings of 

foreign language teaching anxiety. As mentioned in Canessa (2004), a number of 

variables including teachers and student teachers‟ motivation, personality types, levels 

of self-confidence, and willingness to take risks may have influenced the teachers and 

student teachers‟ levels of foreign language teaching anxiety. 

To sum up, the current study attempted to investigate the previously unexplored 

feelings of foreign language teaching anxiety of non-native teachers and student 

teachers. Although the findings of the current study bettered our understanding of the 

construct of foreign language teaching anxiety, it had some limitations that need to be 

bore in mind when considering the findings of the study. 
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Significance of the study 

The effects of anxiety on foreign language learning have always interested 

researchers. As mentioned in the introduction of this study, foreign language anxiety 

has been extensively researched in the last two and a half decades since foreign 

language anxiety was first put forward as a situation-specific anxiety unique to the 

foreign language classroom by Horwitz, Horwitz, and Cope (1986). However, 

researchers have mostly focused on the foreign language anxiety experienced by 

learners. It seems that researchers have forgotten that non-native foreign language 

teachers are, in essence, advanced-level foreign language learners. As a result, very 

little is known about foreign language teaching anxiety.  

This study attempts to shed some light on this under-researched phenomenon. It is one 

of the first studies to focus on foreign language teaching anxiety experienced by non-

native EFL teachers at the higher education level.  

Furthermore, it is the first study of its‟ kind to be conducted in Cyprus. Since EFL 

education in Cyprus begins at the elementary school level and continues through 

middle school, high school, and university and due to the fact that most EFL teachers 

in Cyprus are non-native teachers of the language they teach, foreign language 

teaching anxiety is of particular interest also to the context the study was conducted 

in. 

As touched upon earlier in this study, the challenges faced by non-native student 

teachers may be even greater than those faced by non-native teachers. It is likely that 

the added burdens of still being in the process of learning the target language and 

having relatively no foreign language teaching experience have the potential to 

engender considerable feelings of foreign language teaching anxiety in non-native 
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student teachers. However, the feelings of foreign language teaching anxiety of non-

native student teachers has received even less attention by researchers. This study is 

one of the first studies to focus on the feelings of foreign language teaching anxiety 

experienced by non-native foreign language student teachers.  

Moreover, as outlined in this study, foreign language teaching anxiety may potentially 

have a number of undesirable effects on foreign language instruction. When the 

potential effects foreign language teaching anxiety on classroom instruction are 

considered, the importance of better understanding non-native teachers and student 

teachers feelings of foreign language teaching anxiety becomes ever more apparent. 

This study attempted to address these issues by developing our understanding of this 

phenomenon. 

One of the contributions of this study to the literature is that it provides further 

support to the belief that teaching experience reduces the levels of foreign language 

teaching anxiety experienced. This study found that non-native teachers experience 

considerably lower levels of foreign language teaching anxiety than do non-native 

student teachers. This finding has considerable implications on teacher education 

programs as it is clear that teacher educators and trainers need to recognize the fact 

that non-native student teachers are in a very sensitive situation in terms of foreign 

language teaching anxiety. 

The fact that some non-native foreign language teachers also reported considerably 

high levels of foreign language anxiety is also of interest to school administrations. 

Non-native foreign language teachers around the world may be experiencing foreign 

language teaching anxiety on a day to day basis. School administrations need to be 
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aware of this fact and take the necessary steps to help their teachers cope with their 

feelings of foreign language teaching anxiety.  

Suggestions for further research 

There is very limited research on foreign language teaching anxiety in the literature at 

present. When the potential effects foreign language teaching anxiety could have on 

classroom instruction, student achievement, and overall teacher well-being are 

considered, it is clear that further research needs to be conducted on this topic in order 

to better understand foreign language teaching anxiety. The results of this study bring 

with them a number of suggestions for future research in this field of study. 

Firstly, further research could focus on conducting similar studies with teachers 

teaching at different levels of education and in different contexts. Due to the limited 

number of studies conducted on foreign language teaching anxiety, the replication of 

the study would be an important step in understanding this issue. It would also be 

beneficial to conduct a similar study with a larger sample of non-native foreign 

language teachers and student teachers so that the results of the study could be 

generalized to other populations. Moreover, future studies in various contexts could 

allow the results of studies on foreign language teaching anxiety to be compared 

between contexts and populations. 

Second, this study focused on non-native foreign language teachers teaching at the 

university or university foundation course level. It would be interesting to see studies 

conducted with non-native foreign language teachers teaching at the elementary 

school, middle school, and high school levels also in order to compare the findings. 

