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ABSTRACT

FOREIGN LANGUAGE TEACHING ANXIETY OF TEACHER CANDIDATES:
THE LEVEL, SOURCES AND COPING STRATEGIES

MERVE MUTLU

Master’s Thesis / Department of Foreign Languages Teacher Education / English
Language Teaching Education Department

Supervisor: Assoc. Prof. Dr. Eda USTUNEL
July 2017, 165 pages

This study aimed to investigate the phenomenon Foreign Language Student Teacher
Anxiety (FLSTA) according to English Language Teaching Department Teacher
Candidates (TCs) completing their teaching practicum experience. The researhcer
intended to present a holistic view of the construct by presenting the definition, and the
sources of FLSTA, together with the possible coping strategies. Moreover, the study
aimed to find the level of anxiety experienced by the TCs through the different periods
of their teaching practicum. The Foreign Language Student Teacher Anxiety Scale
(FLSTAS) developed by Merg (2010) was administrated to 46 TCs for quantitative data
collection. Furthermore, in-class observations, semi-structured interviews and focus
group interviews were used for the qualitative phase of the study. The quantitative
results revealed that TCs experience a moderate level of anxiety related to their teaching
practicum, and two categories causing the highest level of anxiety were "the students"
and "the fear of beig criticized by their peers". It was also seen that there was a
significant decrease at the level of anxiety TCs experience throughout the end of their
teaching practicum. Finally, the qualitative results suggested that English Language
Teaching Department TCs defined FLSTA as either an emotion they feel, a situation
they experience or the perception about themselves. The sources of anxiety were
presented as; TCs’ personality, their lack of teaching skills, poor language proficiency,
their mentors, students they teach, the teaching practicum system, and factors related to
the teaching procedure. TCs used intervention and prevention strategies to cope with
their anxiety and finally their anxiety level decreased due to cases related to either the
students, or the teaching procedure.

Key Words: foreign language student teacher anxiety, teacher candidates, teacher
education, non-native English speakers




OZET

OGRETMEN ADAYLARININ YABANCI DiL OGRETME KAYGISI:
KAYGININ DUZEYI NEDENLERI VE KAYGIYLA BASA CIKMA
STRATEJILERI

MERVE MUTLU

Yiiksek Lisans Tezi / Yabanci Diller Egitimi Anabilim Dah / ingiliz Dili Egitimi
Bilim Dah

Damsman: Do¢. Dr. Eda USTUNEL
Temmuz 2017, 165 sayfa

Bu calismanin amaci, Ingilizce Ogretmenligi Boliimii §gretmen adaylarmin gretmenlik
uygulamasi kapsaminda yasamug olduklari Yabanci Dil Ogretmen Adayr Kaygisi’ni
(FLSTA) incelemektir. Arastirmaci, Yabanei Dil Ogretmen Adayr Kaygisina biitiinciil
bir bakis agist tutabilmek amaciyla kayginin tanimini ve kaynaklarini, ayrica kaygi ile
baga ¢ikma stratejilerini sunmayir hedeflemistir. Ek olarak bu ¢aligma &gretmen
adaylarinin, 6gretmenlik uygulamasinin farkli dénemlerinde yasamis olduklar: yabanci
dil 6gretme kaygisimin seviyesini Slgmeyi amaglamugtir. Nicel verilerin toplanmasi,
Merc (2010) tarafindan gelistirilen Yabanci Dil Ogretmen Adayr Kaygis1 Olgeginin
(FLSTAS) 46 6gretmen adayina uygulanmast ile gergeklestirilmistir. Caligmanin nitel
boyutu i¢in, Yabanct Dil Ogretmen Adayr Kaygisi Olgeginin sonuglarma gore
belirlenen 12 &gretmen adayinin simif-igi gozlemlenmesi, birebir goriisme ve odak grup
goriismesi  gergeklestirilmistir. Nicel bulgulara gdre Ingiliz Dili Egitimi 83retmen
adaylar1 orta derecede yabanci dil 6gretme kaygisi yasamaktadir ve katilimcilarin
kaygisinin en fazla oldugu alan, derslerine girdikleri &grencilerdir. Ogretmen
adaylarinin yasamig oldugu yabanci dil 6gretme kaygisi diizeyinin 6Zretmenlik
uygulamasi dersi sonunda anlamli bir sekilde azaldig1 da goriilmiistiir. Son olarak nitel
bulgular Yabanci Dil Ogretmen Adayr Kaygist ile ilgili genis agiklamalar sunmustur.
Ogretmen adaylarina gore kaygi ya bir duygu, ya yasanan bir durum ya da kendilerinin
algilama bigimlerine bagl bir yapidir. Yasanan kayginin kaynaklari; kendi kisilikleri,
Ogretme becerisindeki eksiklikleri, zayif dil diizeyleri, damisman &gretmenler,
dgretmenlik uygulamas: sirasinda dersine girdikleri 6grenciler, 6gretmenlik uygulamasi
sistemi ya da dgretme siireci ile ilgili faktorler. Ogretmen adaylar1 yasadiklari kaygi ile
basa ¢ikmak igin Onleme ya da miidahale stratejileri kullanmaktadirlar ve kaygi
diizeyleri &grencileri ile ilgili ya da &gretme siireci ile ilgili olumlu durumlarda
diismektedir.
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Anahtar Kelimeler: yabanct dil 8gretmen aday1 kaygisi, 6gretmen adayi, 68retmen
egitimi, Anadili Ingilizce olmayan konusmaci
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CHAPTER 1

INTRODUCTION

How to be a teacher in 2017

Make sure your students’ academic, emotional, psychological, mental, spiritual,
physical, nutritional, and social needs are being met, while being careful not to
over-stimulate, under-stimulate, or neglect them in a classroom that is plastic-
free, processed-food free, negative-energy free, body conscious, socially
conscious, mindful,egalitarian but authoritative, nurturing but fostering of
independence, gentle but not overly permissive, and uses just the right amount
of technology- too much and you’ll harm their development, too little and you
won’t set them up for the future.

Oh, and do not forget a pencil

This extract has been posted on social media by one of the senior year Teacher
Candidates (TCs) studying in the English Language Teaching Department at a state
university in Turkey. The extract explains the effect of various dimensions on teaching
occupation and how a teacher candidate, who has completed her teaching practicum
experience, perceives teaching. The concept of teaching has many dimensions, like the
human relations, the rules, the tasks to complete, and the guidance to provide. When
teaching is the case it is impossible to separate the feelings than all the duties and
responsibilities the teacher needs to fulfill. Teaching contains the entire emotions
human beings encounter through their lives, in this sense regardless of their major all
teachers should be aware of the impact of feelings on their occupation and be able to
control their emotions in order to secure the environment for their students, other
teachers and themselves. This idea is even more valid for language teachers when the
affective domain of language learning and teaching is considered. It can be said that
language is inseparably woven into the fabric of virtually every aspect of human

behavior and can not be separated from the whole (Brown, 2007). Consequently, the



affective domain should be taken into consideration by all the sharers of education like

teachers, instructors, teacher trainers, teacher candidates, and researchers.

1.1 Background of the Study

Related with self-efficacy, self-esteem, inhibition and risk-taking the construct of
‘anxiety’ plays a major role in second language acquisition (Brown, 2007). Anxiety is
basically seen as a negative emotion associated with worry, nervousness, fear, self-
doubt and frustration (Williams, Mercer & Ryan, 2015; Brown, 2000). While some
people tend to be generally anxious individuals, there is a specific form of anxiety
known as foreign language anxiety related to using or learning a foreign language
(Horwitz, Horwitz & Cope, 1986) every learner might experience this type of anxiety in

the context of learning or using a foreign language.

The research on anxiety has been going on through decades and some categorizations
have been made by various researchers. The first distinction was made by Hodges and
Spielberger as trait and state anxiety (cited in Scovel, 1978). ‘State anxiety’ is a
permanent predisposition to be anxious and shows itself in people who are generally
anxious about many things while ‘trait anxiety’ is more momentary and experienced in
relation to a particular event or act (Brown, 2007). Another classification is made by
Alpert and Haber (1960) to define anxiety according to its effect on performance, and
the concepts facilitative and debilitative anxiety has arisen or what Oxford (1999)
referred as helpful and harmful anxiety. Anxiety is mainly seen as something negative
and inhibitive for performance which is defined as debilitative anxiety; however,
researchers found that a certain degree of anxiety can facilitate or improve the
performance to complete a task which is referred to as facilitative anxiety (Scovel,

1978; Brown, 2007; Williams, Leader, Mannion, & Chen, 2015).

Anxiety is not a situation only experienced by leamers; teachers also experience some
concerns and problems when they face the teaching situation. Fuller (1969) investigated
the level and type of concerns teachers and TCs face through their whole professional
life. She stated that starting from their teacher trainee programs until the end of their

career teachers face different phases of problems such as 1) concerns about self, 2)




concerns about task, and 3) concerns about impact on others. Following Fuller’s work
George developed the "Teacher Concerns Questionnaire" to measure the concerns
teachers experience during teaching. One factor to consider at this point is the terms
being used to express to problems teachers face during their teaching activities. Even
the dictionary definitions’ present different meanings, terms like anxiety, worry,
concern, fear, and distress are often used interchangeably in literature (Andersson-
Segesten, Erichsen, Westerlund & Ojerskog, 1989). However, Keavney and Sinclair
(1978), stated that even they are related the terms like concern, anxiety and problems
are not exactly synonyms (Keavney & Sinclair, 1978). In order to overcome this
confusion, scales were developed to measure teaching anxiety in a more methodological
way. Such as the Teaching Anxiety Scale (TCHAS) developed by Parsons (1973). The
TCHAS was designed to measure anxiety specific to the task of teaching, since it was
argued that "situation specific measures of anxiety may be better predictors of specific
behaviors than are general anxiety measures" (Keavney & Sinclair, 1978). Later Hart
developed the Student Teacher Anxiety Scale (STAS) in 1987 which became one of the
most widely used tools to measure the anxiety of student teachers. (Hart,1987, cited in

Merg, 2010).

Teaching anxiety is also a frequently seen situation among foreign language teachers.
The anxiety, which is specifically related to foreign languages, was first defined by
Horwitz, Horwitz and Cope (1986) as FLA, stated as "a distinct complex of self-
perceptions, beliefs, feelings, and behaviors related to classroom language learning
arising from the uniqueness of the language learning experience". Foreign language
learners in all levels might experience this type of anxiety when they step into the
situation of using the target language. It is the teachers’ responsibility to create a non-
threatening environment for the students and reduce the anxiety. At this point Horwitz
stated that language teachers sincerely deal with their students’ feeling and try to
minimize the anxiety; however, while considering the well-being of their students they
might not consider that they themselves experience foreign language anxiety and the
effects of it on their teaching (Horwitz, 1996). Moreover, it is explained that language
learning is an ongoing never-ending process, so non-native language teachers can be
seen as advanced language learners and time to time they might show the reactions seen

in inexperienced language learmers (Horwitz et al. 1986).




When literature is examined it is seen that, besides the experienced foreign language
teachers feeling anxious about their teaching, the pre-service teachers, the students
enrolled in teacher education programs and studying to become teachers, also
experience this kind of anxiety. Even the anxiety experienced by both the teachers and
TCs are very similar to each other it should be kept in mind that TCs have many
requirements to complete and the problems they face while teaching include some
differences than the experienced teachers. In this sense a new construct "Foreign
Language Student Teacher Anxiety" has emerged and first defined by El-Okda and Al-
Humaidi (2003) as "It is a sort of anxiety that results from having to act as an expert of a
language that is not your mother tongue". Several studies (Cubukeu, 2008; Merg, 2010;
Giingdr & Yayli, 2012; Tiim, 2013) have been conducted for further investigation of the

issue.

1.2 Teaching Practicum

Teaching practicum is an important part of every teacher education program, and it has
also been included in Foreign Language Teaching education programs such as English
Language Teaching Departments, Teaching English as a Foreign Language
Departments, TESOL institutes or any English education curriculum. Practicum might
be defined as a context which involves supervised teaching, experience with systematic
observation and the opportunity for gaining familiarity with a particular teaching
context (Gebhard, 2009). Many different terms is being used to refer to the practicum,
like practice teaching, apprenticeship, field experience, internship, and practical

experience.

Many researchers have investigated the general role, responsibility and setting of
teaching practicum, moreover Gebhard (2009, p. 251) has listed the main goals of the

practicum under eight titles;
Practicum provides teacher learners to,

1. Gain practical classroom teaching experience

2. Apply theory and teaching ideas from previous coursework



Discover from observing experienced teachers
Enhance lesson planning skills

Gain skills in selecting, adapting and developing original course materials

S L A W

Expand awareness of how to set their own goals related to improving their
teaching

7. Question, articulate and reflect on their own teaching and learning philosophies
8. See their own teaching differently by learning how to make their own informed

teaching decisions.

Previously, teaching practicum was approached witihin a training framework, which led
TCs to master on specific behaviors like teacher talk, questioning techniques, use of
praise, and wait time in an isolated manner. However, a new approach has emerged
regarding the emphasis on teacher development, which focuses on raising awareness on
TCs own loger-term teacher development goals (Burns & Richards, 2009). However,
TCs state that the ideals they formed during their education usually turn to realities of
the political and social contexts of the school. It can be assumed that the teacher
education programs can not provide realistics environments they would face when they
become working teachers. Thus, TCs have to cope with a sink or swim situation on their
own and this causes feelings of discouragement, fear and anxiety among the teachers-to-

be (Varah, Theune, & Parker, 1986).

1.3 Significance of the Study

This study is initiated with theoretical and practical motives. Together with the
theoretical background presented previously, the researcher had been studying and
supervising TCs at Mugla Sitk1 Kogman University and observed the level of anxiety
experienced by TCs regarding teaching in actual classrooms. It was seen by the
researcher that, even before they start the actual teaching activities the TCs express their
negative feelings and fears about the teaching practicum, so it was a necessity to find

out the level of anxiety, its sources and what can be done to overcome these problems.



Horwitz (1996) noted that there is a little amount of research on foreign language
teacher anxiety, the focus of researchers has mainly been on foreign language learner
anxiety and the ways to establish a safe, un-threatening language classroom
environment. However, as mentioned before teachers also experience a type of anxiety
in their classes because of the following reasons; high achievers might feel more
anxious than the ordinary learners and because language teachers can be seen as high
achievers they experience this specific anxiety. Also there are high expectations and
pressure on language teachers to always be native-like at using the language so this
might create negative feelings on the teachers. Moreover, Horwitz presented that the
anxiety experienced by teachers might be just the continuum of the foreign language
learner anxiety they have experienced while they were learning the target language
(Horwitz, 1996). Literature also shows that there actually is a concept as foreign
language teacher anxiety (Medgyes, 1983; Horwitz, 1996; Kim & Kim, 2004; Ipek,
2007, Merg, 2010) and to be able to differentiate this concept from language learning

anxiety, studies with deeper investigation should be conducted.

When accepting the fact that language teachers experience anxiety while teaching, it
should be considered natural for TCs to experience this anxiety before they start their
profession. Such a feeling of anxiety and inadequacy gots even worse, when a person is
sure that all parties concerned -the teachers, mentors, principles and students- believe
that the TCs are still students obligated to perform different functions of teaching,
additionally treading in somebody else’s territory (El-Okda & Al-Humaidi, 2003).
Investigating foreign language teacher anxiety and the way it influences the language
practicum is important for several reasons; it suggests the importance of identifying the
classroom situations that can pose a threat for teachers and shows the importance of
investigating the possible coping mechanisms and styles teachers use to deal with
classroom threat and the influences these styles have on student behavior (Keavney &
Sinclair, 1978). It is believed that this defined teaching anxiety roots for language
teachers even before they become working teachers so the same problems are
experienced by TCs. After TCs complete their teaching education program they would
become ready for the challenges waiting for them regarding their profession. Even
native TCs face challenges while developing their pedagogical competence, so the non-
native foreign language teachers have bigger problems since they have to improve their

target language besides every other requirement during the teacher training program. In




this sense the requirement expected from language teachers to teach language through
language causes a rise in foreign language teaching anxiety (Kim, 2002). Moreover, the
in-sufficient amount of teaching experience during the teacher training program may
cause inadequacy and self-doubt for TCs and these repeated feelings may develop into
anxiety akin to those experienced by foreign language learners (Tim, 2013). In
addition, Mau (1997) presented the benefits of investigating student-teacher concerns,
for three parties; for student teachers, for the development of their professional
confidence; for the school principle, the cooperating teacher and pupils who student
teachers teach, and for higher-education lecturers, for the contribution of formulating
the content and sequence of course curriculums. It can be interpreted that teachers’
feelings of I‘anguage teaching anxiety have negative effects on foreign language
education. A main body of research has been conducted regarding foreign language
learners’ anxiety and new research should focus on teachers’ and TCs’ feelings. It is
important for researchers and instructors to address the teaching anxiety of TCs before

they complete their teacher training program and initiate their teaching career.

Together with the rapid changes of education and the role of teachers, teacher education
programs should prepare the TCs of foreign language teaching with high quality
standards to meet the needs of their students. Therefore, it has become crucial to
investigate the concerns, anxieties and challenges of TCs in terms of English language
teaching and learning, especially in countries like Turkey, where English is a second or
foreign language. At the teacher education programs the student teachers have to cope
with two sources of challenges; learning as a student in their institution and teaching in
schools as prospective teachers (Abou-Assali, 2015). Consequently, the research of the
anxieties experienced by TCs should be held delicately to investigate the phenomenon

in a holistic manner.

The main factor that discriminates this study from previous ones is the method it uses,
which is collecting data from two different groups; the TCs with high level of anxiety
and the TCs with low level of anxiety. By getting information from two groups who
experience the current issue at opposite extreme levels, the researcher aims to obtain a
more realistic, multi-directional approach to the phenomenon. After detecting these
participants with a context sensitive data collection tool (Foreign Language Student
Teacher Anxiety Scale developed by Merg in 2010), the researcher continued to
investigate FLSTA in the eyes of TCs with high and low level of anxiety. Moreover,



many studies have been conducted to find about the sources of anxiety and the
strategies to cope with it, however this study is the first to investigate the construct with
an integrated approach. It should not be forgotten that the best way to solve a problem is
to get to know everything about the issue starting with what it is, what are the causes
and all details of the phenomenon. In this sense this study aims to study foreign
language student teacher anxiety by explaining how it is defined, its sources the coping

strategies and the cases when it decreased.

1.4 Purpose of the Study

The present study aims to investigate the following issues; To begin with, the study tries
to investigate the phenomenon ‘Foreign Language Student Teacher Anxiety” (FLSTA),
according to TCs studying in the English Language Teaching Department at a State
University in Turkey, with a detailed and holistic approach. First the study aims to find
level of FLSTA experienced by Turkish ELT department TCs through quantitative and
qualitative measures. Moreover, the change in the level of FLSTA experienced by
English as a Foreign Language (EFL) TCs throughout teaching practicum process is
aimed to be found. In order to understand and have a more comprehensive and detailed
investigation of FLSTA, the researcher examines how TCs define anxiety, together with
the sources of the anxiety they experienced. Also the possible solutions and strategies
for coping with anxiety presented by TCs are investigated along with the cases the

strategies succeed and their anxiety decrease.

1.5 Research Questions

Based on the reviewed literature it was seen that there is a great need of investigation
upon the construct foreign language student teacher anxiety, in this sense the following

research questions were presented to form the bases of the study:




1. What is the level of foreign language teaching anxiety that English language
teaching department Teacher Candidates experience at the beginning and at the
end of their teaching practicum?

2. How do English language teaching department Teacher Candidates define
Foreign Language Student Teacher Anxiety?

3. What are the sources of Foreign Language Student Teacher Anxiety experienced
by English language teaching department Teacher Candidates?

4. Which strategies do Teacher Candidates use in order to cope with their anxiety

and when does their anxiety decrease?

1.6 Scope of the Study

This study is limited with the TCs in the Turkish context. The participants are TCs from
Mugla Sitki Kogman University Educational Faculty to this respect, the findings can

only be limited to the anxieties experienced by TCs in the research context.

The study uses both quantitative and qualitative data collection tools to identify the
level and sources of foreign language teaching anxiety experienced by TCs. The
Foreign Language Student Teacher Anxiety Scale (FLSTAS) was used for quantitative
data collection while observation, individual interviews and focus group interviews

were used for gathering qualitative data.

1.7 Operational Definitions

Different lexical items are used in literature to define different terms by researchers in
the field. To prevent the possible confusions that might occur for readers and to be

consistent with literature the following terms were used for the present study:

Teacher Candidates: The senior (fourth or final) year students in the English Language
Teaching (ELT) department doing their teaching practicum in different practicum
schools. Many different terms are used in literature having the same description like;

pre-service teacher, student teacher, and trainee teacher. The term teacher candidate is
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preferred by the researcher to describe the participants in the study however other terms

would also be used interchangeably.

Supervisor: In this study supervisor is defined as the faculty teaching staff for the

coordination of practicum.