Thus, further empirical studies targeting different groups of teachers would be an 

interesting contribution to the current literature on foreign language teaching anxiety. 
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At present, it seems there are no studies that aim to investigate the effects that 

teachers‟ foreign language teaching anxiety could have on foreign language learners. 

Horwitz (1996) suggested that foreign language learners are likely to pick up on the 

feelings of anxiety of their teachers in the classroom, which could lead to the 

engendering of similar feelings in the learners. Future studies need to focus on 

whether this is the case. 

Another limitation involves the participants of the study. The current study collected 

data from participants who were all non-native teachers and student teachers of 

English as a foreign language. However, it is plausible that the findings could be 

different for non-native teachers and student teachers of other foreign languages, such 

as French, German, Spanish, etc. Research on foreign language learning anxiety has 

been extensively conducted on a number of languages. In order to further our 

understanding of the construct of foreign language teaching anxiety, it is necessary for 

similar research to be conducted with non-native teachers and student teachers of 

other foreign languages.  

Finally, the current study was limited to collecting quantitative data from the 

participants in order to investigate their feelings of foreign language teaching anxiety 

and the effects on foreign language classroom instruction. Future studies could also 

examine foreign language teaching anxiety through collecting qualitative data in order 

to further our comprehension of the phenomenon. For example, researchers could 

conduct interviews with non-native foreign language teachers and student teachers in 

order to further probe the reasons and causes of foreign language teaching anxiety. In 

addition, recorded classroom observations could be conducted in order to observe 

what causes non-native foreign language teachers and student teachers to experience 
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feelings of foreign language teaching anxiety in the classroom. Overall, more in depth 

studies that combine quantitative data with qualitative data are desperately needed in 

this area of study. 

This study attempted to further our current understanding of non-native foreign 

language teachers and student teachers‟ feelings of foreign language teaching anxiety. 

Foreign language learning anxiety has been extensively researched over the years; 

however, it has been forgotten that non-native foreign language teachers and student 

teachers are in essence foreign language learners themselves too. Although research 

on this construct is very limited, the research that does exist provides strong evidence 

of the existence of foreign language teaching anxiety as a debilitating affective 

construct. The current study also made a number of suggestions to assist teacher 

education and training programs to alleviate non-native teachers and student teachers‟ 

feelings of foreign language teaching anxiety.  

Today, the number of non-native foreign language teachers is increasing worldwide. 

As this number continues to increase and when the potential negative effects of 

foreign language teaching anxiety and considered, it is clear that further empirical 

studies on foreign language teaching anxiety are desperately needed.  
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Appendix A 

CONSENT FORM 

Title: A study of non-native foreign language teachers and student teachers‟ feelings 

of foreign language teaching anxiety. 

Conducted By: Danyal Oztas Tum: Telephone: 0533 886 44 00; e-mail: 

danyaloztastum@hotmail.com 

            Elaine Horwitz (supervisor) 

Of the University of Texas at Austin: Department/ Office; Foreign Language 

Education. Telephone: 4714078 

You are being asked to participate in a research study.  This form provides you with 

information about the study.  The person in charge of this research will also describe 

this study to you and answer all of your questions. Please read the information below 

and ask any questions you might have before deciding whether or not to take part. 

Your participation is entirely voluntary.  You can refuse to participate without penalty 

or loss of benefits to which you are otherwise entitled.  You can stop your 

participation at any time and your refusal will not impact current or future 

relationships with UT Austin, EMU, CIU, NEU or METU NCC.  To do so simply tell 

the researcher you wish to stop participation.  The researcher will provide you with a 

copy of this consent for your records. 

The purpose of this study is to investigate whether 200 non-native foreign language 

teacher and student teachers in North Cyprus experience feelings of foreign language 

teaching anxiety and determine whether such feelings have any kind of effect on 

classroom instruction. 

If you agree to be in this study, we will ask you to do the following things: 

 Fill out a background information questionnaire. 

 Fill out a Likert scale with statements eliciting their feelings about their 

proficiency in English as a foreign language. 

 Fill out a second Likert scale indicating their opinions of a number of 

language teaching approaches and how likely they would be to use each 

approach in their own classroom. 

Total estimated time to participate in study is approximately 20 (twenty) minutes. 

Risks of being in the study: 

 The risk associated with this study is no greater than everyday life.  