Cooperating Teachers: The cooperating teachers are the in-service teachers working in

public schools, who are observed by the TCs during the teaching practicum.

Teaching Practicum: The pre-set activities which include sending TCs to certain schools
as a component of the teacher education program they should complete as a requirement
for their graduation. Other terms are also used such as practice teaching, field
experience, apprenticeship, and internship however the term practicum is mainly used in

the present study.

Teaching Anxiety / Teacher Anxiety: These terms will be used interchangeably to
explain the type of anxiety experienced by teachers and TCs regarding the teaching

activities.

Abbreviations

EFL: English as a Foreign Language

ELT: English Language Teaching

ELTEP: English Language Teaching Education Program
FL: Foreign Language

FLA: Foreign Language Anxictyr

FLTA: Foreign Language Teaching Anxiety

FLSTA: Foreign language student teacher anxiety
FLSTAS: Foreign Language Student Teacher Anxiety Scale
NS: Native speaker

NNS: Non-native speaker

TCs: Teacher Candidates

TL: Target language
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CHAPTER 1I

LITERATURE REVIEW

During the last three decades, researchers extensively studied the role of emotional
variables in second/foreign language and teaching. Some of these variables are
temperament, aptitude, personality, age, gender, motivation, creativity, self-esteem and
anxiety. Several studies were found in literature investigating the construct foreign
language anxiety experienced by learners, teachers and TCs. To have a deeper
understanding about the notion, first the concept of anxiety in general has been
explained continuing with studies related to foreign language anxiety, teacher anxiety

and finally foreign language teaching anxiety experienced by TCs.

2.1 What is Anxiety?

It was seen that Freud was one of the early thinkers to recognize the influence anxiety
have on human life, he defined the feeling of anxiety as; an unpleasant affective state or
condition similar to dread or nervousness, with physiological and behavioral
manifestations (Spielberger, 1966, p. 9). Literature shows that anxiety is seen as a
potential impediment to learning (Tiim, 2013) and defined by different researchers as "
apprehension, a vague fear that is only indirectly associated with an object. It is
generated through the arousal of the limbic system, the primitive, subcortal chassis of
cerebrum, which plays an important indirect role in many kinds of human enterprises

including communication" (Scovel, 1978, cited in Huang, 2012, p. 1)

Reber (1985) defined anxiety as a vague, unpleasant state which contains qualities of
apprehension, dread, distress and uneasiness. As Reber stated anxiety arouses feelings

of uneasiness and it doesn’t only cause physiological reactions like sweating, or
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increased heartbeat, but also affects the way we bahave such as the tendency to avoid

anxiety provoking situations (Whitehead-Pleaux, Baryza, & Sheridan, 2006).

Many classifications have been made in order identify the different types of anxiety,
however there are two main divisions found in literature. The first classification which
was presented by Maclntyre and Gardner (1991) identified three approaches to study
anxiety; trait anxiety, state anxiety and situaiton-specific anxiety. Traif anxiety is "an
individual’s likelihood of becoming anxious in any situation" (Spielberger, 1983, cited
in Maclntyre & Gardner, 1991). This type of anxiety is mostly seen as a personality
feature of a person and can be said that a person who experiences trait anxiety would
become anxious in various types of situations. State anxiety is the apprehension that a
person experiences at a particular moment in time (MacIntyre & Gardner, 1991). State
anxiety is a temporary emotional state and it is a passing feeling which can escalate
under certain circumstances (Tiim, 2013). The situation-specific anxiety is stable over
time like state anxiety yet it occurs under specific circumstances. McIntyre and Gardner
(1991) stated that situation-specific anxiety can be considered as trait anxiety which is
limited to a well-defined situation like test anxiety, public speaking, solving math

problems or the anxiety in a foreign language classroom.

The other classification for anxiety seen in literature is the distinction between
deblitative and facilitative anxiety (Scovel, 1978; cited in Tiim, 2013; Crookall &
Oxford, 1991; Brown, 2007). This categorization is based on the effects of anxiety on
learning and performance. It was seen that while facilitating anxiety has an effect to
improve, trigger and motivate the person about learning and performance, debilitating
anxiety could influence the poor learning and performance. The facilitating effect of
anxiety occurs when the task triggers a little amount of anxiety on the person to fight
the learning task and succeed however; too much anxiety might become debilitating and

motivates the learner to adopt avoidance behaviour towards the learning task (Scovel,

1978, cited in Tanveer, 2007).
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2.2 Foreign Language Anxiety

For many years scholars have been researching the affects of anxiety on foreign
language learning however, the contradicting results failed to find the relation between
anxiety and and foreign language performance. In his review in 1978, Scovel was the
first to state that the reason for the contradictions were based on the failure to define the
type of anxiety to measure and the different tools used by researchers to investigate the

phenomenon (cited in Horwitz et al., 1986).

After the statement of Scovel, scholars started to approach the anxiety experienced at
foreign language contexts as a situation-specific anxiety unique to second language
learning (Tiim, 2013). Gardner explained that a need aroused to distinguish between a
trait anxiety which could occur during many situations and an anxiety which is specific
to language learning situations (Gardner, 1985). With a groundbreaking study Horwitz
et al. treated foreign language anxiety (FLA) as a distinctive phenomenon specific to
language learning and defined the construct as "a distinct complex of self-perceptions,
feelings and behaviors related to classroom learning arising from uniqueness of the
language learning process" (1986, p. 128). Other scholars made similar definitions for
FLA. Oh (1992) defined FLA to be a situation-specific anxiety students experience in
the classroom, which is characterized by negative self-centered thoughts, feelings of
inadequacy, fear of failure, and emotional reactions. McIntyre and Gardner (1994)
stated it was "the feeling of tension and apprehension specifically associated with

second language contexts including speaking, listening and learning" (1994, p. 284).

Horwitz et al. indicated that FLA was related to performance evaluation within an
academic and social context, therefore they presented three performance anxieties
related to language anxiety; 1) Communication apprehension, 2) Test anxiety and 3)
Fear of negative evaluation. As the first component authors stated that communication
apprehension is a type of shyness characterized by fear of anxiety about communicating
with others so people were feeling this anxiety when they have to express themselves or
comprehend others. Horwitz explained that in foreign language classrooms this type of
anxiety was frequently observed since learners have little control of the communicative
situation and they were continously monitored. The other performance anxiety related
to language anxiety is test anxiety since performance evaluation is mostly present in

foreign classrooms. The notion was defined as a construct under performance anxiety
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stemming from a fear of failure (Gordon & Sarason, 1955). Rather than seeing it as a
medium for communication, most language learners think they are constantly being
tested whenever they communicate in a FL. Horwitz et al. (1986) also mentioned that
students who have text-anxiety put unrealistic demands on themselves and whenever
they Show a less then perfect performance they experience failure. The last component
related to FLA was the fear of negative evaluation and was defined as "apprehension
about others’ evaluations, avoidance of evaluative situations, and the expectation that
others would evaluate oneself negatively" (Watson & Friend, 1969, cited in Horwitz et
al., 1986, p.128). It was stated that even similar to test anxiety, fear of negative
evaluation had a larger scale since it was not directly related to situations people take
tests, but could ocur in any social condition which was evaluative. Horwitz et al. (1986)
explained how foreign laguage learning was different than other subjects, as the

constant evaluation of learners by the language teacher and also their classmates.

When measuring the anxiety learners experience, three major ways were used in
previous research context; behavioral observation, physiological assessment like heart
rate or blood pressure tests and participants’ self reports (Zheng, 2008). Since anxiety is
a complex, multi-faceted consturct (Phillips, 1992) it has been difficult to investigate
the relationship between anxiety and language learning. As mentioned before Scovel
stated there was an ambiguity in the conceptualization and measurement of anxiety and
together with the study of Horwitz and her team FLA was defined as a distinctive notion
independent of other anxiety types. Besides defining the construct, Horwitz et al (1986)
also contributed to research based on FLA by developing a scale to measure the FLA
experienced by language learners. Horwitz suggested that the existing tools to measure
anxiety did not test an individual’s response to the specific stimulué of language
learning, therefore together with her team they developed the Foreign Language
Classroom Anxiety Scale (FLCAS) to provide researchers with a standard instrument to
use. It was stated that the scale was measuring the degree of anxiety regarding "negative
performance expectancies and social comparisons, psycho-physiological symptoms, and

avoidance behaviors" (Horwitz 1986, p. 559).

Horwitz (1986) wanted to investigate whether foreign language anxiety was an
independent notion effecting language learning itself, thus she investigated correlations

between FLA and other anxiety types; communication apprehension, test anxiety and
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fear of negative evaluation. It was found that there were only small moderate relations
with other anxiety types, so it was explained that FLA was a concept independently
negatively affecting language learning. As a conclusion FLA was defined as a
distinctive situation-specific anxiety specific to the foreign language classroom and
accepted by second language acquisition scholars (Horwitz, 2001). After FLA was
accepted as an obstacle for second language learning many scolars studied the effects of
FLA on SLL. Since this study focuses on foreign language teaching anxiety the
literature on FLLA or FLCA has not been presented in a detailed manner. Instead the
table developed by Tiim (2013) has been presented a table (Table 2.1.) to summarize the
studies which have investigated FLA and its effects on different notions in language
learning like, final grades, language proficiency, target language achievement, four

language skills, learners” attitudes or motivaton.

Table 2
Tiim’s Summary of Studies on the Effects of Foreign Language Anxiety

Relationship studied Primary studies

FLA & Final grades Horwitz et al., 1986; Saito & Samimy,

1996
Gardner & Mclntyre, 1993; Mclntyre,
FLA & Language proficiency Noels, & Clement, 1997; Perales &
Cenoz, 2002
FLA & Learners’ communication Kleinmann, 1977, Mclntyre & Gardner,
preference 1991; McIntyre & Charos, 1995
FLA & Speaking skills Horwitz et al., 1986; Young, 1990
FLA & Listening skills Oxford, 1993; Vogely, 1998
FLA & Reading skills Kim, 2009; Saito, Horwitz, & Garza,
1999
FLA & Wiifing skilfs Cheng, Horwitz, & Schallert 1999;

Sellers, 2000

FLA & Learners’ attitudes, motivation

siid Fealinias fowaids SLL. Phillips, 1990; Spitalli, 2000
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2.3 Teacher Anxiety

In the 1960°s researchers started to focus their study on the concerns and anxieties
teachers experience. Fuller was the first to in the field with her studies about the
different phases of concern, faced by teachers through their whole professipnal life
(Fuller, Parsons, & Watkins, 1974; Fuller & Bown, 1975). Fuller and her team
explained that teachers go through phases of concerns which are sequential and
hierarchial; 1) Concern about self, 2) Concern about task, and 3) Concern with impact.
It was stated that at their teaching preparation program for first years, teachers fear
about their own development, they think about issues like classroom management and
getting a high grade for their performance. As they become working teachers the
concerns about self reduce and implementing the tasks become more important for
them, like preparation of an efficient lesson plan. Finally, after years of experience
teachers started to worry about having an influence on the students, like meeting the

needs of the students with different personal characteristics.

In 1970°s the term teacher stress has emerged and defined as "the experience by a
teacher of unpleasant negative emotions such as anger, anxiety, tension, frustration or
depression resulting from some aspect of their work as a teacher" (Kyriacou & Sutcliffe,
1977, cited in Kyriacou, 2011, p. 28). Another term investigated by researchers was
teacher burnout, which has been defined as "a broad concept including stress,
Professional dissatisfaction, absenteeism, low Professional involvement and the wish to

leave the profession” (Vandenberghe & Huberman, 1999, p. 192).

As for the term teaching anxiety, Bernstein (1983) stated that teaching anxiety was
closely related to public speaking and being evaluated and explained that teachers were
experiencing the physiological arousal, subjective distress, and behavioral disruptions in
their classes due to anxiety. Other scholars like Gardner and Leak defined teaching
anxiety as "the experience in relation to the teaching activites that involve the

preparation and execution of classroom activities" (1994, p. 28).

Many researchers investigated the concerns, anxieties and stress teachers experience
throughout more than thirty years (Keavney & Sinclair, 1978; Pigge & Marso, 1997;
Swennen, Jorg, Korthagen, 2004; Kyriaous & Stephans, 2010; and Stair, Warner, &
Moore, 2012). They focused on the definition, the sources and the effects of anxiety on

teachers. Some researchers developed measurement instruments based on the
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conceptualization of Fuller’s teacher concerns to elicit the concerns of teachers, like
George (1978) with the Teacher Concerns Questionnaire or Alpan and her team with the

Student Teacher Concerns Scale (Alpan, Ozer, Erdamar, & Subasi, 2014).

Keavney and Sinclair (1978) explained that most research in literature was about
student anxiety and in order to have a deeper understanding about the concept teacher
anxiety, a theoretical clarification and further research was warranted in the following
topics; 1) The conceptualization of teacher anxiety, 2) Measurement of teacher anxiety,
3) Sources of teacher anxiety 4) Consequences of teacher anxiety. They explained that
the sources of anxiety should be investigated in terms of a) concerns as sources and b)
correlates of teacher anxiety as sources; moreover, the consequences of teacher anxiety
should be explained through a) survival-nonsurvival in the teaching profession, b)
affective impact, c¢) achievement, and d) coping styles. Kyriacou indicated the main
sources of stress teachers face as; 1) teaching pupils who lack motivation, 2)
maintaining discipline, 3) time pressures and workload, 4) coping with change, 5) being
evaluated by others, 6) dealing with colleagues, 7) self-esteem and status, 8)
administration and management, 9) role conflict and ambiguity, and 10) poor working

conditions.

Moreover Bernstein (1983) stated most teachers were afraid to share their feelings of
anxiety and instead display their distress in less direct ways such as 1) inability to think
on their feet, which means giving complicated and quite long answers to students’
questions, 2) consistently negative interactions with students like hostility against
students and inappropriate remarks about their abilities, 3) development of escape/
avoidance patterns and tactics such as being too busy to talk to students or lack of
lesson preparation, 4) development of overly rigid or overly lenient relationships with
students, 5) appearance of multiple personality like being calm, relaxed and gracious
outside the class while becoming offensive and hostile in class, 6) appearance of

paranoid thinking as feeling students are making fun with them .

In a study conducted to asses the teaching anxiety among psychology teachers Gardner
and Leak (1994) used a questionnaire completed anonymously. The results showed that
87% of the teachers had experienced anxiety related to their teaching. The teachers
reported that the anxiety occured the most at certain times like at the beginning of the

term and before the first day of class. Some specific triggers of anxiety obtained from
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data were; standing in front of a class before speaking, preparing for class, hostile

comments from students and providing inadequate answers for students.

At a longitudinal study to investigate the change in 60 teachers’ concern phases, Pigge
and Marso (1997) used George’s TCQ in various times of the teachers’ career, at the
commencement of their teacher preparation, near the end of their teaching practicum
and about the end of their third-fifth years of graduation from university. It was seen
that trough their career, teachers’ concern about survival (self) has reduced and their
concerns related to teaching task has increased. While teachers’ concerns in terms of
impact on their students showed the highest density among the other sub-categories and

haven’t changed at none of the four points of their career.

A study conducted by Ameen Guffey (2002) to investigate the anxiety teachers
experience regarding their teaching found that, for teahcers the events which triggered
anxiety the most were; 49% related to classroom preparation, 41% in terms of hostile
comments or questions from students and 29% regarding formal evaluations from
students. The teachers also stated that problems like inexperience or lack of familiarity
with course material, negative experiences with a particular class and unfamiliarity with
students were causing anxiety for them. Moreover, the reserchers presented some
strategies teachers suggested to cope with teaching anxiety such as; training in different
teaching methods, developing classrom management skills, being prepared, more
practice and experience, getting to know the students’ personality and interests, and

trying to maket he classroom fun.

2.4 Student Teacher Anxiety

As literature presents, even after years of experience many teachers actually feel
anxious during teaching. Thus it should be considered natural for TCs who are at the
beginning of their teaching careers, stucked between the requirements of still being a
student and the responsibilities of becoimg a teacher. TCs might experience common
problems with in-service teachers however their unique situation puts more
responsibility on them so they might have different types of concerns about their

teaching.
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One instrument developed to measure the student teachers’ anxieties was used by Hart
(1987) with student teachers in the United Kingdom. The Student Teacher Anxiety
Scale (STAS) was formed using samples of student teachers in England. Hart
administered the questionnaire to a group of student teachers and the results revealed
four factors for viewing student teacher anxieties; evaluation anxiety, pupil and
Professional concerns, class control, and teaching practice requirements. Several studies
also used the STAS developed by Hart (Morton, 1997; Capel, 1997; Ngidi & Sibaya,
2003). Morton used the scale with 1000 student teachers in Canada and found that
among the other factors evaluation anxiety ranked with the highest scores for Canadian
student teachers. Capel (1997) conducted a study Student Teacher Anxiety Scale and
Teacher Concerns Questionnaire to find about the levels concerns and anxiety for
physical education student teachers. The results showed that the participants were
moderately anxious and concerned during teaching practicum and the main cause of
concern and anxiety during their teaching was being observed, evaluated and assessed.
Ngidi and Sibaya (2003) also conducted a study find the relation between student
teachers’ anxiety and personality. The Student Teacher Anxiety Scale and the Eysenck
Personality Questionnaire were used to collect data and the results revealed that
neurotic personality was significantly correlated with Professional preparation as well
as with an unsucessful lesson. Moreover the sources of anxiety for student teachers
were presented as; evaluation anxiety, class control anxiety, professional preparation

and school staff anxiety.

Other studies were also conducted to investigate the anxiety causing problems TCs
experience. Williams (1991) conducted an experimental study to investigate the effects
of a comprehensive teaching assistant (TA) training program on the teaching anxiety
and effectiveness of TAs. The participants were divided into experimental and control
groups. Both groups participated in a one-week workshop and a theory and pedagogy
course which lasts sixteen weeks. Also the participants in the experimental group
participated in a consultant participation program and peer mentoring activities. The
results of the study revealed that a) The level of anxiety has declined for the participants
in the experimental group, and b) Teaching effectiveness was rated significantly higher
for the participants in the experimental group. At a study conducted by Mau (1997) with
TCs from different departments like maths, English, Chinese, history, geography,

commerce, and music, the categories which ranked as the highest level of concerns were
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related to maintaining appropriate class control followed by meeting needs of
unmotivated students, and dealing with students with different level of achievement.
Also they were worried about performing efficiently when the supervisor or cooperating

teachers were observing them.

Swennen and her team wanted to investigate student teachers’ concerns about teaching
in terms of their mental images. They used three instruments which were; drawings
made by the student teachers, a card sorting instrument, and interviews. The results
revealed the themese student teachers were mostly concerned about as; concern about
teaching, individual concern, concern about students’ needs, and general concerns
(Swennen et al., 2004). In a study conducted by Meyer to investigate student teachers
emotions about their teaching practicum, the participants stated that the biggest
challenges they experienced were related to their mentors. They complained that the
mentors were not supporting their autonomy and controlling all of their instructional
choices. One other study was conducted by Kyriacous and Stephans (2010) to find out
about the concerns pre-service teachers experience during their school placement for
teaching practicum. They used focused group interviews with 13 pre-service teachers
and found nine areas for their concern; dealing with disruptive behavior, not being
regarded as a real teacher, becoming a disciplinarian, coping with heavy workload,
getting the teaching right, teaching about sensitive issues, getting the planning right,

being evaluated, and having too little teaching practice.

Stair, Warner and Moore (2012) conducted a study to compare the concern levels and
types of pre-service and in-service teachers. The participants were divided to three
groups; early career teacher education students, advanced teacher education students,
and teachers who had completed their first year. The results supported the
conceptualization of Fuller that concern levels change through time, and a distinct shift
was observed both at the level and the type of concerns between groups. In 1999
Murray-Harvey and the team made a cross-cultural comparison between Singanporean
and Australian student teachers. They used a questionnaire developed by D’Rozario and
Wong (cited in Murray-Harvey et al., 1999) the Survey of Practicum Stresses. The
results showed that both group of participants had similar concerns regarding; high
personal expectations of performance, being observed and evaluated by a supervisor,

and coping with the workload. Other than the comman points it was seen that
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Singaporean students were stressed most/ all of the time, while Australians mentioned

they had problems with making a balance between their personal life and the practicum.

Goh and Matthews (2011) conducted a study in Malaysia, examining reflective journals
of 14 student teachers. They identified 18 concerns under four main categories which
were; 1) Classroom management, 2) Institutional and personal adjustment, 3)
Classroom teaching, and 4) Student learning. Berry and her team found similar results,
investigating sources of concern for prospective teachers regarding their teaching
experience. Data revealed that there were four distinct types of prospective teachers
with subjective concerns a) Managing insturctions, b) Managing students, ¢) Managing
difference, and d) Managing the grade. The first group ranked the following items to
cause the most concern; Maintianing positive classroom bahavior, maintianing students’
attention, motivating students to learn. The second group chose the following items;
becoming a good teacher, getting a favorable, evaluation, selecting and teaching content
well, using time efficiently. The items causing the most concern for the third group
were; making the grade, getting along with others and recieving favorable evaluations
from the cooperating teacher. The last group ranked the following items; being fair and

motivating the students to learn.

Thou (2011) mentioned that the negative aspects teacher trainees face and concerned
during practicum were grouped under seven categories; 1) budget constraints, 2) not
being regarded as a real teacher, 3) assessment process, 4) inadequate support, 5)
dealing with students’ disruptive behavior, 6) time allocatipn for activities and 7)
developing professionally as a teacher and using effective teaching methods. Dali
(2012) also founded that creating plans that motive students, matching the academic
standards to lessons and including appropriate resources were defined as the main
stressors for novice teachers at their practicum. At a study conducted by Lampadan
(2014), it was seen that the sources of anxiety for TCs were grouped under three titles;
preparation, classroom manegement, and relationship. Also the coping strategies they

used were; adaptation, preparation, attitude, and relationship.

Moreoever, there are studies investigating the teaching anxiety TCs experience in a
Turkish context. Boz (2008) conducted a study in 2008 to examine concerns among
Turkish student teachers and the differences of the concerns among year of study in the
teaching education program. Boz used the Teacher Concerns Checklist (TCC)

developed by Borich (1992) and the results revealed that the task-related concerns
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ranked higher for student teachers and the self-survival concerns were at the minimum
level. Also the results showed that fifth year student teachers had lower self-related
concerns than the student teachers at their second and third year of study. Cakmak
(2008) wanted to determine the concern levels of TCs related to the teaching profession,
teaching methods, planning, instruction, evaluation, and classroom management.
According to the TCs, classroom management caused the most anxiety especially
undesired conduct in classroom and developing effective individual communication

with students caused the least anxiety.

2.5 Foreign Language Teaching Anxiety

The literature above presented the anxiety experienced by language learners and the
anxiety experienced by teachers, however the teaching anxiety experienced by foreign
language teachers is a distinctive notion therefore it requires the neccessity to examine it
seperately. As Horwitz mentioned in her first of its kind study;
Even though language teachers are supposed to be high-level speakers of their
target language, language learning is never complete, and most non-native
language teachers are likely to have uncomfortable moments speaking their
target language. When feelings of inadequacy in the target language are frequent

and unrelated to a realistic assessment of competence, they parallel the anxiety
reactions seen in inexperienced language learners..." (Horwitz, 1996, p.365)

Horwitz (1996) is mentioned to be the pioneer for defining and seperating Foreign
Language Teaching Anxiety (FLTA) as a unique construct. She stated that non-native
foreign language teachers were still learners of the target language they teach,
regardless of the level of proficiency they attained, becuase of the fact that language
learning is never complete. Thus argued that the affective concepts, like foreign
language anxiety, related to second language learning could be applicable to non-native
teachers and student teachers. The researcher proposed some reasons about why
teachers are susceptible to FLA.
1) The high achievers in SLL are likely to experience anxiety as much as the
lower achievers, thus the language teachers who are defined as the

perfectionist high-achiever, might possibly experience the feelings of FLA.
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Language teachers are people who invested a large amount of time, effort
and energy to leam the target language; moreover they might present
themselves as an expert of the language. Moreover, the communication flow
which is unpredictable in classes might cause the teacher to make mistakes
in language use. Thus the pressure to constantly communicate and ego-
investment might cause them to feel themselves inadequate and experience

anxiety time to time.

Language teachers might unrealistic expectations to reach a native-like,
flawless proficiency in speaking. However, as not being the native speaker
of the target language it would be almost impossible to reach that kind of
fluency. Teachers who aim te idealized level would be likely to experience

anxiety.

Finally it is stated that language teachers had experienced some anxiety
provioking situations at their laguage learning process, so it is likely that
their past experiences of learning anxiety might be affecting teachers to still

feel themselves anxious about the target langugae.

Horwitz based her findings on two studies she conducted in 1992 and 1993, in which

she studied the feelings of student teachers related to anxiety and the impact of these

feelings on classroom instruction, with using the Teacher Foreign Language Anxiety
Scale (TFLAS) (Horwitz 1992; Horwitz, 1993, cited in Horwitz, 1996). After these

studies Horwitz stated that there was a negative correlation between anxiety and

effective foreign language instruction, the findings also revealed that anxious teachers

were less likely to use more innovative and language intensive activities like TPR,

discussions in target language, grammatical explanations, and role-play activites.

Moreover, teachers, who ranked to have high anxiety, would avoid using the target

language because of their feelings of anxiety resulting the learners less exposure to the

target language and the reduction of the language teaching / learning quality (Horwitz,

1996).
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Numrich (1996) conducted a study with ELT teachers enrolled in a master’s degree
programme and anaylzed 26 diaries which the teachers kept during their experience.
The results revealed the most frequently mentioned concerns as; need to makde the
classroom a safe and comfortable environment, need for control when students talk,
need to be creative and varied in teaching, need to initially experience teaching

individually, and need to clarify the value of a textbook.

In a study Kim (2002) conducted to investigate language teachers’ perceptions of
teaching English it was found that the more teachers used classroom language, the
lower the anxiety they experienced. The difficulties they experienced and the incidents
causing anxiety were; limited oral proficicney, low levels of learners’ interest and
motivation, individual learner differences, and using English in classroom. The teachers
also mentioned about some strategies to cope with their problems like, repetition of
words, using games and quizzes using memorization code switching between Korean
and English in certain situations. A similar study was conducted by Kim & Kim (2004)
in a Korean context with 147 in-service English teachers. The researchers developed the
Foreign Language Teacher Anxiety Scale (FLTAS) specific to this study based on the
scale of Horwitz and an open ended survey was used to collect qualitative data. The
results showed that the sources of teachers’ anxiety were, unknown vocabulary, limited
ability in productive skills, fear of negative evaluation, trouble with controlling students
during group activities, lack of English proficiency, lack of confidence, and being
compared with native speakers. The strategies teachers used to reduce their anxiety
were; thorough lesson preparation, using songs, games and different activities,
admitting the lack of knowledge about specific topics, improving language skills, asking
help form native speakers, breathing deeply when necessary, and participating in
recreational activities. Gregersen and Horwitz 2002) also found in their study that
language teachers were sometimes too pre-occupied with speaking flawless English,
they were overreacting to errors done while speaking, and worried about the negative

evaluation of others.

Borg (2006) investigated 200 Hungarian practising and prospective teachers, to find the
distinctive characteristics of language teachers. The results revealed why foreign
language teaching anxiety was different then teaching other subjects in two ways; "the
subject and the medium for teaching it are one and the same", "the subject matter of

language teacher is harder to define" (2006, p. 13). Machida (2011) also found that for
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non-native language teachers speaking English was the most anxiety provoking
situation for teachers following the lack of experience and training in language teaching.
At a study conducted by Klanrit and Sroinam (2012) to investigate the sources of
teachers’ anxiety, 673 English teachers from three provinces participated to the study.
The results revealed four factors to cause teacher anxiety as; teachers’ expectations
about students’ language limitations and low motivation at the high level, students’
attitudes towards studying English which was at the medium level, and teaching and

learning management wa at the medium level.

There were also studies conducted in the Turkish context to investigate the teaching
anxiety of language teachers. Ipek conducted a study by collecting data from 32 non-
native teachers through diaries and semi-structured interviews. The sources of anxiety
reported by teahcers were; making mistakes, teaching a particular language skill, using
the native language, teaching students at a particular language level and fear of failure.
Also after the analysis Ipek developed a valid and reliable instrurment, the Foreign
Language Teaching Anxiety Scale (FLTAS), for measuring the anxiety experienced by
language teachers (Ipek, 2007). A recent study with mixed method approach
investigated the FLTA of 103 English language instructors. Quantitative data was
collected through the FLTAS developed by Ipek and the results showed that teachers
had a moderate level of anxiety, they felt the most anxious when they had to teach a
skill they did not feel competent enough. Gender and education did not have an effect
while years of teaching experience significantly affected their anxiety. Qualitative data
showed the factors causing anxiety to be; lack of knowledge of target language items,

students’ manners, and the knowledge of target culture.

2.6 Foreign Language Student Teacher Anxiety

Together with the rapidly changing world there has been a call to prepare English
language student teachers with high quality standards in order to help the student
teahcers cope with their future career. Thus investigating the challenges student teachers
face regarding their language teaching and learning has become indispensable
especially in countries where English is used a foreign or second language. While

student teachers are at their final years of the teacher education programs preparing to
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become working teachers they have to cope with two sources of challenges; learning as
a student in their institutions (pedagogy, teaching strategies) and teaching in schools as

prospective teachers (Abou- Assali, 2015).

The language teaching anxiety experienced by TCs might be considered as a unique
notion with its specific features. However, the concept hasn’t been investigated deeply a
few studies were detected in literature focusing on FLSTA. Merg¢ (2004) investgated the
problems EFL student teachers experienced during their teaching practicum. Anxiety
was reported to be a frequently mentioned problem and the sources of anxiety were;
anxiety because of pre-service experience, anxiety caused by a big class, anxiety caused
by feelings in incompetence, anxiety caused by superviosr / being observed, anxiety due
to being recorded, anxiety due to using a new teaching technique, anxiety due to using
the time effectively, anxiety in the pre-active stage, anxiety of being observed by the
cooperating teacher, anxiety f being unfamiliar with students, anxiety of teachind a new
/ different level, anxiety of using a new / different device, first day anxiety, negative
attitude of student teachers towards the class, and anxiety of not achieving the

objectives.

As for the measurement of the language teaching anxiety experienced by student
teachers, two instruments have been developed by researchers from different contexts
(El-Okda & Humaidi, 2003; Merg, 2010). The first tool was prepared by El-Okda and
Humaidi to investigate the relationship between the level of anxiety and teaching self
efficacy beliefs of 55 student teachers of English at an Oman University. The scale was
called the Foreign Language Student Teaching Anxiety Scale, with 34 items under six
dimensions. The results of the study revealed that participants experienced a moderate
level of language teaching anxiety and there was a significant negative correlation
between their language anxiety and teaching self-efficacy. The other instrument was
developed by Mer¢ (2010) for a PhD dissertation in Turkey, in order to detect the
foreign language teaching anxiety pre-service EFL teachers experienced and the sources
of the anxiety. The final version of the scale had 27 items with six factors and a high
reliability level (a= .872). The sub-categories of the scale were; relationship with the
mentors, language proficiency, feelings about academic incompetence, fear of being
criticized by peers, fear of what others think, and student effects. The results of Merg’s
study revealed that pre-service teachers experienced a moderate level of language

teaching anxiety during their practicum. Moreover the qualitative results showed six
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categories as the sources of anxiety for student teachers; students and class profiles,
classroom management, teaching procedures, being observed, mentors, and

miscellaneous.

Different studies used different approaches to investigate the teaching anxiety of TCs.
In a study cnducted by Celik (2008) the concerns of 133 pre-service ELT students
during their practicum was investigated. The results indicated that the possible stress
areas for pre-service teachers were; helping students with emotional behavioral
problems, being observed by peers, communication with and relating to the supervisor,
making the lesson intersting and motivating to the students, fear of failing practicum,
the feeling of not being full control of class, establishing rapport with students, fear of
using mentor appraches to regular class teachers. Tan (2008) also stated that ELT
student teachers concerns were including establishing good rapport, getting support
from teacher / lecturor / mentor, putting theories into practice, and importance of
classroom management. Tiizel and Akcan (2009) investigated the challenges non-native
pre-service English teachers experience in the target language use during their
practicum. The common difficulties student teachers experienced were, related to
certain grammatical structures, explaining unknown words to students, modifying

language according to students’ level, and authenticity of the classroom language.

A study was conducted with 38 trainee teachers enrolled in a TESL programme at the
faculty of education in Malaysia. It was seen that trainee teachers experienced problems
in terms of students’ attitudes towards trainee teachers and language learning, students’
motivation, students’ discipline, the support system, and lack of communication with
their mentor teachers (Yunus, Hashim, Ishak, & Mahamod, 2010). At a study conducted
by Paker (2011) to find about the sources of anxiety for pre-service ELT department
student teachers, the results revealed that student teachers were anxious about
evaluation, classroom management, pedagogy and staff relations, various expectations
of mentors and supervisors, lack of conformity among mentors, and poor quality of
feedback given by mentors. In a quantitative study, Tiim (2012) collected data from 216
student teachers using the TFLAS developed by Horwitz (1996) to elicit and measure
participants’ feelings and levels of FLTA. Results showed that participants experienced
varying level of anxiety and a considerable number of participants experienced high
level of anxiety. In another qualitative study conducted by Tiim (2013) with four pre-

service English teachers, interviews were used within a longitutinal approach to
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investigate participants’ feelings of anxiety throughout the practicum. The sources of
anxiety pre-service teachers experienced were, the fear of negative evaluation and
appearing foolish, worrying about not being understood when speaking, previous EFL
experiences, perfectionist tendencies, current lack of opportunities to practice English,

and problems with speaking skills.

According to Pavicevic (2013) who conducted a study with Croatian pre-service
teachers, the sources of teaching anxiety they experienced were; unmotivated students
who did not participate, classroom management, not being understood by students, not
being able to answer students’ questions, and being interrupted by the mentor during
teaching. At a study conducted by Johnson (2015) in which he examined pre-service
teachers perceptions of teaching practicum, face to face interviews were used. The
results of the study revealed that the pre-service teachers were worried about their
professional responsibilites during practicum and they had problems related to lesson
plan challenges, challenges with instruction in a multi-level classroom, and the lack of
effective professional development. Jusoh (2015) also investigated the teaching
practicum of student teachers and aimed to find the problems they face. It was seen that
student teachers’ concerns were related to 1) interpersonal relationships with others like
teachers, school administrators and headmaster, 2) lack of pedagogical skills; the
inability to apply theory into practice, 3) professionalism; practical teachers’ lack of
work ethics, 4) conflict; difference between practice and reality, 5) lack of Professional

support from cooperating teachers.

There are also recent studies conducted in a Turkish context investigating the FLTA of
TCs. According to a study by Kayaoglu and her team investigating teacher concerns of
ELT department TCs and Language Literature department students, all participants
were concerned about the content, classroom issues, Professional development,
methodology, technology, and Professional accountability. Moreover, ELT department
TCs were more concerned with use of technology their counterparts were concerned
with studying at the language (Kayaoglu, Kobul, & Erbay, 2013). In a more recent
study of Merg¢ (2015) investigating the level of anxiety and self-efficacy of 117 student
teachers from ELT department, it was found that student teachers experienced a low
level of anxiety, and they had the highest anxiety related to the relationship with their
mentors. Mer¢ also stated that student teachers felt anxious when; the university

supervisor observes their lesson, are not well-prepared, face an unexpected situation,
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students have low language proficiency, and their cooperating teachers interrupt the
lesson. In a recent study conducted by Aydin (2016) to investigate the sources of FLTA
of pre-service teachers, a questionnaire, interviews and essays were used for data
collection. The results showed that pre-service teachers experience FLTA before, during
and after their teaching practicum activities. The sources of the anxiety were; their
personality, perceptions of low level language proficiency, fear of negative evaluation,
teaching demotivation and amotivation, lack of experience in teaching, and technical
concerns. Finally, at another recent study, qualitative data was collected through
interviews and classroom observation from pre-service ELT teachers. According to the
results the sources of stress were; supervisors and mentors, classroom management,
school related issues, and affective factors. The strategies they used to cope with stress
were, manipulating technology, using games, songs, pictures, rewards, preparing
different activities, giving scores, preparing lesson plans, asking help from mentors and

supervisors, and observing experienced teachers (Mahmoudi & Ozkan, 2016).

The construct which the present study is based on, foreign language student teacher
anxiety (FLSTA), has recently gained attention from researchers and teacher educators.
However, the notion might still be considered as immature and more studies are
required in order to enlighten the area. In this sense this study aims to investigate
FLSTA in a holistic view according to TCs’ perspective. The study can be considered

one of the first to explore the construct from different aspects.
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CHAPTER III

METHODOLOGY

This chapter presents the nature of the research, the selection of the participants, the
instruments, the data collection procedure, and the data analysis procedure. Quantitative
and qualitative approaches were used for the analysis of the data obtained from the

participants.

3.1. The Research Design

The aim of this study is to find the level of foreign language teaching anxiety
experienced by English Language Teaching TCs. The explanatory sequential design
(also known as explanatory design), which is one of the mixed methods designs, was
used for the investigation. The mixed methods design, which provides a more
comprehensive investigation and deeper understanding for the researcher is a method
combining both qualitative and quantitative methods. At the explanatory design, the
overall purpose is to triangulate the initial quantitative results with qualitative data. One
reason to use this design was to form groups based on the quantitative results and follow
up with these groups through qualitative research (Creswell & Clark, 2007) which was
the procedure chosen for this study. There are two variants of the explanatory design
which are the follow—up explanations model and the participant selection model. For
this study the participant selection model was used in order to identify and purposefully
select participants for an in-depth qualitative study, by means of the quantitative
information (Creswell & Clark, 2007). The research design of the study is presented in
Figure 3.1.
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Research Question

Quantitative Findings Qualitative Findings

Figure 3. The research design of the study
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3.2 Participants

Participants of the study were EFL TCs in Turkey, all of whom were senior year
students at Mugla Sitki Kogman University (MSKU), Faculty of Education, English
Language Teaching Department, enrolled in the English Language Teaching. All of the
TCs were enrolled in the "School Experience" and "Teaching Practicum" courses as part

of their graduation requirement in 2016-2017 fall and spring academic semesters.

3.2.1 Background of the Participants

There were 50 TCs enrolled in the teaching practicum course at the 2016-2017
academic year at MSKU ELT Department, the researcher aimed to reach all of the TCs
for data collection and 46 participants (26 females, 20 males) were included in the
study. All of the TCs were NNS of English.

The foreign language teaching anxiety of TCs was investigated in this study, so it was
important to include TCs who gained real practical teaching experience. In this sense
only the TCs studying in fourth grade and attending the teaching practicum were
included in the investigation. The teacher training programs in Turkey are within the
educational faculties of universities. When the profile of the TCs is examined their age
ranges between 22-24 and they do not have any prior practical teaching experience.
This is caused by the fact that most of the TCs attend to the educational faculties right
after high school.

For the qualitative phase of the study, 12 TCs were chosen by the researcher according
to the main scores participants got from the FLSTAS. The researcher chose 6
participants who got the highest mean score and 6 participants who obtained the lowest
mean score regarding foreign language teaching anxiety. The demographic features of

the participants are presented in Table 3.1.
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Table 3
Demographic Features of the Interviewed Participants

Participants Gender Grade
P1 Female 4
Pl Male 4
P3 Female 4
P4 Female 4
B Female 4
P6 Female 4
P Female 4
P8 Male 4
P9 Female 4

P10 Male 4
P11 Male 4
P12 Male 4

3.2.2 The Teacher Education Program

The ELTEP is a four-year long program; most of the students enrolled are from Turkey
however there are some foreign students from Iran, Azerbaijan, and Turkic Republics.
None of the students are native speakers of English however, the medium of instruction
is English in the program so all the TCs enrolling in the program should score at least
70, the upper intermediate level, from the English proficiency exam administered by the
university, at the first year of their education. The students who cannot pass the
proficiency exam have to enroll in an EFL preparatory program offered by the School
of Foreign Languages. After completing prep-school the students retake the exam and

only the successful candidates passing the proficiency exam can enroll to the first year
of the ELTP.

The TCs take some theoretical and practical courses during their ELTP. As presented
below in Table 3.2 the courses the TCs take during their first year aim to develop their

proficiency and academic language skills of English, including academic reading and
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writing skills, grammar, verbal communication skills, listening and pronunciation skills.
After the first year of courses aiming the development of general English proficiency
the TCs take courses on linguistics, English literature, second language acquisition,
English translation, educational psychology. Moreover, they take courses focusing on
the teaching of foreign language, classroom management, material development, and
testing. Finally, at the final year of the program there is a teaching practicum, in which
TCs experience teaching in real classrooms with real students. Table 3.2 presents the

courses TCs attend through their education program.

As presented before, the TCs enroll to the ELTP right after high school and they do not
have any formal teaching experience. The practical experience for TCs begins with the
micro teaching sessions in their methodology courses like; "Special Teaching Methods I
and II", "Teaching Language Skills T and IT", "Teaching English to Young Learners |
and II" and "Assessment and Evaluation in Foreign Language Teaching". The micro
teaching sessions usually take place in the classrooms in the university in front of the
peers of TCs however in the ELTP in MSKU the candidates are sent to arrange schools
and given the chance to implement their micro teaching in real classrooms. In these
sessions, the TCs focus on teaching skills covered throughout the specific courses. The

microteaching can be seen as the first opportunity for TCs to turn theory into practice.