 Participation will be kept strictly confidential:  no identifying information will 

be included on the questionnaires and the data collected will be kept securely 

with the investigators and will not be shared with any third parties. 

Benefits of being in the study: 

 Apart from being an interesting experience, there are no benefits for 

participation in this study. Also, should you request, the findings of the study 

will be shared with you after the study has been completed. 

Compensation: 

 There is no compensation for participating in this study. 

Confidentiality and Privacy Protections: 
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 Your participation will be kept strictly confidential:  no identifying 

information will be included on the questionnaires. 

 You will be allowed to provide information at your own leisure within a time 

frame at any location you see fit. 

 You may skip over a question if you are uncomfortable answering it on the 

questionnaires. 

 The research data will be kept in a file cabinet in a locked room in my own 

residence. Any electronic information will be kept on my personal computer 

that only I have access to. 

 The data resulting from your participation may be made available to other 

researchers in the future for research purposes not detailed within this consent 

form. In these cases, the data will contain no identifying information that could 

associate you with it, or with your participation in any study. 

The records of this study will be stored securely and kept confidential. Authorized 

persons from The University of Texas at Austin, members of the Institutional Review 

Board, and (study sponsors, if any) have the legal right to review your research records 

and will protect the confidentiality of those records to the extent permitted by law.  All 

publications will exclude any information that will make it possible to identify you as 

a subject. Throughout the study, the researchers will notify you of new information that 

may become available and that might affect your decision to remain in the study. 

Contacts and Questions: 

If you have any questions about the study please ask now.  If you have questions later, 

want additional information, or wish to withdraw your participation call the 

researchers conducting the study.  Their names, phone numbers, and e-mail addresses 

are at the top of this page.   

If you would like to obtain information about the research study, have questions, 

concerns, complaints or wish to discuss problems about a research study with 

someone unaffiliated with the study, please contact the IRB Office at (512) 471-8871 

or Jody Jensen, Ph.D., Chair, The University of Texas at Austin Institutional Review 

Board for the Protection of Human Subjects at (512) 232-2685. Anonymity, if 

desired, will be protected to the extent possible. As an alternative method of contact, 

an email may be sent to orsc@uts.cc.utexas.edu or a letter sent to IRB Administrator, 

P.O. Box 7426, Mail Code A 3200, Austin, TX 78713. 

You will be given a copy of this information to keep for your records. 
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Appendix B 

Questionnaire 1: Background Information 

 

1. Country of origin:  

 

A. Cyprus B. Turkey C. The U.K        D. Other 

 

2. Age: 

 

A. 18 – 25 B. 26 – 33 C. 34 – 40 D. 40+ 

 

3. Gender:              
 

A. Male B. Female    

       

4. Native language(s): 

 

A. Turkish     B. English    C. Turkish and English      D. “Other” or “Other 

and Turkish” 

 

5. Latest degree obtained: 

 

A. Bachelors B. Masters C. Doctoral (PhD) D. Other 

 

6. Years of formal study of English: 

 

A. 1 – 5 B. 6 – 11 C. 12 – 17 D. 18+  

 

7. Years of EFL teaching experience 

 

A. 1 – 5 B. 6 – 11  C. 12 – 17  D. 18+     

 

 

8. Amount of time in an English-speaking country or countries. Please add 

up the time spent if there is more than one occasion. (for example, 5 

months in the England; 12 in Canada; mark answer corresponding to 

total of 17 months)  

 

A. Less than a year  B. 2 – 3 years     C. 4 – 5 years      D. 6 or more years 

 

9. While in the target-language country, how much contact did you have 

with native speakers? (Check ONE) 

 

A. Great deal of contact 

B. Some contact 

C.  Occasional contact for survival purposes 
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10. How would you describe your command of English? 

 

A. Near-native 

B. Adequate for most of my needs 

C. Adequate for most of my needs although I often have difficulty expressing 

          myself or understanding native speakers 

 

Questionnaire 2: Feelings about proficiency in English 

Each of the following statements refers to how you feel about your proficiency in 

your major foreign language.  For each statement, please indicate whether you:   

strongly agree (A), agree (B), neither agree nor disagree (C), disagree (D), or 

strongly disagree (E).  Please answer every item and write your response on the line 

following each statement.  

 

11. It frightens me when I don't understand what someone is saying in English. 

12. I would not worry about taking a course conducted entirely in English.  

13. I am afraid that native speakers will notice every mistake I make. 

14. I am pleased with the level of English proficiency I have achieved. 

15. I feel self-conscious speaking English in front of the other (student) teachers. 

16. When speaking English, I can get so nervous I forget things I know. 

17. I feel overwhelmed by the number of rules you have to learn in order to speak 

English. 