At the first semester of their fourth year TCs take the "School Experience” course at
which the TCs go to real schools on a regular basis to prepare for teaching practice.
According to the course contents of Turkish Higher Education Council (YOK), this
course aims to form a basis for the teaching practicum and requires the TCs together
with guiding cooperating teachers, to attend to certain activities like; observation and
practice, asking questions in teaching, giving instructions and explanations, classroom
management, observing pupils, evaluation of pupil activities, planning the lesson, using
course books, group works, and implementation of micro teaching sessions in classes
(YOK, 1998). The ELTP in MSKU follows the guides given in YOK’s content and has

presented the course outline.

In School Experience the TCs spend time at a 12 weeks® period in the school
environment and prepare for full teaching practice. The course provides a structured
introduction to teaching by helping candidates to develop teaching competencies and
teaching skills through observation and teaching tasks. The course aims to give the TCs

a possibility to observe authentic teaching and gain school experience at real schools by
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practice teaching sessions with staff supervision. The TCs should spend 4 hours per
week to fulfill their duties like observation and reflection tasks. After completing their
observation, the candidates report on each course through the task sheets. Each
observation task focuses on a different language teaching component as; classroom
language, attending to the learner, teacher activities, questioning, wait time, corrective
feedback, L1&L2 use in the classroom, and learner uptake. Together with the
observations, the TCs implement 2 teaching tasks throughout the term including a mini
lesson and 40-minute full lesson. The activities are scheduled together with the mentor
teachers. TCs prepare lesson plans beforehand the lessons and submit their plans both to
their mentors and supervisors. During their micro-teaching both their mentors and

supervisors observe the candidates and provide feedback about their performance.

Finally, at the last term of their education TCs take the "Teaching Practicum" course as
a requirement for their graduation. YOK course contents states that Teaching practicum
requires the TCs to spend time at schools once or twice a week at a 12 weeks’ period,
by gaining in-class teaching skills and teaching a certain class or classes in a planned

way completing a 2 hours teaching practicum seminar.

The Teaching Practicum course in MSKU, requires the TCs to spend time in
primary/secondary school environment for 12 weeks. The course gives the candidates
an opportunity to observe authentic teaching in primary/secondary school context and
gain more teaching experience through teaching sessions under staff supervision. The
TCs spend 6 hours per week to fulfill their duties in the school they are assigned to. The
TCs perform 6 to 8 teaching sessions together with 2 observation tasks during the
semester. The TCs prepare lesson plans for the lessons they will teach and submit them
to the mentors and supervisors. During the teaching sessions, the candidates are
observed by both their mentors and group mates for feedback. Moreover, two of their
teaching performances are observed by their university supervisors and evaluated
according to the following constructs; formulaic classroom language, dealing with
disruptive behavior, adapting and supplementing a course book, skills combination, and
marking student worksheet. After completing their teaching sessions TCs also complete

post-teaching self-evaluation forms.

Moreover, candidates complete 2 performance tasks including analyzing test results,
and rubric development. Student teachers also keep a Student-Teacher File which

includes; all task sheets, lesson plans, evaluation forms and all types of assignments.
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In 2016-2017 Academic year for the implementation of "School Experience" and
"Teaching Practicum", 6 teacher trainers from MSKU are assigned as university
supervisors and 18 English teachers from the National Education of Ministry as the

cooperating mentor teachers

3.3 Data Collection Tools

The study used both quantitative and qualitative research tools for answering the
research questions. For collecting quantitative data the Foreign Language Student
Teacher Anxiety Scale (FLSTAS) was used. The qualitative data was collected through
observation of the chosen TCs during their teaching activities, individual interviews and

focus group interviews with TCs.

3.3.1 Foreign Language Student Teacher Anxiety Secale (FLSTAS)

To find out about the foreign language teaching anxiety level of the participants, the
Foreign Language Teaching Student Teacher Anxiety Scale (FLSTAS), developed by
Merg (2010) was used (Appendix 1). The scale was designed for pre-service EFL
teachers and showed a high level of reliability (0=.872). Moreover, the scale showed a
high level of reliability for the present study at both the pre-test (0=.913) and post-test
(0=.905).

The instrument is a 5-point Likert-type scale (FROM strongly agree TO strongly

disagree) with 27 items in six different categories as:

1. Relationship with the mentors

2. Language proficiency

3. Feelings about academic incompetence
4. Fear of being criticized by peers

5. Fear of what others think
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6. Student effects

3.3.2 Observation forms

After establishing the anxiety level of TCs, in class observations were implemented.
While preparing the observation form the items of the FLSTAS was selected as a base.
The observations were implemented after finding the results of the FLSTAS and the
researcher aimed to see whether the TCs’ behaviors had any parallelism to their answers
in the anxiety scale. For this purpose, the researcher has closely examined the items of
FLSTAS, detected the observable behaviors from the sub-scales and developed an

observation form for an in-depth investigation of TCs teaching anxiety.

The form was developed and piloted by the researcher; a second observer was also
present at the piloting stage of the instrument. The form was presented fo expert opinion
before and after the piloting and was finalized by the academic advisor of the

researcher. The final version of the observation form is presented in Appendix 2.

3.3.3 Individual Interviews

To get more information about the foreign language teaching anxiety of the TCs,
individual semi-structured interviews were conducted for the qualitative scope of the
study. In semi-structured interview there are pre-prepared questions and prompts in an
open-ended format. The researcher led the participants with the questions but also
followed the interesting developments and let the interviewee focus on some certain
issues (Ddrnyei, 2007). The questions used for the individual interviews were prepared
by the researcher. However, at this point, colleagues studying anxiety have contributed
to the development of the questions. The questions were prepared according to the
Cognitive Behavioral Therapy (CBT) used by psychologists for the treatment of
anxiety. CBT, was presented by Beck (1964) at the beginning of 1960’s. CBT was
designed as a type of psycho-therapy used for treating depression, in a structured, short-
term, focusing on here and now situation in order to change the dysfunctional feelings
and behaviors of an individual (cited in Beck, 2011). The researcher had no aim to
provide treatment for the TCs, yet only used the steps presented by CBT to detect and

investigate anxiety in a deeper and more comprehensible way. At this point two
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collegues, one of whom is a field expert in anxiety treatment and the other has
completed his training in a certificated program for using CBT, has coniributed to the
study in order to support the researcher. The aim of the individual interviews was to get
information about the anxiety experienced by TCs regarding the teaching activitics,
classroom management and any type of in-class issues. To provide the validity the
interview question form was presented to expert opinion and the final version of the

question form has been given in Appendix 3.

3.3.4 Focus Group Interviews

In order to get in depth information about foreign language teaching anxiety, focus
group interviews were conducted with TCs. The focus group involves a group format at
which an interviewer recording the responses of a small group ideally consisting of 6 to
12 people. The important point of focus group interviews is to provide a setting for the
participants to freely express their thoughts. Thus the most important feature of the
focus group interview is the interaction between participants resulting in new ideas and
discussions (Cokluk, Yilmaz, & Oguz, 2011). Therefore, two focus group interviews
were conducted to find out about the anxieties experienced by TCs regarding the
problems related to their mentors and the relationship with their peers. Moreover,
possible solutions and strategies for coping with anxiety presented by TCs were

investigated.

The questions of the focus group interview were prepared in reliance with the help of
the related literature and were limited to meet the purposes of the study. While
prepating the questions, the nature of the focus group interview has been taken into
consideration, which encourages each participant to share their opinion and discuss
upon common and distinguished points. It is stated in literature that researchers should
use different question types in a sequenced order to keep the pace of the interview and
as proposed by scholars (Krueger, 2002; Cokluk,Yilmaz,0guz, 2011) the questions
were prepared at the following order; 1) Opening questions, 2) Introductory questions,
3) Transition questions, 4) Key questions, and 5) Ending questions. Moreover, at this
point the researcher cooperated with an expert on CBT and formed the questions
together with this colleague. Furthermore, the questions were presented to experts of

different fields as sociology, English teaching, psychological counseling and guidance.
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After getting feedback from experts of various majors the questions of the focus group

interviews were finalized (Appendix 4).

At this point it is important to mention a detail about the questions of the focus group
interviews. While preparing the questions the researcher considered the differences
between the two selected groups and prepared different questions for each group. Ten
questions were prepared for each group and seven of these questions were used for both
of the groups while the rest of the questions were specialized according to the situation

of the participants.

3.4 Data Collection Procedure

The nature of the explanatory sequential design requires the collection of the data to be
successive thus first the quantitative research tool which is the FLSTAS was used

following with the classroom observations and interviews for qualitative data collection.

The first step of the study was to conduct the FLSTAS to the TCs at the beginning of
their teaching practicum. After the analysis of the scale, the level of the foreign
language teaching anxiety and the most common causes of anxiety among TCs were
found and finally the TCs who had the highest mean scores the lowest mean scores were
determined (6 participants with high level of anxiety and 6 participants with low level

of anxiety).

The second phase of the study was the observation of the chosen twelve TCs during
their teaching practice. It is important here to mention that, the TCs who were chosen
for the qualitative phase of the study consented to participate. They were all informed
about the group they were included in. The researcher explained how she chose them
according to the results of the FLSTAS. The participants were the TCs who obtained the
highest mean scores and the lowest mean scores of the scale, and the researcher decided
explaining this information would be more beneficial to get honest answers from the
participants. The TCs were informed that their identitiy would not be revealed in any
step of the research and assured to keep their personal information. The researcher

observed the TCs while they were teaching at the practicum schools using the
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observation forms. The TCs were informed about the observation beforehand, so the
presence of an observer was not a surprise for the participants. All of the TCs were
prepared for a 45-minute full lesson with a given topic. For all 12 observations the
researchers sat at the back rows of the class silently and just observed the lesson without

any interruptions.

Immediately after the teaching practice, individual interviews were conducted. The
process of observation and the individual interviews are closely interrelated to each
other. As stated by Marshall & Rossman (1989), all data collection tools have strengths
and weaknesses, so using the strengths of one data collection procedure to compensate
the others’ weaknesses is important for increasing the validity of the study (cited in
Patton, 2010). Observations, offer the opportunity to check the data obtained from
interviews; on the other hand, interviews go beyond outward behavior, and helps the
observer to discover the feelings and thoughts of the person (Patton, 2010). In this sense
the researcher has chosen to first observe the TCs while they are teaching in real

classrooms and interview them afterwards.

The questions of the semi-structured interviews were constructed to investigate the
problems related to the actual teaching process like classroom management, relationship
with pupils and lesson planning thus, the researcher decided that there should not be a

time gap between the teaching practice and the interviews.

In the semi-structured interview, the questions are usually asked to participants in a
systematic and consistent order however the researchers are allowed and expected to
probe beyond the pre-prepared questions according to the answers of the participants
(Berg, 1998). The questions used in the semi-structured are based on the notion that
each person perceives the world differently so the researchers study the issues emerging
during the interviews with an in-depth approach to see the world from the participants’
perspective (Berg, 1998; Uzuner & Sarikaya, 2013). Available rooms were found in the
schools, for the interviews. The TCs were informed about the interviews beforehand
and agreed to participate to the interview. The data was collected right after the TCs
teaching experience and twelve interviews were conducted through a two weeks’
process. All of the interviews were tape-recorded and lasted between 20 to 25 minutes.
The fact that the researcher is a faculty member studying with the participants for one
and a half year made it easier to build rapport between the interviewer and interviewees.

Before the questions were presented to the participants a few minutes were spent with
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chatting and small talk to help the participants relax and be prepared for the interview as
recommended among the ten commandments of interviewing by Berg (1998). The
questions were asked in the same order to all participants. At times where the answers
turn into yes-no situations the researcher probed with questions like *What do you mean
by saying that?’, ‘Could you give more details?’. Also when the topic started to digress,

the researcher has politely led the conversation back to the subject.

The other phase of data collection for the study, were the focus group interviews which
were conducted with the same TCs. Unlike the individual interviews, the topics
investigated at the focus group interviews were the problems experienced with
cooperating teachers and university supervisors, and the possible solutions presented by
TCs for coping with anxiety. Studies have been conducted to investigate the differences
between individual and focus group interviews. Kaplowitz (2000) states that different
types of information can be obtained from individual and focus group interviews and
these two qualitative methods complete each other. Also Parameswaran’s study shows
that both data types can be important at long-term intensive field work. Therefore, both

individual and focus group interviews were conducted in the present study.

Domyei (2007) states that focus group works better with homogenous groups, and the
best strategy is to compose several groups, which are different than each other but are
made up of similar people, this option is called ‘segmentation’ and it involves within-
group homogeneity and intergroup heterogeneity. Therefore, after the analysis of the
quantitative data, which helped the researcher to detect the TCs with different anxiety
levels, two different groups consisting of six people were generated. These groups were
created by placing the TCs with high level of anxiety to the first group and TCs with

low level of anxiety to the second group.

While conducting a focus group interview it is crucial to consider some major points.
The researcher has carefully reviewed the literature about running a focus group
interview and followed the procedure explained below. In order to conduct a group
interview one moderator and one reporter has been chosen, the researcher was assigned
as the moderator and a colleague from the same filed was assigned as the reporter. The
moderator is the person who guides the discussion and leads the participants towards the
topic while the reporter is the one who records what is being discussed (Ausserer et. al.,
2007, Krueger, 2002, Kitzinger,1995). The moderator and the reporter prepared the

room for the interviews before inviting the participants. Name tags were prepared for
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each participant however, because it is not appropriate to use real names, all participants
were given numbers as pseudonyms. Before the interviews started the moderator
informed the participants about the content, the rules and the procedure. After, the
moderator answered the participants’ questions, clarified the process and established a
comfortable setting the moderator started the interviews with the opening questions.
The whole interviews were recorded with two different devices, and the reporter took
notes to make it easier to follow the conversation between participants. The moderator
asked the questions and encouraged all the participants to express their feelings and
opinions. Even they were pre-prepared questions; sometimes the moderator asked
further questions in order to have a deeper understanding about the discussion. Both of
the focus group interviews lasted around 70-75 minutes. The moderator asked the
ending questions and asked about the participants closing comments before ending the

two sessions of interviews.

Finally, to find out about the possible change of the level of foreign language teaching
anxiety experienced by the TCs, the FLSTAS was administrated twice throughout the
teaching practicum, once at the fall term at the beginning of their School Experience
course and once at the end of the spring term after they completed their Teaching

Practicum course.

3.5 Data Analysis

In order to answer the research questions both the quantitative and qualitative data were

analyzed separately regarding each research instrument.

3.5.1 Quantitative Data Analysis

For the first research question regarding the level of foreign language teaching anxiety
TCs experience, descriptive statistics were calculated. All of the quantitative data
obtained from the scale were analyzed through SPSS 20 software program. The
statistical measures like mean scores, standard deviations, frequencies were calculated

to present the descriptive measures of the study. Moreover, to find out whether the
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level of foreign language teaching anxiety changes regarding variables such as gender
and overseas experience two independent samples t-tests were conducted. This test is
used when there are two experimental conditions and there are different participants

took part to each condition (Field, 2009).

To answer the fourth research question which was, whether there is any change at the
level of foreign language teaching anxiety during the practicum, the scores obtained
from the FLSTAS in two administrations were compared with a paired samples t-test.
This test is used when there are two experimental conditions and the same participants
are placed in both of these conditions (Field, 2009). Moreover, as Can (2014) states,
independent sample t-test is used when there are two measurements implemented on the
same data set and to determine whether there is a statistically significant difference
between these two measurements (Can, 2014). The paired samples t-test assume that the
sampling distribution of the differences between scores should be normally distributed
not the scores themselves (Field, 2009). In this sense the difference between the mean
scores of two administrations was computed and examined through normality tests. It
was seen that both the Kolmogorov Smirnov and Shapiro Wilk test results were non-
significant (p> .005) therefore the researcher interpreted that the scores were normally
distributed. (Table 3.3.) After ensuring normality, the paired samples t-test was run and

the results were presented together with the effect size.

Table 3.2
Normality Values for The Foreign Language Student Teacher Anxiety Scale
Kdlmogorov-Simimov Shapiro-Wilk
Statistics sd p Statistics sd p
Pre-test 106 46 200%* 981 46 667
Post-test 078 46 .200%* 981 46 .665

Difference .091 46 .200% 955 46 072
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3.5.2 Qualitative Data Analysis

In order to have a deeper understanding about foreign language student teacher anxiety
qualitative data have been collected by the researcher and analyzed through proper
quantitative data analysis techniques. The Constant Comparative Method (CCM), which
is one of the strategies used at Grounded Theory (Glaser & Strauss, 1967) was used for

the analysis process of the data.

Grounded Theory is a method which allows the theory to emerge from the specific
context, according to Glaser and Strauss (1967) the theory would be grounded in the
data, rather than relying on pre-set analytical constructs, categories and variables from
pre-existing theories. The CCM is one of the techniques used by grounded theory
researchers to identify, refine, and integrate categories. The CCM ensures the coding
process to maintain a momentum by moving back and forward while identification of
similarities and differences between emerging categories (Willig, 2013). There are four

stages to follow while using CCM,;

1.Comparing incidents applicable to each category
2.Integrating categories
3.Delimiting the theory

4.Writing the theory

This study has no intention of delimiting or writing any theories, the first two stages

have been implemented by the researcher.

For the analysis procedure all the data, the individual interviews and focus group
interviews, collected from the participants were piled and stored separately. To avoid
any reliability or validity issues, the researcher has listened to the recorded interviews
repeatedly to identify relevant sections of the data to be transcribed as soon as the
interviews were completed. All the data was transcribed and written down to word

document by the researcher.

The researcher started the analysis by open coding, and dividing all the incidents into

communication units. Later the researcher used axial coding in order to group the
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communication units around a main theme. The purpose of axial coding is to
strategically assemble the data which were split or fractured at the initial coding process
(Strauss & Corbin, 1998, cited in Saldana, 2009). By using the axial coding the
researcher has grouped the similarly coded data into conceptual categories and finally
reached to main categories. In order to ensure reliability, the codes and categories have
been evaluated by two other researchers who were experts in qualitative data analysis,
one of them was from the social studies education department and the other one was
from the English language teaching department. Discussion sessions have been
conducted with the researchers and finalize the TCs’ reflections by comparing and
contrasting the incidents. Moreover, the researcher used one other technique which is
member checking to ensure the credibility of the research. Member checking is
provided by asking the participants of the study whether the findings of the analysis
reflect their real opinions or not (Bagkale, 2016). After the analysis the researcher has
interacted with the participants in order to discuss about the findings of the analysis and

took their feedback into consideration for finalizing the results.

After reaching the final version of the communication units, categories and main
categories the researcher found the number of incidents occurring under each title. The
main categories, categories and communication units were presented together with their

frequencies in the following chapter.
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CHAPTER 1V

RESULTS

This study aimed to investigate the level of foreign language teaching anxiety
experienced by ELT TCs, the sources of their anxiety and the possible strategies they

use to cope with it.

As mentioned before the explanatory design was chosen to first determine the level of
FL teaching anxiety TCs experience, then specific participants were chosen according
to the results of quantitative data and the researcher continued the investigation with
qualitative data collection procedure and the analysis of the qualitative data. Therefore,

in this chapter the quantitative and qualitative data was presented sequentially.

4.1. Quantitative Results

To find about the level of foreign language teaching anxiety TCs experience the Foreign
Language Student Teaching Anxiety Scale (FLSTAS) was administered two times, once
before TCs started the teaching practicum and after they completed their teaching
experience. The findings of the overall level of anxiety and the anxiety they feel

according to the six sub-scales of the scale are presented.

In order to find the level of foreign language teaching anxiety TCs experience at the
beginning of the practicum, the Foreign Language Student Teaching Anxiety Scale
(FLSTAS) (o = .913) was administered before TCs started their teaching experience. 46
TCs from the ELT department answered the FLSTAS. The descriptive statistics related
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to foreign language teaching anxiety at the beginning of the practicum are presented in
Table 4.1

Table 4.1
Descriptive Statistics for FLSTAS

FLSTAS N First Administration Second Administration
Factors 150 Mean SD Mean SD
Relationship with
mentors 2,44 By 1,83 .60
Language 227 58 1,72 48
proficiency
Academic
incompetence 2,02 33 1,51 47
Fear of being
criticized by peers 2,60 .86 1,96 67
Fear of what
others think 2,34 v13 1,77 .52
Student effects 2,56 .79 2,36 a3
Total 2,35 54 1,82 44

The findings show that the overall mean score TCs got from the anxiety scale was
(mean=2,35), stating that TCs experienced a moderate level of anxiety at the beginning
of their teaching practicum. As it is seen at Table 4.1 being criticized by their
classmates (mean=2,60) and the problems related to the students they are teaching
(mean=2,56) was the reason for the highest level of anxiety among TCs. While TCs’
feeling of academic incompetence (mean=2,02) caused the lowest level of anxiety of six

sub-scales.

Moreover, to determine the level of foreign language teaching anxiety of TCs after the
teaching experience the FLSTAS (a = .905) was given to the TCs after they completed
their school experience course and teaching practicum courses. Table 4.1 shows the

descriptive statistics related to foreign language teaching anxiety of the TCs.
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The overall mean score TCs got from the second administration of the FLSTAS was
(mean=1,82), stating that TCs experienced anxiety at a low to moderate level after
completing their teaching experience. According to Table 4.1, it is seen that the
problems related to the pupils the they teach in classrooms (mean=2,36) create the
highest level of anxiety among TCs. Also the feeling of academic incompetence
(mean=1,51) caused to be the lowest level of anxiety for TCs of all factors of the
FLSTAS. The findings show that, the mean scores of TCs are similar at the first and

second administration of the scale.

4.1.1 The Relationship Between Two Measurements of the FLSTAS

To find about the relationship between two administrations of the FLSTAS, a paired
samples t-test was conducted. According to the findings there was a significant

difference between TCs’ mean scores related to foreign language teaching anxiety.

A paired samples t-test was conducted to compare the mean scores of TCs in the first
and second administration of the FLSTAS. It was seen that there was a significant
decrease at TCs’ mean scores regarding overall anxiety, between the first measurement
(mean pre-test= 63,71) and the second measurement (mean son-test= 49,36) [t(45)=
7,06 p<.01]. The calculated effect size (d= 0,471) shows that this is a difference at the
moderate level. In other words, TCs feel less anxious about teaching a foreign language

in real life classrooms with real students after completing their teaching practicum.
(Table 4.2)

Table 4.2
Paired Samples T-test Results for the pre-test and post-test

FLSTAS N Mean SD df t p ]
Pre-test 46 63,71 14,78 45 7,06  ,000 047
Post-test 46 49,36 11,91

Moreover, the differences between two measurements related to six sub-scales are
detected with separate paired samples t-tests. First of all, it is seen that the anxiety the
TCs experience related to their relationship with their menters, significantly decreased
throughout the teaching practicum [t (45) = 5,59, p<.01]. Also the findings show that,
the level of anxiety related to the language proficiency of TCs has significantly
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decreased between two measurements [t (45) = 6,73, p<.01]. Furthermore, a significant
difference was found at the mean scores of TCs’ anxiety related to their academic
incompetence [t (45) = 6,38, p<.01], they feel less anxious at the end of the teaching
practicum. It was also seen that, after completing the teaching practicum the TCs’ level
of anxiety related to the fear being criticized by their peers [t (45) = 4,50, p<.01] also
decreased. Finally, the foreign language teaching anxiety TCs experience related to the
fear of what other people think, significantly changed through the process [t (45)= 5,01,
p<.01]. When all of the factors are examined, it was seen that there was not a significant
change at the anxiety level of TCs’ regarding the effects of the pupils, [t (45)= 1,56,
p>.01]. It can be stated that, the TCs’ anxiety levels about student effects were similar at
the beginning and at the end of their teaching experience. To summarize, the findings
reveal that panicipants’ foreign language teaching anxiety as TCs significantly
decreased, when their case at the beginning and at the end of the teaching experience is
compared, at all factors except for their relationship with the pupils they are teaching.

The scores of the paired-samples t-test are presented in Table 4.3

Table 4.3
Paired Samples T-test Results for the sub-categories
Sub-category FLSTA N Mean SD df t p n

S

Relation with Pre-test 46 12,21 3,77 45 5,59 ,000 .40
mentors Post-test 46 9,15 3,04
Language Pre-test 46 15,89 4,12 6,73 ,000 45
proficiency Post-test 46 12,01 3,36
Academic Pre-test 46 8,10 2,23 6,38 ,000 44
incompetence Post-test 46 6,06 1,89
Being criticized Pre-test 46 10,41 3,45 4,50 000 ,38
by peers Post-test 46 7,84 2,68
What other’s Pre-test 46 9,39 2,95 5,01 ,000 40
think Post-test 46 7,00 2,11
Student effects Pre-test 46 7,69 2,38 1,56 124 13

Post-test 46 7,08 2,26

In order to proceed with the investigation, the TCs who got the highest scores and the

lowest scores from the FLSTAS were chosen by the researcher. At this point the
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researcher found it necessary to explain that it is not actually possible to measure a
construct like anxiety only with an attitude scale like the FLSTAS used in this study.
However, to have an idea about the anxiety levels of the TCs and proceeded the study
the mean scores of the TCs were calculated. The highest score which could be obtained
from the scale was 135 and the lowest score was 27. All of the TCs’ scores were listed
from the highest to the lowest and the first 6 TCs and the last 6 TCs were chosen to

proceed with the qualitative data collection.

The 12 TCs who obtained the highest mean scores and the lowest mean scores with the

extreme scores were chosen for further investigation. (Table 4.4)

Table 4.4
Interviewed Participants’ Mean Scores of FLSTAS

Participants Gender Mean Score
P1 Female 96
P2 Male 93
P3 Female 85
P4 Female 85
P5 Female 85
P6 Female 85
P7 Female 49
P8 Male 45
P9 Female 45

P10 Male 44
P11 Male 40
P12 Male 27

4.2. Qualitative Results

4.2.1 Semi-structured Interviews

After the analysis of the qualitative data collected through the semi-structured

interviews with the selected participants, four main categories emerged explaining how
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English Language Teaching Department TCs perceive the concept of Foreign Language
Teaching Anxiety. The categories are related to 1) The definition of anxiety, 2) The
sources of anxiety, 3) Strategies to cope with anxiety, 4) The cases when anxiety

decreased.

4.2.1.1 Definition of anxiety

According to the answers obtained by the semi-structured interviews, TCs use three
categories to define anxiety; an emotion they feel, a situation they experience or the
perceptions of themselves. Table 4.5 shows the communication units occurred in

qualitative data related to the definition of anxiety.

All TCs started to define anxiety by relating the concept with the emotions they
experience at an anxious moment. TCs mainly stated that anxiety can be defined as a
fear they can not overcome, or they feel panic when they encounter an unwilling
situation. They also mentioned about anger, nervousness, and tension as the emotions

they feel related to anxiety.

Moreover, TCs stated that a person would feel anxious in certain situations like
speaking in public, feeling everyone is staring at them, or being observed by a mentor
while performing a task. They mentioned that anxiety arouses when they find
themselves in an uncomfortable situation, when something is new for them, when they
can not foresee the results of an event or they think about the worst conclusion of a
situation. TCs indicated that anxiety is related to future events and the reason for

someone to experience the notion is the possibility to encounter unexpected cases.

Lastly, TCs related anxiety to how a person perceives oneself and the weak points
people find in themselves cause the anxious situation. The perception of being
insufficient, being incapable, being unprepared would make a person experience
anxiety. Also TC explained that when a person has deficiencies related to field
knowledge, low self-confidence and behaves timidly experiencing anxiety would be

inevitable.
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The Definition of FLSTA
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Main Category  Categories

Communication Units

%

Emotion

Definition of

Aoty Situation

Self-perception

Total

Fear

Negative excitement
Tension

Anger

Nervousness

Panic

Fuss

Bad emotions

Total

Speaking in public

All eyes on me
Uncomfortable situation
Worry about a future event
Unknown situation
Negative conclusion

New situation

Unwilling situation
Unexpected situation

Total

Lack of knowledge
Being insufficient
Being unprepared
Being incapable
Behaving unnaturally
Being shy

Lack of self-confidence
Fear of failure
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Interpreting what TCs explain about the concept, anxiety can be defined as; "Caused by

]
‘ the weak perception of oneself, the emotions a person feels when encountering an
| unwanted situation". Some of the definitions given by TCs are presented as follow;

| P4: Feeling all eyes on me when I start to teach in a lesson. The fear of not being
able to answer the students’ questions. The fear of not being able to explain
something even I know the answer.

P1: It’s an irrational fear. It happens when I speak in public, when I know that
people are listening to me that’s my nightmare, of course that’s my biggest
problem in teaching. It’s okay with people I know but if when I do not know
them I always think what if I say something wrong what would they think about
me, first impression is very important.

P3: If you are insufficient in a topic, if you think you can not do it you would be
worried. If I am not confident with myself this makes me anxious. Sometimes [
know it only in my head because I just make things up, I always jump to the
worst conclusion of everything. I do not think about the things I can do but
always focus on my weaknesses and worry about them even they happen.

P9: Anxiety arouses at unknown situations. The conclusion of a situation should
be unknown and also negative that’s the condition for anxiety. And it can not be
related to the past we worry because we do not know what will happen it should
be related to something in the future.

4.2.1.2 The sources of anxiety

The data obtained through the semi-structured interviews revealed nine categories as the
factors causing foreign language teaching anxiety for English Language Teaching
Department TCs; 1) Personality, 2) Teaching skills, 3) Language proficiency level, 4)
Mentors, 5) Students, 6) Teaching Practicum System, and 7) Teaching procedure. Table

4.6 shows the main categories and sub-categories as the sources of FLSTA for TCs.
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Main Category Categories

Communication Units

Z

%

Personality

Teaching
Skills

Sources of
Anxiety

Language
Proficiency

Mentors

Total

Anxious personality

Being shy

Low self-confidence

Learning anxiety

Being unfriendly

Not being extraverted

Not being talkative

Not being social

Expecting the worst conclusion

Total

Can not answer questions

Can not remedy a situation

Giving clear instructions

Can not compensate a mistake

Can not explain the activity

Lacking professional teaching skills
Can not correct students” mistakes
Teaching something wrong to students
Can not improvise

Total

Mis-pronouncing a word

Using a wrong word

Can not remember an utterance

Low speaking proficiency

Choosing a topic which doesn’t exist in
L1

Producing wrong sentences

Not having sufficient speaking lessons
as a student

Lack of grammatical knowledge

Can not modify English

Total

Supervisor’s negative comments

The questions supervisor asks

Being observed by the supervisor
Negative evaluation of the supervisor
The attitude of the supervisor
Miscommunication with the supervisor
Supervisor being intolerant to mistakes
Trying to impress the supervisor
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Table 4.6

The Sources of FLSTA (continues)

§5

Main Category

Categories

Communication Units

%o

Sources of
Anxiety

Mentors

Problems
related to
students

Cooperating teachers” negative
comments

Being observed by the mentor
Cooperating teacher distracting the
students

Can not interfere with the mentors
Differences between Cooperating
teachers and TCs

Total

Students are not listening

Students do not take me serious

Can not dominate high school students
Student laughing at the Teacher
Candidate

Can not predict students’ reactions
Seeing students for the first time
Being insufficient according to students
Not being a real teacher according to
students

Can not embrace the class

Distant relation with students
Spending limited time with students
Can not learn students’ names
Artificial relation with students

Can not know students’ background
knowledge

Can not control young learners

Can not hear students

Students can not understand L2
Students are distracted

Students ask unexpected questions
Students have low motivation
Students are tired

Students do not participate to the lesson
Students can not understand the task
Students are not having fun

Students can not answer the questions
Personal differences of students
Students are too restless

Students have wrong background
knowledge about a topic

Students are not ready to learn

Health issues of students
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Table 4.6
The Sources of FLSTA (continues)
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Main Category Categories

Communication Units

%

Teaching
Practicum
System

Sources of
Anxiety

Teaching
procedure

Total

Lack of facilities in schools

Too much work load at university
Preparing / performing lessons for
evaluation

Limited opportunity for practice
Limited time to perform the lesson
Not being used to technological
devices

Mis-communication with classmates
Fear of getting a low grade

Total

Differences between the lesson plan
and implementation

Choosing a complicated activity
Loosing control the class

Not being able to remember the lesson
plan

Being too dependent to the lesson plan
Choosing a difficult topic

Being unprepared for the lesson
Trying to plan every detail of the
lesson

Being too dependent on materials
Problems related to time management
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The Personality of TCs: The type of personality TCs have, might have an effect on the
foreign language teaching anxiety they experience according to the TCs. The
participants stated that showing anxious behaviors is not a specific situation they
experience during teaching, but they have an anxious personality and always think
about the worst conclusion of something so this feature affects their whole life. One of

them said;

P3: This is not about teaching, unfortunately I am this person. For example, 1
want to do something but I say what if something bad happens. I just think about
the conclusions even before they happen. I think about each dialogue before
speaking with someone, I try to predict the reactions of a person but always
think the negative parts. Even at this interview I am worried what will she ask
what if I can not answer, I do not want to be in this way

It is also seen that TCs mentioned that they have low self-confidence in every level of
their life and they believe that they can not succeed at a task even when they actually
could. They also defined themselves as shy people who can not express themselves
confidently so it is difficult for them to communicate with the students in the classes.
TCs see themselves to be unfriendly, unsocial and the opposite of talkative and relate
their anxiety during teaching to these features. Some of the TCs explained themselves

as;

P1: It’s because of my self-confidence, T mean I have very low self-confidence,
even | prepare great activities | just can not implement it. I speak with a very
low voice because I do not see myself efficient, I am scared if I say something
wrong.

P3: I think this can be related to my self-confidence problem. For example,
while I am preparing for my lessons, I think am very efficient, I think my lesson
plans are very appropriate for the students but I think there would be a problem
related to myself while I am trying to perform the lesson I think I will make a
mistake or something will happen and [ would fail.

P8: I am not that friendly in my personal life too. Many people say I am
grumpy. I think there is no need to intimacy. I do not like to reveal myself
before really knowing people. Unfortunately, the situation is the same with
students I do not see them that much I can not just be friendly to them.
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P2: I have problems with adolescences sometimes, actually I am not an
extraverted person may be that is the reason. I like children but I can not be
confident around everybody, I can not talk to them (high school students)
because | feel nervous around them.

P6: T was very shy at the beginning of the term, it reduced now but I still
withdraw myself when I am with students.

Teaching Skills of TCs: TCs’ perceptions of their own teaching skills, is another
category affecting their level of anxiety related to foreign language teaching. TCs
mostly have negative self-evaluation about their professional teaching skills and worry
that they will not be able to succeed the teaching process in a lesson. They fear that they
might not be able to give clear instructions to the students and they may not proceed to
the tasks. TCs think they would have problems with explaining a topic when students
ask questions. Moreover, the participants stated that they fear of not choosing the
appropriate examples, because they are not aware which utterances would be the best
option to present to their students. Some TCs expressed their opinions as follow;

P9: The question in my head is, what if I can not teach. This is a huge reason for

my anxiety; the professional teaching skills. T worry if I do not have the talent t
be a teacher time to time and this really affects me.

P2: At that problematic moment I was only thinking about failure. Could not I
give efficient examples to them; could not I reach them, why was that
happening?

P5: During an activity a student approached me and asked what they were going
to do for the activity. I hand out some words, verbs actually and there was the
word ‘dream’ they had to use it as a verb but they thought it as a noun and
everybody had this problem, I did not know what to do at the moment I tried to
explain, students were all looking at me it was awful.

TCs also experience anxicty about doing one inaccurate move and not being able to
compensate it. They fear that unintentionally they will teach a topic inaccurately to the
students and this would affect their knowledge of English negatively. Moreover, TCs
are afraid that they will make a mistake during the teaching procedure and they will not
have the skills to correct themselves at the moment. One other matter is not being able

to correct the students’ mistakes, TCs state they can not realize the mistake to correct it
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and even they actually notice a wrong utterance they have problems with error

correction.

P3: T was afraid about teaching something wrong, 1 was the one teaching this
topic for the first time and I was thinking did I teach it very very inaccurately.
Because, now I am giving the basics of the topic and if I teach something wrong
to them or if T can not explain it thoroughly this can affect the rest of the section.

P6: At the time 1 was thinking about myself, I am a senior I will be a teacher and
what if I make a huge mistake, how can I change it. However actually T was
really anxious for the students because if I teach something inaccurately they
will learn it in a wrong way, that’s was my biggest concern.

P1: During a lesson I have many problems. Like let’s say I make a mistake so
how can I go back? I'mean I do not know how to correct the thing I do. Then my
anxiety just pops up. I think everything in the lesson affects me.

Language Proficiency Level of TCs: According to TCs, their level of English
proficiency has a crucial effect on their foreign language teaching anxiety during
teaching. TCs mentioned that sometimes they think their own grammatical knowledge
about a topic would not be enough for them to teach. Also they stated that there are
some structures which do not exist in their mother tongue so they can not even
understand the topic themselves, and this matter causes anxiety about not knowing how

to present the structure to their students.

P7: Today I was prepared for the lesson, but sometimes 1 have very little
knowledge about a grammatical point and I just can not answer a question.
When I have problems with the grammatical knowledge and when I lack field
information I do feel anxiety.

P10: The topic the cooperating teacher gave me was complex, and this structure
does not exist in Turkish so I had a really hard time trying to explain it to the
students. Normally you can compare something in English with the mother
tongue but I could not do it today.

Almost all of the TCs stated that speaking English is the reason why they experience the
teaching anxiety. TCs are afraid of using a wrong word while explaining something, or

mispronouncing a word when they are speaking. They mentioned that sometimes they
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even forget how to produce sentences, they can not explain an important part of a task
therefore students can not proceed to the activities they present. The participants who
mentioned that speaking English is the main reason for their anxiety, think that the
lessons they prepare is excellent but they can not perform the way they want because

they are not able speak fluently in front of their students.

P1: At the activity I gave today there were the lyrics of a song, I actually know
what is the best way to engage the students to the activity but I can not do it in
English. What if I say a wrong word or pronounce the word inaccurately? I
know that T have to make some explanations about the unknown words but I just
do not feel myself confident.

P2: We were playing bingo with the students, T draw thirteen but I just could not
remember how to say it. I was blocked all of the students were waiting for the
number but I could not say it. I started to count from ten, and then I just got even
more confused. I just wish I could remember the freaking number thirteen.

P5: The effect of speaking is huge for me. Speaking English is my nightmare. I
can not remember the words I can not conclude a sentence. I start to speak but
then when I can not continue my voice starts to diminish. If this lesson was in
Turkish T would really be a different person, speaking is my biggest problem.

P3: The lesson plan I prepare are quite efficient I mean they are appropriate for
the students in every way, but the problem is about speaking English. If the
lessons were in English, I would not experience these problems. I really see
myself insufficient that’s why I panic. Also our own speaking classes as students
were just too ridiculous and I think I can not speak here in this class.

Moreover, TCs have difficulties with modifying their English to a level their students
can understand. They stated that sometimes they speak too fast unwillingly, they
produce long sentences with plenty of conjunctions and this creates confusion for the
students. Also TCs confessed that sometimes they forget they are teachers in real
classrooms and use informal language in front of their students, they realize the fact of
being a teacher only after the cooperating teacher or supervisor warns them during their

teaching.

P10: My English was a bit problematic in the class. I should modify it to their
level. T could have spoken slower or simpler. I should not use that much
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conjunctions but I was already excited and maybe I wanted to finish the lesson
as soon as possible.

P7: I had some problems today. Sometimes I speak very fast even I do not want
to. I was caught up to a kind of natural speech I did not speak clearly how
students can understand. I used —wanna, gonna- when I was not supposed to.
The cooperating teacher warned me that the students did not understand my
speech.

Mentors of the TCs: The mentors are both the supervisors and the cooperating teachers
helping the TCs through their teaching practicum. The effect of the mentors, is also an
important factor for TCs regarding foreign language teaching anxiety. TCs stated that
performing a lesson when the supervisor is present in the class concerns the TCs. The
feeling of being observed by the supervisor, and thinking that they are judging the TCs
for evaluation reduces their performance according to the TCs answers. The participants
were afraid to hear the negative comments of their supervisor and were terrified when
the supervisor asked them a question they can not answer. Some TCs explained their

fear of the supervisor as;

P12: T am always anxious right after the lesson ends because I am afraid of my
mentor teachers’ comments. I was not that excited during the lesson but I knew
that my supervisor was going to ask me why I used first language and that
worried me.

P5: Actually being observed really bothers me. Both the cooperating teacher and
the supervisor is there. I feel their eyes on me and this makes me nervous. |
think it would be better if no one was there to watch me. I do not care too much
about the grade but they are just staring and I constantly think whether I am
doing okay, how they see me. This is exhausting.

P8: Sometimes the cooperating teachers and supervisors seem judicial and T do
not like this, normally I do not have a problem with an observer but if I know
this person has this attitude I feel nervous.

The TCs also stated that the attitude of the supervisor can cause nervousness during
their teaching. They mentioned how it was difficult for them to communicate with their
supervisor because they were afraid to speak with them. Some TCs complained that

their supervisor was too strict, had rules and were not sympathetic even at some
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particular incidents. The participants mentioned that they were students themselves and
sometimes it’s normal for them to do something wrong but their supervisor would not
let them to make up for a mistake. Furthermore, one teacher candidate stated her
frustration about the supervisors never caring for the affective dimension when they are
addressing the TCs. It was mentioned that the supervisors do not ask how they are

fecling, if they have a problem, or whether they feel ready to implement a task.