18. I feel comfortable around native speakers of English.  

19. I never feel quite sure of myself when I am speaking English in front of native 

speakers. 

20. I am not nervous speaking English with students.   

21. I don't worry about making mistakes in English.   

22. I speak English well enough to be a good foreign language teacher.   

23. I get nervous when I don't understand every word a native speaker says.  

24. I feel confident when I speak English. 

25. I always feel that other (student) teachers speak the language better than I do.  
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26. I don't understand why some people think learning English is so hard.   

27. I try to speak English with native speakers whenever I can.  

28. I feel that my English preparation was adequate to become an EFL teacher.  

Questionnaire 3: Foreign language teaching / learning activities 

 

The following is a list of approaches and activities for teaching / learning English.  On 

scale "i", indicate your opinion of each as a language teaching approach / activity.  

On scale "ii", indicate how likely you would be to use the approach / activity in your 

own teaching if program considerations were not a factor.  If you are not familiar 

with the teaching approach please leave the item blank. 

 
Role-play activities 

   29. i)          A                     B                       C                            D             E 
       /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

   30. ii)            A                            B                  C                     D                            E 

              /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Pattern drills 

   31. i)         A                     B                       C                            D              E 
             /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    32. ii)                A                        B                   C                     D                           E 

               /very likely to use/ /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

A communicative syllabus 

    33. i)         A                     B                       C                            D             E 
 /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    34. ii)               A                           B                 C                      D                            E 

   /very likely to use/ /likely to use/   /not sure/   /unlikely to use/ /very unlikely to use/ 

 

A grammatical syllabus 

    35. i)       A                      B                       C                            D              E 
 /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    36. ii)                A                       B                     C                   D                              E 

                /very likely to use/ /likely to use/   /not sure/  /unlikely to use/  /very unlikely to use/ 

 

Total physical response 

     37. i)         A                     B                      C                             D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

     38. ii)             A                            B                 C                     D                            E 

                /very likely to use/ /likely to use/  /not sure/   /unlikely to use/  /very unlikely to use/ 
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Grammatical explanations in English 

     39. i)       A                     B                       C                            D               E 
              /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

     40. ii)       A                             B                  C                      D                          E  

            /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Grammatical explanations in the native language 

    41. i)       A                       B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    42. ii)       A                             B                    C                      D                           E 

             /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Pair-work and small-group activities 

    43. i)          A                     B                       C                           D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

  

    44. ii)            A                         B                   C                     D                           E 

             /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Giving explanations of the target culture in English 

   45. i)           A                     B                       C                           D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

   46. ii)             A                          B                  C                   D                          E 

             /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Using authentic reading materials 

    47. i)          A                     B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    48. ii)             A                         B                  C                   D                               E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Using authentic listening materials 

   49. i)           A                     B                       C                            D             E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

   50. ii)                A                        B                  C                      D                            E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Translation 

    51. i)          A                     B                       C                            D             E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    52. ii)             A                          B                  C                      D                            E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 
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Whole-class discussions in English 

    53.i)           A                     B                       C                          D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    54. ii)             A                          B                   C                     D                          E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Language learning games 

    55. i)          A                     B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    56. ii)             A                         B                   C                      D                           E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Dialogue journals  (teacher and students correspond back and forth in English) 

    57. i)          A                     B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    58. ii)              A                        B                    C                    D                            E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Discussion in English of effective language learning strategies 

    59. i)       A                        B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    60. ii)       A                                  B                 C                       D                         E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Discussion in the native language of effective language learning strategies 

    61. i)          A                     B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    62. ii)                A                         B                  C                      D                         E 

  /very likely to use/ /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Written grammar exercises 

   63. i)            A                    B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

   64. ii)       A                                B                    C                       D                            E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Describing in English some of your experiences in the target country (ies) 

   65. i)           A                     B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

   66. ii)                A                         B                 C                      D                            E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 
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Pronunciation exercises 

    67. i)           A                     B                       C                          D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    68. ii)              A                    B                        C                            D                E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 

 

Task-based activities   

    69. i)       A                        B                       C                            D               E 
  /very good/         /good/     /neither good nor bad/      /poor/    /very poor/  

 

    70. ii)             A                           B                 C                     D                            E 

 /very likely to use/  /likely to use/   /not sure/   /unlikely to use/  /very unlikely to use/ 
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