P5: I had a problem with my supervisor and this affected me negatively. I am
already an anxious person, and just before I started my presentation my
supervisor scolded me. I was very sick and I could not write down my lesson
plan, so the supervisor said I could not teach without submitting my lesson plan.
I did not have a printed plan but I was prepared with my plan my materials
everything was set. Then after I begged the supervisor agreed to observe me but
not accept my plan later. There was no need to act this way just before my
presentation, it would be better to give the whole feedback after I complete my
teaching. The supervisor could ask me what was wrong you haven’t brought
your lesson plan is there a problem. T could have explained that I was really ill
and try to compensate later but there is no tolerance for that I guess.

When TCs were asked about their feelings of being observed some of them answered
that they were comfortable about it however they also mentioned that they feel
themselves responsible to the supervisor who had taught about teaching skills through
their education and they need to show how much they have leamt. They think that their
supervisor would be disappointed if they can not teach efficiently and show that they
actually could transform what they learnt theoretically into practice. TCs mentioned

about this situation as follows;

P9: T was not bothered by an observer. T am still the same as a teacher with or
without an observer watching me. If it would bother me, someone who I know
and respect would make me consider. I can not predict the criteria of an observer
I do not know but I would try to impress the supervisor who taught in our
teaching language skills courses and methodology courses.

Other than the university supervisors, the relationship with the cooperating teachers and
TCs, was also stated as a source of anxiety by the participants. TCs indicated that time
to time they felt themselves inadequate because of having the cooperating teacher
observing and evaluating them. The TCs explained that the cooperating teachers should

be educating them but instead of giving feedback related to the lesson, some of them
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were behaving judicial about the education they get, and the way they presented their
classes. TCs also mentioned that because the cooperating teachers are always in the
class observing they could not completely impersonate themselves as a teacher. One

participant complained as;

P6: The teacher is always there; it is her class, not mine. I do not really see if I
am a real teacher or still a student myself.

Moreover, some TCs mentioned that cooperating teachers interrupted their class time to
time and get the attention of the students on their selves. TCs complained that
cooperating teachers distracted the students from the activities they prepared and asked
their own questions, or gave some of the student’s different duties just in the middle of
their class as if they were not teaching anything useful. TCs stated that when the
cooperating teachers started doing something in the class while they were teaching they
could not say anything or interfere with them due to the fact that they were the teachers

of the class.

P5: I was starting to my last activity, then the cooperating teacher told the
students that their books had arrived. All of the students stopped the activity and
ran to the teacher, they were asking about the books. I was just standing there
waiting but he did not stop talking about the books I could not complete my
activity. Why did he do that, he could just tell them at the end of the lesson.

P8: The cooperating teacher mentioned about something to the class and they
started to talk about that topic and it was totally irrelevant to my lesson. I
thought about classroom management, how I could get their attention again but
the teacher was there and he actually created the situation. When he did not say
anything I also could not interfere. This really got on my nerves.

Finally, some TCs were confused because of the differences between the cooperating
teachers and themselves. They said they could not understand what their cooperating
teachers asked from them about the teaching procedure resulting from cooperating
teachers having an old fashion deductive approach while TCs trying to use a more

communicative, contemporary, inductive approach.
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The Factors Related to the Students: Among all the categories which are the sources of
the foreign language teaching anxiety experienced by English Language Teaching
Department TCs, the factors related to the students they teach has been the most
frequently mentioned category. When the communication units were analyzed it was
seen that the incidents axial around two topics; the relationship between the TCs and the

students, and student centered conditions.

The TCs mentioned that the relationship between the students and the teacher is the
most important element of having a peaceful, secure and efficient teaching/learning
environment, that is why even a minor problem they encounter related to students,
causes distress for their teaching. Most of the TCs complained about the limited amount
of time they spend with the students, and the difficulty of building rapport with them
because only meeting one day in a week. They mentioned that they still have a distant
relationship with the students and they could not feel them as their own class.
Furthermore, TCs explained they could not learn the student’s names and this caused
problems when they were trying to engage the students to the lesson. One of the TCs
remonstrated that they were not the real teachers of the students and they were only
preparing lesson plans for them to be evaluated, they could not feel a natural bond with
the students like a real teacher. Some of the TCs’ explanations about the matter is

presented as follow;

P3: These are not our own students so we can not be so close with them. I want
to have a close relation with my students, we should know what they like, what
their interests are, but I can not get to know the students here. I think we can
make jokes have fun together but be able to do this both sides should know each
other better. We should spend more time with the students.

P1: T just can not get over it. My lesson plans are very efficient but my
performance... I am trying to overcome but I am still timid with students I do
not know them that much. I just can not embrace them as my own class. There is
a distance between me and the students.

P9: I can not say I have a close relation with students I really need to know them
better. It’s not true to say they all love me I am great with them. There are
mostly two or three students participating and sometimes 1 feel like I am only
addressing them in the class this really bothers me.
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P10: Most of the time I do not have a problem related to communicating to
students but T have an obsession with names, this is not something I experience
in the classroom I like to refer to people with their names. I constantly asked the
students names while I am teaching I think this bothers them a little they look at
me like — could not you still learn my name- this affects our relation.

P6: I do not like to reveal myself too much, this is the case with students, seeing
them three-four times every week and preparing a lesson for them once a week
to get grades is very different. We do not have a natural relationship with the
students. It is artificial. We need more time with them and we need to share a
common life experience.

TCs* statements also revealed that they have difficulties related to controlling the
students time to time and this makes them feels insufficient as a teacher. Most of them
stated that while they are presenting a structure, giving instructions or implementing an
activity they can not ensure the students to listen to them. TCs said that teaching to high
school students is very difficult because they are too restless and it is impossible to
establish authority over them. One TC said the same for young learners and stated that
controlling the children is even more difficult, and not being able to control the class is

a sign for poor classroom management.

P6: I have problems when the students do not listen to me. Usually the students
sitting at the back rows do not listen, I think I only teach something to the
students sitting in front of me, I can not push them to listen they will not
participate if they do not want to.

P9: Usually I have good communication skills with my students, however while
some activities it is difficult to make them listen. Today 1 wanted to invite them
to the board for the activity, and it was very difficult they did not want to
participate, they are very clever students studying at sciences high school so
sometimes they can belittle some activities.

P3: Today because at the activity I have chosen, the students were too restless.
When their friends were at the board they tried to support their classmates and
shouting too much. Tt was an activity which students had to use their reflexes,
there was too much noise and I lost the control of the class [ am not pleased with
this situation, I was negatively affected.
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P2: It is different with children. Young learners are too restless they all talk at
once and sometimes I can not hear them. Once there was an activity 1 was
eliciting the answers and one student shouted —but teacher I said it first you did
not hear me- Because they are just always speaking I could not give feedback
when the student answered this happened a couple of times and it creates
problem in the class.

Moreover, the TCs revealed their disturbance about teaching to different students each
week. Even some TCs can ensure stability with the classes they observe and teach, few
numbers of TCs stated that because of the changes at timetables they had to attend to
different classes. The TCs mentioned that they could not predict the background
knowledge of thé students sometimes and so they had problems with preparing lesson
plans appropriﬁte to their level. Also, TCs mentioned that they want to try different
things time to time like making jokes, or bringing songs to the class, preparing activities
with games however they are afraid that they can not predict the reactions of students so

they feel conservative about innovations.

P1: The anxiety especially arises when I see the students for the first time, the
same for students of course. When there is someone I do not know I really feel
very bad. Because the students do not know me I always wonder about what
they think about me will they like me, the first impression always makes me
nervous.

P2: Normally I know the students so I can prepare according to what I know.
But when there is a class I see for the first time my performance is worse. With
the other class I can predict how my students can react for example I made a
mistake and the students helped me that was not a problem. But I can not
imagine it with a new class what if  make a mistake, I say something wrong that
would be a real problem for me.

P10: T prepared an activity for the lesson it was about countries and some
features about the countries, I thought the activity would last longer because
they were not supposed to know the information I wanted them to make
predictions and there would be a discussion part. But after I had started T saw
that they already knew all the answers and the activity finished in 2 minutes, that
was not what [ planned.

The last matter about the anxiety the TCs experience related to their relationship with

students is about the fear of not being qualified enough in the students’ eyes. Most of
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the teacher candidate stated that they fear of making a minor mistake or just one simple
move and the students will just not see them as a real teacher. Also the TCs mentioned
about the negative looks of the students they encounter time to time and fearing that the

students will laugh at them and not take them serious.

P6: My biggest fear is about being unqualified in the students’ eyes, what if I
make a mistake. They would say —she is not a teacher yet, she doesn’t know the
answer, she needs to study more- it would be very disappointing to hear this
from students because we are the teacher we should be better them there should
be a difference between us. Even we like each other and seem like friends I
would not want them to think T am not qualified to be their teacher.

P3: I can not behave the way I want with students sometimes. While I am
thinking I know I should behave different but when it comes to realization I
think they will not take me serious and what if they laugh at me?

P1: T actually know I can be an excellent teacher. My lessons my activities are
great but while T am speaking I am afraid. The students can laugh at me, let’s
say I produce an incorrect sentence, would they judge me or they can even laugh
at me, they would not respect me at all.

TCs also explained that there were factors related to student centered conditions
affecting their level of anxiety. They stated that problems aroused when they see that
students could not understand second language, were not able to get understand a
grammar or could not answer their questions. TCs explained that they had to speak
English while teaching and actually believe it is necessary for the students to be
exposed to the second language as much as possible however the students’ level was not
high enough and they were not used to hear their teachers speaking English. They
mentioned that they were preparing their lessons plans expecting the answers of the
students and when they could not elicit what they expect, they worried about not being

able to proceed with their plan.

P11: I prepared a lesson plan related to tense revision. First I tried to speak
English but then I used the first language my supervisor asked me why I did it. 1
was expecting that question of course but they do not understand English. T am
teaching them the tenses how can they understand if I do not explain it in
Turkish?
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P2: The topic for the lesson was relative pronouns. I had to teach it because the
cooperating teacher insisted on giving the topic to me. While I was presenting
the structure I experienced some problems, I asked them how they would fill in
the blanks. They just could not answer. However, I told them three or four
times, they should look at the word before the blank. They made up answers, at
the time I was only thinking about my own failure, Was I that bad?

P6: 1 started the lesson with who and which, at the beginning they just could not
understand anything. I asked them some concept checking questions and nobody
answered, they were seeing the topic for the first time and I know it was normal
if they did not understand, but I got into panic. Could not I reach them; how can
[ explain it what if I just can not explain it?

TCs also thought that the students they were teaching were not actually ready to learn
and this was the main reason for the problems they experience during their teaching
practice. TCs mentioned how the students in their classes were constantly distracted and
it was very difficult for them to get their attention. Some TCs attributed their anxiety to
the students having low motivation, or students being tired. Moreover, TCs complained
about the background knowledge of the students. They said that students had some
fossilized errors or misinformation inherited from their previous experiences and it was

difficult for the TCs to teach false beginners.

P5: The students were distracted at the last part of the lesson when I was
handing out my last activity. I did not want to interfere too much, the students
were tired and their motivation was low. [ was the second teacher candidate
teaching and the students were not too eager to participate. They were saying —
we wish it is finished so we can go.

P2: It’s easier for me to communicate with adolescences but sometimes teaching
a topic can be problematic. The high school students’ minds are not clear. The
other day I was presenting a structure, and they said we knew it in a different
way, and it was inaccurate. When students learn something wrong in their past it
is very difficult to correct the mistake in their mind.

The TCs finally stated that the biggest concern for them related to the students is having
an emergency inside the classroom. They were afraid of encountering any kind of health
issue during a lesson and said they would be terrified if something happens to the

students under their watch. TCs also mentioned there were personal differences between
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students and it was impossible for them to be able to prepare activities which can
i address to all students. To conclude TCs were also annoyed when they prepared an

activity and students were bored with the tasks they prepare.

P3: My lesson plan was great. I tried to present the structure over the students, I
got feedback from them I prepared the examples I got from the students and
built the lesson this way. Then I came to the final activity, it was a game and 1
thought they would have fun while playing it. However, I think they found the
game childish and instead of having fun they made fun of my game.

The teaching procedure: One other category which emerged from the participants’
answers, affecting the foreign language teaching anxiety of TCs, is about the factors -
related to the teaching procedure. TCs complained about the issues have experience
with the lesson plans they prepare. Some TCs claim that they prepare theoretically
excellent lesson plans however during their teaching they have to deviate from their
plans because of the incidents in class and these deviations worry them. TCs stated that
usually they try to plan every detail of a plan; they even plan the sentences to produce
beforehand. They try to remember the sentences while they are teaching and when they
can not they can not proceed to their lesson. The participants mentioned that they are
too dependent on their lesson plans and when a minor change occurs during their lesson

they are not able to make any improvisations.

P1: I feel myself unqualified; T can say something wrong or make a mistake.
When 1 prepare my lesson plan I write everything down, I write everything I
will say and I memorize it. During the lesson I try to follow my script I can not
speak spontaneously. If I forget anything I to check my notes and try to resume
from my plan. Of course this is a huge problem for me, I too dependent on my
lesson plan.

P3: I can prepare lesson plans how our teachers taught us at school (university)
but my problem is about how I will perform these plans. They are prepared with
every detail. I predict all the dialogues [ mean the possible answers of students. I
do it with my personal life I think about the dialogues before they happen. I plan
every step of the lesson so when there is any kind of deviation, if someone says
something I do not expect I just freeze, I am terrified at those moments. This is
my whole life T do not want to be this way I wish I did not think everything this
much I want to improvise but I can not.
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In addition, TCs explained that the topics they teach or the type of activities affect how
they teach and also affect their foreign language teaching anxiety level. Some students
complained that they were given difficult topics to teach to the students. They stated
that when the topic is too complicated, it is even difficult for them to teach and they
worry that they could not transfer their expertise to their students. Furthermore, TCs
regretted to choose complicated activities which needed controlling multi-dimensions in
a classroom and confused the students. They indicated that they were always trying
different activity types and implementing various grouping techniques for their lessons,
but they were also aware that these kinds of tasks might create a chaotic atmosphere in

their classes.

P6: My topic was quite complicated, I mean this is even a nightmare for teachers
and T have to teach this to the students I was really scared.

P3: This happens all the time I choose complicated activities. I want them to be
perfect and I think the more difficult the task the better for students. I prepare
competition tasks because I think they will not enjoy the other types of tasks.
But when I look at the results I just can not be sure I tell myself are not these
proper activities? Would it be better if T have chosen a different simpler activity?
The same thing happened today, [ wish I hadn’t used the activity.

The participants also stated, not being prepared enough to be a reason for their foreign
language teaching anxiety. The TCs mentioned that when they prepare lesson plans and
premediate the general procedures of the lesson they feel more confident however they
admitted that time to time they could not find the energy or time for a proper
preparation for their teaching, and this affected their performance. One TC explained
how she forgot an important part of a lesson due to inadequate preparation and she
thought about that part of the plan for the rest of the lesson. Moreover, some of the TCs
had difficulties about managing the time for their teaching. The participants either could
not complete their tasks before the lesson ended or finished the tasks too early or could

not find a new activity for their students. TCs explained their concerns as follow;

P9: I could not the engage part of my lesson, actually I could have done an
enjoyable and interesting warm-up activity but I just start to presenting the
structure and this bothered me during my teaching. I was unprepared. I was
thinking through the lesson, how could I forget, I was beating myself up.
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Normally I could be way better. Maybe it was not horrible but it was not
efficient for my own standards.

P10: I could not complete all the tasks in my lesson plan today. I had to mention
about one more topic but I could not manage the time. My game took more time
than expected and the students did not want to quit. I could of think about
explaining the topic and then proceeding with the game. That would be better. T
guess I need to plan things beforehand.

P11: My lesson finished about ten minutes earlier than expected. I really did not
like that part. T had extra time but I did not know what to do. We do not have
enough experience. I prepared my plan but I thought it will finish on time. We
can prepare lesson plans and enjoyable activities right, but we still can not
predict how much time it would take to complete the tasks.

P12: I mainly followed my lesson plan but I had a problem the time. I had an
activity with a song but I could not do it as I wish, I had to take it short it was
not something huge for me but I did not like that part it could be better.

The teaching practicum system: As the final category, the criticism of the teaching
practicum system has emerged as one of the sources for TCs’ foreign language teaching
anxiety. Almost all of the TCs stated that most of the problems related to their teaching
anxiety was based on their lack of experience. They mentioned that they could not
predict about the problems they could face in classes due to being in this context for the
first time. They can not spend much time teaching so every type unknown situation
creates anxiety for them. TCs were also uneasy of the fact that they have to prepare-
perform a lesson plan for evaluation. They indicated that even they knew there should
be an evaluation criterion for the teaching practicum they took, TCs felt themselves
disturbed when they experience anxiety because of the fear of getting a low grade.
Moreover, TCs mentioned about the limited time they were given to present their lesson
plans. Each teacher candidate has one lesson around forty / forty-five minutes to
perform while their supervisors are observing them and TCs complained that that time
was not enough for a proper evaluation. Some TCs” explanations about the case are

presented as follow;

P6: This is going to be a kind of criticism of the system but I was given a limited
time for the lesson. I had to think about this limited time while I was preparing
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my lesson and this limited me. If I had two lessons, I mean 75-80 minutes I

- could prepare very different activities I do not want to think negatively but I am
given limited opportunity for practice. I wish we could have more experience so
I can practice more about how to teach a grammatical topic.

P11: The lesson plans are not for us actually. There is no need to write down a
lesson plan. The plan is for the observer, the mentors to see what [ am going to
do in a lesson. It is just for my evaluation.

P7: I could not manage the time with my activities, because I did not have
enough time, if T had the second lesson I could just transfer it to the next lesson
but we have to show everything at the first and only lesson which was given to
us.

P10: When we become teachers we will not have problems with time because
we will have the next lesson. But now we only have one lesson to perform and
have to show everything we know in one lesson so yes I was anxious about the
activities I could not do.

The technical issues like the lack of facilities at cooperating schools and TCs not being
used to use technological devices were among the factors causing anxiety for TCs. One
teacher candidate complained that the photocopier in the school was broken so he could
not implement his lesson plan as he thought. Also a teacher candidate blamed the clock
on the classroom wall for his malfunction related to time management. The broken
smartboards, broken OHPs were also reasons for TCs to experience foreign language

teaching anxiety. The extracts explaining their feelings are presented as;

P7: All of the schools are not modern enough, they do not have the devices we
want to use. That is a problem for me because sometimes I have to change my
plan when the devices do not exist or are broken even being there.

P11: I had a problem with time today, but I was not my fault I asked how much
time is left and the students said three minutes so I finished the activity y
quickly giving the answers. However, then we realized we still had fifteen
minutes. I had finished all the activities and I did not know what to do, how
could know the clock was broken.

P8: I was afraid when the smartboard did not work, because I had based my
lesson plan to the video I was going to show to the students. I am always
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worried about the technical devices because we are not used to the smartboards,
we haven’t used them in university, so [ experienced a little panic.

Finally, the TCs complained about the miscommunication they had with their
classmates. The TCs have to work together while they are teaching, sometimes they
have to share the topics and not being able to meet on common ground created problems

for them.

P10: I could not implement the plan I had prepared, there was a
miscommunication with my partner. He had to teach must and mustn’t but he
did not. I prepared an activity including that topic but the students did not know
so I had to teach the topic and change my plan.

P5: I had to teach after my partner it was also the last lesson of the day, the
students were tired. My partner prepared the same activity I had prepared she
was supposed to do something different and because she presented before me
the students did not want to participate in my task.

4.2.1.3 Strategies to cope with anxiety

After the analysis of the qualitative data obtained from the semi-structured individual
interviews, it was seen that English Language Teaching Department TCs developed
some strategies to overcome the foreign language teaching anxiety they experienced
during their teaching practicum. The coping strategies were grouped under two
categories as prevention strategies and intervention strategies. Prevention strategies
include every precaution, TCs take before they can predict about a problem. While
intervention strategies can be defined as every action, TCs take after they face a

problem in order to solve it (Table 4.7)
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Main Category Categories

Communication Units

=S

Prevention
Strategies

Strategies to
Cope with
Anxiety

Intervention
Strategies

Total

Skipping an activity

Avoiding using a structure
Choosing basic contents of a topic
Constantly trying new things
Preparing a flexible lesson plan
Using various materials

Being thoroughly prepared
Preparing a back-up plan
Focusing on own strengths
Closely monitoring the class

Total

Code-switching to L1

Getting support from the mentor
Using personification

One on one attention to students
Imitating the mentor

Getting help from the students
Giving simpler examples to the
students

Trying to feel like a student
Comparing oneself with the
classmates

Comparing oneself with the mentor
Speaking and calming oneself
Admitting making a mistake to the
class

Making physical contact with the
students

Proceeding with a new topic
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Prevention Strategies: When TCs were asked about how they could decrease their
foreign language teaching anxiety, the first answer most of them gave was about being
prepared for the lessons they were teaching. TCs explained that when they were
prepared for their lessons they felt more self-confident with their activities, their
language proficiency and classroom management. TCs stated that preparing an
interesting and efficient lesson helped them to get students attention and ensured them
to participate their lessons so TCs mentioned they found the solution by trying several
types of activities together with colorful various materials. Another factor mentioned by
the TCs, was preparing flexible lesson plans being aware of the fact that there could be
unexpected situations during their lessons. This way they did not feel themselves too
dependent on an activity and felt free to improvise during teaching. TCs explain the

methods they use as;

P12: T am prepared, I have a lesson plan, materials I feel myself ready. It would
be different if I were unprepared, I planned this a few days ago I knew what to
do during the lesson. I studied for the grammar point to be able to answer the
questions.

P10: T might feel a little bit anxious but I can prevent this when I study. I always
try new things I look up the internet and try to find things the students might
enjoy.

P2: I was prepared but I did not write down every detail, my materials were
ready however when I prepare a lesson plan word by word it definitely changes
so I prepare an overview of a lesson and sometimes I decide on things in the
class according to the students. I prepared my pictures and planned how I would
use them but did not think on every example because I could elicit them from
the students.

P11: I usually do not prepare very detailed lesson plans, of course everything is
planned in my mind but I try to make it flexible. If the students like an activity
and they want to proceed I should be able to go on with it, I do not have to do
everything on my plan.

P7: I prepared the main points of the plan but the examples came up in the class.
A teacher should be able to do this. If you plan every word and one thing
happens different from your plan you will panic. Planning every detail makes
you perfectionist and this causes anxiety.
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TCs also mentioned that keeping things simple helped them to prevent situations which
could raise anxiety while they were teaching. While they were teaching a grammatical
topic they choose the basics of the structure and proceed if only students can really
comprehend the topic. Also TCs admitted that time to time they used avoidance
strategies like skipping certain task types or avoid using particular structures to prevent

a mistake or an unwilling situation. Some extracts explaining TCs thoughts are;

P2: I had to teach the relative clauses and of course it is a difficult topic. There
are many different structures and many examples. But | remember what one of
my teachers said, one thing at a time. I could not have given all of the structures
at once it would be too confusing for students so I only chose who and which
and only one function of them. I did not mention about relatives as a subject or
relatives as an object that could be a problem for me.

P1: Sometimes I see that T won’t be able to speak about something, and I know I
would panic if I try to. So I can skip one small detail, it’s not something that
would affect my whole lesson it’s not a very important point so I avoid that part,
it works for me.

TCs explained that focusing on their strengths is a very efficient way to decrease the
foreign language teaching anxiety. The participants indicated that everyone has different
weaknesses and strengths related to teaching English hence focusing on the methods
and skills one succeeds can help them to prevent any problem regarding anxiety.
Furthermore, closely monitoring the class during a forty-five minute time and trying to
detect the needs of the students had been presented as an important factor to prevent the
problems which can occur in any classroom. Finally, TCs proudly stated that having
back-up plans was the best way to cope with anxiety provoking cases in their classes.

The TCs’ extracts explaining their strategies are;

P10: I try my best all the time. If I am bad at something I know that I should not
do it if T am good, I should be confident with myself. Of course 1 know what I
am good at. I do not have any problem with my teaching skills. You are a
teacher you have to believe in yourself, how could your students respect you if
vou do not respect yourself. You should focus on your strengths rather than
worrying about your weaknesses.
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P7: While I am teaching I always monitor the class; I listen to the students very
carefully I observe whether they like my activity or hate it. I am a teacher I have
to detect the problems in my class. It’s not just presenting the lesson plan and
leaving, we should think every aspect of a classroom.

P8: At first of course I got a bit excited when the video did not work however 1
was prepared I also had written down the lyrics of the video and printed it out so
I had a back-up plan to continue my lesson.

P11: I do not need to follow a lesson plan %100. Of course I have a plan but
sometimes things might not proceed as expected so even it’s not written down
on my lesson plan I always have a ‘b, ¢ and even d plan’ in my mind.

Intervention Strategies: The intervention strategies TCs use to overcome the problems
causing anxiety were mostly related to students not being able to understand the topics
TCs were teaching. Hence in order to solve these problems, TCs mentioned that they
switched to the first language to correct a misunderstanding in the class. The
participants also revealed asking more and simpler questions, giving examples related to
the students themselves or the cooperating teachers, helped them clear the topic for
students thus reduced their anxiety. The TCs told about their classes in the following

extracts;

P2: The students could not understand the rule of the structure I asked them a
few times but I think it was complicated for them. I switched to first language
(L1) and they could understand what I meant. I use .1 when necessary because
sometimes when we are teaching grammatical structures there are some main
points we have to focus on, while explaining them I use L1. This doesn’t
interrupt the flow of the lesson. Why should I try to explain something during
ten minutes in English while I can explain it in two minutes in L1?

P4: 1 think they could not understand my examples at first. No one was
answering my questions. Then I changed the examples, I tried to relate the
examples to themselves. Or their own English teacher was pregnant I
remembered that and gave an example about her. Then they all make the ‘Yes I
get it now’ face.

P3: I guess my examples had some unknown vocabulary for them. There were
abstract concepts. 1 thought they would understand the words related to
personality, but they could not. So I changed the examples with concrete things
like buildings, weight, or classroom objects. Then they could get the idea when I
show the structure on real objects.
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TCs also mentioned whenever they face a problematic case in their classes they try to
calm themselves and speak to themselves and focus on the solution of the problem.
Most TCs stated that they talk and motivate themselves when they experience an
anxious situation. Some mentioned about counting silently and reducing their stress by
waiting for a few seconds. One teacher candidate said she turned to the board and felt as
I she was alone for a little time then after she cleared her head she could continue with
her task. TCs indicated that they were aware of the possible problems which could
occur in a class but instead of focusing on their mistake or deficiency they focus on the

solutions. TCs’ answers are presented as;

P10: I just thought about a solution, I did not panic or anything because
panicking would not change anything it would make it worse. I thought what
can I ask, I thought about the students” interests and bamm I found a task.

P6: T felt a bit nervous, then I quickly turned to the board. I talked to myself.
You can do this no need to panic, you are doing great. I did not want to show
my face because this would affect the students and the lesson. I was prepared
my lesson was interesting I said ‘try your best’. Then I just turned to the class
and smiled they smiled back, my anxiety was gone at that moment.

Additionally, TCs explained that at their anxious moments when a problematic incident
occurred in their classes they were not afraid to ask help from the others. Even some
TCs did not have a close relation with their cooperating teachers, they stated that the
teachers helped them when they could not find solutions themselves. Moreover, TCs
asked help from students when they could not remember a word, had difficulty with
giving an example or could not open the technical devices. Also, TCs indicated that in
an anxious moment they try to think like their mentor teachers and how they would
handle the problematic situation and act the way they would. TCs express themselves as

follows;

P8: T was afraid when the device did not work but I did not want to waste any
time I just asked help from my cooperating teacher, maybe I should try to fix it
myself but T did not want to spend too much time on it.
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P7: My activities finished earlier than I expect. I did not have anything extra
with me, I did not know what to do I hesitated for a moment. I just could not
find anything at that moment. Then I thought why should not I ask the students.
They could give me an advice and we would proceed with an activity they like.
They offered me a game and we played it altogether until the bell rang.

Another strategy TCs used when they experience any anxiety related to their teaching,
was to compare themselves with others. TCs stated even they were supposed to learn
from their cooperating teachers, unfortunately all teachers were not enthusiastic enough
or innovative so TCs perceived themselves better than the cooperating teachers hence
felt better with their teaching. Moreover, some TCs mentioned that at times they saw
themselves inefficient and experience anxiety they compare their lessons to their
classmates’ lessons and relieved themselves by noticing they were not actually as

unsuccessful as they thought. The extracts of the TCs are presented as;

P9: I experienced a short term anxiety during the lesson about my activities I
was afraid the students did not like them. However, then I thought about the
cooperating teacher. She was only teaching her lessons from the book. She was
not bringing any extra material or she was not preparing any games or any
different types of activities. The colorful cartons I prepared and my game were
even too interesting for the students.

P6: I was observing my other classmates from the beginning of the term and
sometimes their lessons can be very monotonous, I do not want to be like them
and [ am not. My confidence was not this high at the beginning of the term
however now I feel things intuitively I always say, why would I do, no one is
better than me. No sentence can be more motivating for me.

TCs also mentioned about getting closer to students when they experience an anxious
moment and how this relieved them during teaching. TCs indicated that standing closer
to students decreased their anxiety since getting closer to them made the TC felt like a
student rather than an authoritative figure. Moreover, TCs explained having physical
contact with students was both a way to get the students’ attention and to build a closer
relationship between the TCs and their students. TCs® expressions related these factors

are presented below;
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P2: When I felt anxious I stand closer to the students. I wanted to destroy the
image of the authoritative teacher. T wanted to feel as if I am one of them. We
have a relation I mean in class I am the teacher but in the breaks we are like
friends so I wanted to feel they are my friends again. I went near to some of
them, I touched their shoulders. I was also a student not a teacher at the moment
and I just relaxed.

P7: T start the lesson by asking questions to the students who are eager to
participate, but then proceed with the students at the back rows. I always try to
engage the students with eye contact. I make them feel that I am always
watching them this gives me confidence I feel myself a better teacher when I
can control all of the students.

4.2.1.4 The cases when anxiety decreased

The final main category emerged from the answers of English Language Teaching
Department TCs is related to the cases when TCs’ anxiety reduces. Two categories,
which are the factors related to the students and the factors related to the teaching

procedure, were generated by the researcher after the analysis of the quantitative data

(Table 4.8).



Table 4.8

The Cases When FLSTA Reduces
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Main Category

Categories

Communication Units

%

The Cases
When Anxiety
Decreased

Cases related to
students

Cases related to
the teaching
procedure

Total

TCs can answer students’ questions
Students participate to the lesson
Students help me with a mistake
Students having fun

Students like my activity

Students can succeed at the activities
Students appreciate the teacher
candidate

Students understand teacher
candidate’s purpose

Getting positive reactions from
students

Seeing students’ level is higher than
expected

Total

After completing the lesson
presentation

As soon as the lesson starts

Feeling themselves successful
After engaging students to the task
After completing main points of the
lesson

58
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[t was seen that even TCs feel extremely anxious at some parts of their lessons, after

some particular instances related to the students they were teaching, their anxiety

instantly or gradually decreased. The TCs explained that as soon as the students showed

signs of understanding the topic, answered the questions TCs ask, participated to their |

lesson and succeeded at the tasks given to them, all their concerns disappeared.

Moreover, TCs indicated that they were afraid that their activities would be too difficult

for the students however after seeing the students’ level was higher than expected, they

relieved and saw that they were not supposed to worry since the very beginning. TCs

stated about the times they relieved as follow;

P2: All my worries disappeared when the students could answer the questions
and explained the purpose of the activity. They could just automatically
summarize the rule without my help thus then my anxiety was gone. I said I
succeed and I was very happy.



82

P3: My anxiety reduced when I could get the answers I expected, because I
based the lesson on those answers I would not be able to proceed and make the
connection at my lesson plan. Then the students understood my purpose and
gave me the answers I needed. I said now I can continue with the comparatives,
and relaxed.

P6: One of the students asked a question about ‘which one’, normally I could
never explain the structure. When we are preparing our plans we try to think
about all the possibilities but then there was an unexpected question, I got
nervous for 1 or 2 seconds but then I started to explain it and gave examples,
when I saw that students got my point I saw that I actually can do everything I
want.

P4: After presenting the structure I realized that my plan was actually simpler in
my head but when I saw that the students level is higher than I expect I went on
with more complicated examples and functions. I was afraid they might not
understand the basic plan but with my materials and examples I could teach
them everything about the structure, this was really motivating for me.

Furthermore, TCs explained that when the students helped them with their mistakes,
appreciated the way they teach, gave positive feedback to them the TCs felt the feeling
of success and their anxiety decreased. Additionally, TCs were relaxed when the
students enjoyed their activities and had fun while completing all the tasks they had

prepared. The explanations of the TCs are presented as;

P1: At my previous lesson T just forgot my words, I felt I was paralyzed, and
could not do anything. Then some of the students start speaking they helped me,
by giving some examples and predicting what 1 was trying to say. We produced
the sentences together they really supported me. Later they told me that they did
not want me to get a low grade so they helped me in front of my supervisor. I
was so touched.

P2: It was the end of the lesson, I could complete all of my activities, we played
a game as the last activity the students seemed to have fun. Then one of the
students approached me and said ‘You are a great teacher, we really enjoy your
lesson and could understand the grammar topic’. This was amazing, then I knew
that I was successful and that meant everything to me.

Other than the reactions of students, seeing that the factors related to the teaching

procedure proceeded as expected also helped to decrease the TCs” foreign language
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teaching anxiety. Most of the TCs admitted that the anxiety they experience is actually
their overreaction and as soon as they start teaching their anxiety instantly decrease.
TCs usually have the idea of failure in their minds and they exaggerate their fears before
the lesson however, as soon as they start speaking in the lesson and could interact with
their students they overcome their concerns. TCs also explained that there were some
important points in their lesson plan building the main structure of their lesson, and
when they completed these main points their anxiety gradually decreased. Almost all of
the TCs had a common incident when their anxiety diminished; after completing the
presentation. Even TCs were teachers in real classrooms with real students, they still felt
themselves as students and the lessons they taught as presentations to show their
performance. Thus when. they complete the lessons they taught they relaxed and

overcome their feelings of anxiety. The TCs expressed their feelings about the case as;

P6: If I have to compare my anxiety at the very beginning and at the middle
there is a huge gap. My anxiety instantly reduces when I start teaching. Just
before the lesson I feel very worried but when 1 start I see that I can succeed I
have a confidence boost, also I get positive feedback from students then there is
not a trace of anxiety.

P10: I explain this situation as ‘you get used to the water after you dive in’, and
there are some milestones for every lesson. They are the difficult parts mostly
about the new grammar point, or giving instructions or getting the students’
attention. If those parts pass I heave a sigh of relief. After that I like the students
to be active I just have to lead them or monitor them and there is nothing to
worry about at the rest of the lesson.

4.2.2 Findings of the Focus Group Interviews

The analysis of the qualitative data obtained from the focus group interviews, revealed
extra information about the investigated construct ‘Foreign Language Student Teacher
Anxiety’, according to English Language Teaching Department TCs. It was seen that
some incidents which emerged at the semi-structured interviews also repeated at the
focus group interviews. In order the avoid repetition these codes have not been included

in the present section.

After the analysis of the focus group interview the researcher has grouped TCs’

perceptions of Foreign Language Student Teacher Anxiety, under the following main
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categories; the problems TCs face during the teaching practicum, their relation with the
cooperating teachers, their relation with the supervisors, the problems related to the
teaching practicum system, what could be changed and the strategies to overcome

anxiety, and finally the benefits of the teaching practicum.
4.2.2.1 The problems Teacher Candidates face during the teaching practicum

The TCs stated that it was not always possible to implement what they have learnt at
their teacher education program, at the classes they taught at the teaching practicum.
The TCs stated that all the theories and methods they had studied on, might seem to
work on paper however when it comes to perform the lesson plans, the theories were
not appropriate for the students’ needs. Moreover, TCs suggested that the theories
which were developed by scholars abroad, especially in western culture, might not be
appropriate for our Turkish context and that might be the problem about their
implementation. On the other hand, some TCs opposed to their classmates and defended
it was actually possible to implement the methods they have learnt, and the reason for
the confusion was the cooperating teachers’ way of old fashioned teaching and this
leaded the discussion towards the problems TCs experienced with their cooperating

teachers.
The dialogue between the TCs proceeded as;

-P4: Engage, study activate doesn’t work in my classes, I have to use games for
all my classes. There are hyperactive students instantly moving they would not
listen to me if T speak. A supervisor would say this TC had not learnt anything
from us, I learnt a lot but do not use them.

-P3: Not always but I think usually we can teach how we learnt at university.
-P6: I definitely agree.

-P1: If they could be applicable students could learn very efficiently but it’s
problematic. T have this theory what they teach us at university are knowledge
coming from other countries, and developed by advanced scientists. Yet, the
paper they write doesn’t fit to our schools under the ministry of education. We
try not to use the Grammar Translation Method, but students can understand us
and we waste time. It’s difficult to blend these methods to our system.

-P6: These are not our students if you use these innovative methods from the
beginning they would get used to it, but mentors use the traditional methods, and
until the students understand our style the practicum ends.
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4.2.2.2 Teacher Candidates’ relation with the cooperating teachers

The other main category emerged from the qualitative data is the problems TCs
experience with their mentors. TCs stated that the differences between cooperating
teachers and themselves causes anxiety. TCs mentioned that they are enthusiastic for
teaching and try their best to prepare creative and innovative lessons for the students
every week. However, they were sorry to indicate that most of the teachers were
nonchalant and they were even criticizing the TCs for being prepared and aspirational.

One of the TCs expressed her worry as;

P6: I believe we can actually be innovative. Maybe I think this way because I'm
an intern but I definitely think it is possible to use more communicative and
inductive approaches. The teachers do not care, they always tell us —You will
see when you become a teacher you will change, you are living in a utopia- I do
not want to believe this, they devitalize us they are supposed to be models.

One other controversial topic for TCs is their cooperating teachers’ interference with
their lessons. Some TCs explained that they were disturbed when the teachers
interrupted their lessons and interfered with their activities. They stated that they were
not disturbed to get feedback on their deficiencies however, they felt humiliated when
the cooperating teacher pointed out to their mistakes in front of the students and this
situation increased their anxiety level during teaching. Nevertheless, some other TCs
believed they had a -master-apprentice- relationship with their cooperating teacers and it
was normal for the master to correct them when it was necessary. The conflict among

TCs is presented below;

-P8: Sometimes the teachers are too nosey with our lessons, we can be already
excited sometimes and when they interfere or command us to do something this
demotivates us.

-P7: But we are interns so I think our cooperating teachers have the right to
interfere. They should lead us of course; they know their students the best. If we
think we know everything we can not learn anything. I might be stealing the
students’ time; mentors know them better than us. When we are teachers we will
know our own students.

-P8: But is it okay to do it instantly in front of students? I think it’s not okay.
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-P9: God’s sake we are seniors and we will be teachers in three months, you are
also a teacher. They can not interrupt your lesson they should wait until the end
for feedback or suggestions.

-P7: All of the TCs are not devoted like you and they need intervention.

-P12: Guidance and inference are different things a teacher should guide us,
warn us about our mistakes and give feedback and suggestions; however, they
can not command us about teaching. They should let us create our own style.

TCs are also uncomfortable with the cooperating teachers’ misbehavior towards the
students and themselves. TCs mentioned that the teachers they observed were not
showing affection to the students. Also they always had the idea that the students were
unsuccessful and were not clever enough to learn besides they were implying these
prejudices to their own students. Furthermore, the TCs were disappointed of how some
of the mentors treated them and did not want them in their classes. One TC explained
that one of the cooperating teachers believed interns where distracting the students so
they were not welcomed in his classes. The TCs explained some of the cooperating
teachers stated their dislike of interns and belittled them while they were teaching.

Some TCS stated how sorry they were as follow;

P3: The teachers always shout to their students; they tell them they can not
succeed. How can you like school in this context? There really is a problem with
the teachers in school. So when we show a little affection to them, the students
instantly connect with us.

P12: Our cooperating teacher uses this sentence all the time —be quit or I’ll have
to beat you- What kind of a sentence is that we never saw him doing it of course
but it is so unnecessary for him to produce this sentence.

P8: It was our first week at the practicum, we went to our cooperating school to
meet our cooperating teacher and introduce ourselves, and she told us that she
doesn’t like interns. How can you spend the whole term after hearing this from
your cooperating teacher? Our supervisor asked her to write a petition to quit but
she did not. We had to deal with her the whole term.

According to the TCs, another disturbing point related to the cooperating teachers, is
how they saw and present the TCs as entertainers and not teachers. Teachers were
asking the TCs to prepare activities like games and songs, also calling the TCs as big
sisters or brothers whose duty were to amuse the class in their free time. The

participants stated that the reason for this type of behavior of the cooperating teachers,
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was to establish mentority and show the students that the cooperating teachers were

their real teachers and the TCs were just assistants or animators.

P4: Our teacher sees us as clowns. He directly tells the students —next week your
intern teacher will play a game with you- I go there with my lesson plan he asks
me which game I have prepared. He says this in front of the students and they
think I’'m not a teacher but someone who always plays games. The students
always expect a game, a dance from me because the cooperating teacher planted
me this way.

Other than the mentioned problems, TCs stated that the gender of the cooperating
teacher affected the relationship between them and caused miscommunication. A female
TC explained that her male teacher was too strict and they could not communicate with
him neither about the lessons, the procedures nor the students. She stated that the
teacher was not providing any guidance about the lesson however after she presented
her lesson plan he was criticizing her about the topic she chose or the activity she had
prepared. Moreover, some TCs were dissatisfied that the cooperating teachers were not
providing any feedback and contributing to their development. The TCs statements are

presented as;

P2: I want to mention about something I’'m not sure actually but the gender of
the cooperating teacher can also have an effect. My teacher the previous term
was a female and we had a close relation, we are still in contact with her.
However, this term the cooperating teacher is male and we have serious
communication problems. I constantly ask questions or inform him about the
lesson 1 will teach, or ask him what I should do, but he doesn’t talk to me. It’s
like he doesn’t take me serious or [ do not know why but this really irritates me.

P4: We have the same cooperating teacher with P2, we have to share the
contents or follow each other so there could be an order. ’'m asking but he
doesn’t speak to me, he doesn’t lead us anyway then after [ come to the class
with my lesson plan he says — ooohh you should have taught the suggestions-
and criticizes me, but he haven’t said anything how could I know?

4.2.2.3 Teacher Candidates’ relation with the university supervisors

TCs also mentioned of the issues related to their university supervisors and how these

caused anxieties for them. Some TCs stated how the supervisors were too strict and
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difficult to talk with. They indicated that some supervisors were conservative with their
ideas and were not open to the TCs suggestions. Moreover, according the TCs some
supervisors were inconsistent with their tasks and this caused confusion among them.
TCs also were also unpleasant with the differences between different supervisors; they
explained that while some supervisors were too demanding, giving extra work and very
meticulous with the paper work others were not that studios and were not mentoring
their consultants. TCs explained that having different supervisors at the first and second
terms was efficient in terms of variety however it also caused misunderstanding among

the TCs. Some utterances the TCs presented are;

P5: It’s difficult for me to talk to my supervisor, I think I can not explain myself
because this person doesn’t listen to me. This person is too strict and is very
demanding. You have to do what you are asked period otherwise you will fail
this is demotivating.

P6: Sometimes the opposite as also bad. Last term we were very close to our
supervisor we did not have any problems in terms of communication, but the
supervisor was a bit carefree. This person was not guiding us or giving any
feedback so yes it was easy for us to pass the course but maybe it was too easy.

P2: 1 agree last term was supervisor was strict about the rules and very
demanding but the feedback I received was priceless. This term I have another
supervisor and there is no supervision. I follow everything and ask when I
should prepare for task 1 but the supervisor doesn’t care.

TCs also mentioned that they faced some problems that were over their jurisdiction and
expected their supervisors to solve them. However, they mentioned that they could not
feel the support of them and had to cope with these issues on their own together with all
their own responsibilities. The TCs complained that when they had problems related to
their cooperating teachers they informed their supervisors yet they could not get any
suggestions as a solution for their problems. Furthermore, some TCs explained that due
to the misunderstanding among the competent bodies there were delays at their
replacement and they were not appointed to any cooperating teacher. TCs stated that
this was not an issue they could fix yet they felt that their supervisors also did not take

action until they rebelled. The TCs views about the situation are;
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P12: Our cooperating teacher had to change because of an unexpected problem.
She was supposed to give a petition but because of bureaucratic barriers we
were not assigned with a new mentor. This situation went on for a while and I
was alienated from internship. This problem was not solved for a long time. I
had to insist to the supervisor many times. How am I supposed to deal with this I
am just a student myself, the supervisors should show that they support us.

4.2.2.4 Problems with the teaching practicum system

The TCs also complained about the teaching practicum system and how the deficiencies
affected their foreign language teaching anxiety. To begin with, the TCs were disturbed
with the inequalities among the supervisors, cooperating teachers or collaborative
groups. There was a discussion among the TCs related to mandatory hours spent at their
cooperating schools. Some TCs stated that while they had to stay and teach for four
hours a week during their practicum, some of their classmates in other groups were just
spending two hours and this meant unfairness for them. Moreover, the TCs were against
the paperwork they had to fill every week, and claimed that some of the tasks they had

to complete did not have any contribution to neither themselves nor their supervisors.

The dialogue related the inequality is presented as;

-P10: The conditions should be equal for all of us. I go to the school and spend
six hours there while the others leave the school after two hours. Both groups
are interns, we teach for 6 hours but they leave after 2. We will both pass the
course. I do not know what’s the reason for the flexibility, is it the supervisor or
does the cooperating teacher send them early, but there should definitely be

equity.

-P11: "What kind of equality, 2 hours for everyone or 6 hours for everyone?"

P9: Where does this comes from, no one will be a better teacher by spending
four more hours in the school.

-P7: I think this is a course for us. Let’s say we both give the same paper at an
exam but you got 50 while I got 100, this is exactly the same situation. This

depends on every person of course but if staying 6 hours is the requirement of

the course everyone should stay 6 hours.

-P10: Rather than discussing on 6 hours or 2 hours, I would say everyone should
teach more, there should be more discipline and more supervision. It would
better if everyone could have more experience.
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The dialogue related to paperwork is presented below;

-P7: 1 do not like the paperwork. We are all interns with different supervisors, I
would volunteer to meet every week and talk about my teaching procedure, what
went good the problems I face. This would have a significant contribution to my
development. Yet when the whole meeting turns into —where is this paper, you
haven’t brought bla bla paper- I ask myself what’s the point?

-Researcher: So do not you think the tasks are useful for you?
-P9, P7, P12, P11: No, definitely not

-P12: Also, the lesson plan format doesn’t include the teaching procedure, there
are only the theoretical titles, we do not explain what we are doing. There is not
anything we can get feedback from on the tasks. It’s like we are preparing them
perfunctorily.

4.2.2.5 What could be changed and the strategies to overcome anxiety

The next main category TCs mentioned during the focus group interviews were related
to the strategies they have used to cope with their anxiety and each step they would
have done differently if they had the chance to go back in time. Firstly, the TCs who
experienced anxiety explained their own solutions to the problems they encountered.
TCs stated having problems with managing the time and worried when they finished
their lesson earlier than they had expected. One TC, told that the best choice for her was
to get help from her supervisor who was present at the classroom observing her. The
supervisor suggested her to open a song thereby she could complete her lesson. The TC
stated that after that lesson she always had some songs, videos or games in her flash
drive and updates them in a regular basis. One other TC indicated her concern of
whether her lessons were effective for students or not. She explained that she started a
competition by dividing the class into groups and asked them to write down the
vocabulary they have learnt each week. She said every week the students’ answers
increased gradually, and creating this kind of routine was not only beneficial for the

students’ vocabulary knowledge but also helpful at establishing a bond with them.

TCs also mentioned about what they would have wished to be different during their
teaching practicum experience. TCs stated that they learnt not to be so insistent during
their teaching. They indicated that sometimes they tried to be perfectionist and do
everything by the book, however at the end of their teaching practicum they have seen

that it was actually fine to sometimes use the shortcut or code switch when it was
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necessary. Some TCs admitted that being perfectionist all the time was tiring for them
and that was the actual reason for their anxiety. Some TCs stated they were too shy
during their teaching experience and were not active enough because of their fear of
being laughed at by students. Yet, they started to overcome these feelings at the final
weeks of their teaching and saw there was actually nothing to worry about. One TC who
defined herself as extremely anxious, wished she could have taken a deep breath,

abandon her fear and proceed with her tasks.

The TCs also made suggestions about the solutions to overcome their problems causing
foreign language teaching anxiety. TCs stated that it was always not possible to follow a
lesson plan step by step, and sometimes it was necessary to deviate from their plans. In
this case they suggested that every TC should be aware that these deviations were
normal, and instead of focusing on the problem it would be better for them to focus on a
solution and the proceedings of a lesson. One TC recommended not to focus on every
single detail of a lesson, rather focus on the objectives of a lesson and act upon the goal
they wanted to reach. He made a metaphor about how thinking on every detail could

detain someone to reach their goal;

P10: Let’s say I want to eat this chocolate and I will be happy when I eat it. If I
closely examine all the content in it and think about the worst conclusion I
would say, it has sugar, fat and so forth and T would come to the conclusion of
not eating it. If T think too much on every detail I could not perform any
procedure, I want to. It is the same with teaching a lesson.

TCs stated that anxiety was not a condition anyone could recover from instantly, rather
it was process and required experience to overcome the foreign language teaching
anxiety. TCs suggested the people who experience high level of anxiety could spend
some time with more experienced people and especially focus their relation on the
strategies to cope with anxiety. Moreover, TCs recommended it was necessary to
closely observe the people with high level of anxiety and follow their preparation
procedure, their teaching and analyze the features of their problematic conditions. They
stated the sources of anxiety could be different for everyone and a personal approach
would be more beneficial at this process. TCs also proposed it could be helpful for them
to come together and share their experiences about the teaching procedure and how they

acted on a crisis. They mentioned that many people could be experiencing similar
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problems and learning from others experiences would be an efficient method at coping

with foreign language teaching anxiety.

4.2.2.6 The benefits of the teaching practicum

Finally, the TCs were asked about how the teaching practicum experience affected their
level of foreign language teaching anxiety. Almost all of the TCs stated that they feel
themselves more efficient, more self-confident and more experienced comparing with
their first term and their anxiety decreased as their amount of practice increased. Only
two of the TCs stated that the teaching practicum had neither a negative nor positive
effect on their anxiety level and they were still not ready to comment on the topic. The
TCs mentioned that even they were terrified about some incidents during their teaching,
they saw that they actually learnt from their experiences and grateful they had face
some of them during their teaching practicum. The participants admitted that before the
teaching experience they saw teaching as a kind of presentation, an obligation, a
requirement for their graduation however at the end of the year they started to see
themselves as teachers and started to feel themselves responsible for the students they
were teaching. They also mentioned that they were not aware of the graveness of their
job, and realized that teaching was not an occupation to underestimate. The TCs
mentioned that after the teaching practicum they have learnt not to limit themselves in
terms of the age group to work with. Some TCs stated that previously they were afraid
to teach adolescences and high school students yet after their experience they saw there
was no need to worry about the communication problems. Furthermore, some TCs
stated that the teaching practicum help him to break his prejudice towards children and
instilled affection for them. Finally, even the TCs explained the benefits of the teaching
practicum they defended that they could have overcome their anxiety easier if the
teaching practicum either started earlier or was more intense at their senior year. The
dialogue showing TCs views about the intensity of teaching practicum is presented

below;

-P6: T am very angry; I wish we had started to go to schools at our freshmen
year. I came to the university I earned the right to study at English Language
Department, I know English but I do not know whether I can teach it. I'm
furious about the system, I had worried for no reason. The only thing I needed
was experience but 1 felt this anxiety during four years. Practice was the most
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important part of teaching.I wish we could have started earlier; I would lower
this anxiety previously.

-P3: I do not agree I think they had prepared us for this experience at our second
and third years. We practice first in micro teaching sessions with our classmates
and got prepared for the real environment. If they had released us earlier, we
could not have done anything.

-P6: Okay I agree at some point, we have learnt a lot from our other courses,
however I think there could be some experience not so intense maybe but we
could be in that environment, meet with the teaching context earlier. The
process should not be product oriented at the senior year but we could encounter
the experience during the process.
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CHAPTER 5

DISCUSSION, CONCLUSION AND IMPLICATIONS

5.1 Discussion

5.1.1 What is the Level of Foreign Language Teaching Anxiety Teacher

Candidates Experience?

Literature shows that Foreign Language Teaching Anxiety is a specific construct which
should be studied individually. As Horwitz (1996) stated all non-native language
teachers are advanced level language learners themselves, and in this light it might be

considered normal for them to experience the similar type of anxiety the learners feel.

This study aimed to investigate the Foreign Language Student Teacher Anxiety, in the
TC context and the anxiety was measured with a unique tool which was developed for
foreign language TCs in Turkey. The scale was administered to the TCs at the
beginning of the year before their teaching experience started. The TCs in this context
did not have any formal teaching experiences other than some micro-teaching sessions
they taught for their teaching English to Young Learners course, and the presentations
they prepared for their methodology courses. The results indicated that the TCs
experienced a moderate level of teaching anxiety (M= 2.35). By analyzing the sub-
categories of the FLSTAS, it was seen that the fear of being criticized by peers (M=
2.60) and the effects of students (M= .56) were the areas TCs experience the highest
level of anxiety. However, TCs feelings about their own academic incompetence (M=
2,02) was ranked to cause the lowest level of anxiety of all categories. It can be
interpreted that the TCs are concerned about the students they will teach before they

start their teaching practicum. This fact might be due to their lack of experience with
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real students in real classrooms and they might not predict what’s waiting for them
when they start teaching. Moreover, TCs were worried about their classmates they had
known for three or four years. The reason for TCs to refrain from their friends might be
their fear of becoming incompetent according to them and being rivals in the teaching
practicum system. The TCs had gained theoretical knowledge during their previous
education, however the practicum is their first chance to perform what they have learnt
and transmit their theory into practice, so this is also the place where they present their
real teaching skills. None of the TCs especially the ones who dedicated themselves to
become teachers would not like their classmates to see their poor performance or lack of
knowledge. Celik (2008) found similar results in his study stating that being observed
by peers was a problematic issue for student teachers in three different universities.
Tiim (2013) also found that student teachers were afraid of their classmates due to the
possibility of their peers to laugh and make fun of them when they make a mistake
related to grammar accuracy. On the other hand, TCs were not worried about their
academic incompetence. As mentioned before they had taken many methodology
courses and they had studied language skills intensely through their studies starting
from high school that might be the reason for them to see themselves sufficient with

their academic competence and not experience any anxiety.

The FLSTAS was administered one more time to the TCs at the end of their teaching
practicum. This also coincided with the end of their senior year, so all TCs had
completed both the school experience and teaching practicum courses. During two
academic terms the TCs attended to schools for observing the teachers and the students
in actual classrooms, furthermore, they had teaching experience for full class hours
together with their classmates. The analysis showed that at the end of the practicum TCs
experienced a low level of teaching anxiety (M= 1,82). The examination of sub-
categories showed that TCs experience the highest level of anxiety related to the
students they had taught during two academic terms (M= 2,36). Once more it was seen
that the TCs feel themselves the least concerned about their academic incompetence
(M=1,51). The findings show that even after completing the practicum and having full
teaching experience TCs were still worried about the students in their classrooms. The
end of the teaching practicum also meant the end of their whole language teaching
education for most of the TCs and it was seen that together with the courses they have

taken for four years and the experience they gained during the teaching practicum the
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participants felt themselves adequate in terms of academic competence and experience
the least level of anxiety regarding to their academic efficiency. This was also the case
in the study of Johnson (2015) as he found that pre-service teachers felt themselves
efficient in terms of knowledge of pedagogies, while they had problems in identifying

the needs of their students.

In conclusion the results indicated that the TCs experienced a moderate to low level of
foreign language student teacher anxiety during their teaching practicum. The results
show similar results with studies in a Turkish context as (Celik, 2008; Merg, 2010;
Merg, 2015; Aydin, 2016). Also similar results of moderate or low level of anxiety of
teachers or TCs were present in foreign literature (El-Okda & Humaidi, 2003;
Pavicevic, 2013; Kim & Kim, 2004). On the other hand, the results contrasted with the
study of Tiim (2012) which stated that most of the TCs in his study experienced high

level of anxiety.

5.1.2 Change at the Level of Foreign Language Student Teacher Anxiety

The quantitative results of the study showed that there was a significant difference at the
level of foreign language student teacher anxiety TCs experience between two
administrations. It was seen that the anxiety of TCs decreased through their teaching
experience as they practiced their teaching skills and completed the practicum. This is a
rational finding since literature supports the idea that gaining experience aids to the
anxiety level of teachers and TCs (Kim, 2002; Merg, 2004; Merg, 2010; Machida, 2010;
Yayl & Ekizler, 2015; Oztiirk, 2016). Kim (2002) mentions that the more teachers used
classroom English and gain experience of teaching in their classes, the lower the anxiety
they experience gets. In a study Merg (2004) conducted, it was also seen that student
teachers’ problems related to anxiety had decreased throughout their practicum starting
from the beginning of their experience to the end. Machida (2011) states that the
experience of English teaching was an extremely important factor for reducing foreign
language teaching anxiety. In another research conducted by Merg¢ (2010) it was seen
that the FLSTA gradually decreased within time periods, from the beginning to the end

of the teaching experience.

When the sub-categories of the FLSTAS were examined it was seen that there was a

significant change at all of the sub-categories but the category related to anxiety caused
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by the student effects. The results indicated that the TCs” level of anxiety decreased for
all sub-categories; however, this decrease was not significant for ‘student effects’. Merg
(2004) also stated that student teachers’ relation with their students remained stable and
the problems related to students’ disruptive behaviors hadn’t changed during the
practicum. Even TCs gained experience throughout their practicum their biggest fear
was still related to the students. The reason for this might be the fact that they were still
preservice teachers in the eyes of pupils and this idea would cause the stability of
students’ attitudes towards them. Even the TCs were aware of their anxiety caused by
the students; they also stated that this could not diminish with one year of practice. TCs
mentioned that they would probably experience anxiety related to their students when
they start to work as in-service teachers, nevertheless they had hope that their anxiety

would increase as they get used to their students and build close relations with them.

5.1.3 What is Foreign Language Student Teacher Anxiety?

In order to support and explain the factors affecting foreign language student teacher
anxiety acquired by the FLSTAS, qualitative data were also obtained and the results
showed similarities together with some differenes from the quantitative results.
According to the qualitative analysis four main categories emerged related to how TCs
perceived the construct FLSTA; the definition of anxiety, the sources of anxiety,

strategies to cope with anxiety, the cases when anxiety decreased.

After completing the analysis of the whole data the researcher offered a model to
explain the construct "foreign language student teacher anxiety" according to the TCs in
the present study. Even there have been various studies investigating the sources of
teaching anxiety for foreign language teachers and the possible coping strategies they
use, a holistic approach to thoroughly explain the whole dimensions of the construct
hasn’t been adopted previously. According to the relevant data it was seen that TCs
define foreign language teaching anxiety as either an emotion, a situation or relate it to
self-perception. The sources of their anxiety are stated as their personality, teaching
skills, Language proficiency level, mentor teachers, the students they teach, the teaching
practicum system, and the teaching procedure. The TCs use prevention strategies like
preparing flexible lesson plans and back-up plans and intervention strategies like code-

switching, simple examples and calming themselves to cope with their anxiety. Finally,
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their anxiety decrease after some specific incidents related to students as, when TCs can
answer the students’ questions and students understand their purpose and incidents
related to the teaching procedure like after completing the lesson or as soon as the
lesson starts. Figure 5 shows the model suggested by the researcher to represent ELT

department TCs perception of Foreign Language Student Teacher Anxiety.
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5.1.3.1 Sources of Foreign Language Student Teacher Anxiety

As mentioned before TCs defined anxiety as a notion which has a negative effect on
their learning and teaching performance hence in order to help TCs to overcome or cope
with these negative feelings it is crucial to identify the sources of their anxiety. The
items causing the most anxiety for TCs were previously detected by the FLSTAS
however in order to have a deeper investigation the data collected through interviews
were analyzed. It was seen that the qualitative data supported the data from the FLSTAS

and the following categories emerged as the sources of FLSTA for TCs:

1.Personality

2.Teaching Skills

3.Language Proficiency Level
4 .Mentor Teachers

5. Students

6.Teaching Practicum System

7.Teaching Procedure

The first category emerged from the qualitative data was the TCs own personality and
the way they defined their character. Most of the TCs experiencing FLSTA mentioned
that their low self-confidence was the main reason of their problems and it was
something very difficult for them to change. Some TCs stated that they have an anxious
personality and they experience these feelings of panic and discomfort in every aspect
of their life not only during they were teaching. Moreover, some participants mentioned
about being a shy person who is not social enough or extraverted neither talkative and
this type of personality was the reason for the anxiety they experience during teaching.
Two TCs tended to show perfectionist personality and mentioned that even they were
well-prepared or relatively successful TCs compared to their classmates, they always
think of the worst conclusion of events and focus on the possibility of failure. Other
studies also show that the personality of the teacher might influence the anxiety one
experiences. In the study of Kim and Kim (2004) it was seen that teachers were worried
about their lack of confidence and their consciousness of this deficiency may have

affected their anxiety. Machida (2011) stated that the Japanese English teachers
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experienced anxiety due to their lack of confidence in teaching English. In the study
conducted by Yoon (2012) the participants felt language anxiety due to their lack of
self-confidence related to the target language. Sorenson and Halpert (1968) also
mentioned that nervousness and insecurity characterized by the personal inadequacy
feeling were among the causes of anxiety for foreign language teachers. At a study
conducted in the Turkish context Tiim (2013) stated that the perfectionist tendencies
meant putting immense pressure on oneself and setting high expectations thus this type
of behavior caused anxiety for the student teachers. In a more recent study, Aydmn
(2016) found that the teacher students’ personality was an important factor causing
anxiety and student teachers feel uncomfortable in the classes due to their trait anxiety.
At the focus group interviews the TCs with low level of anxiety also stated that the TCs
who experience teaching anxiety had this type of anxious personality and this was not a
feature to change with a short term treatment. The less anxious TCs suggested that
instead of trying to change their personality the anxious teachers were to find ways to
control their feelings;

This might be related to their personality; this doesn’t mean that it is bad they

are just different. And this is not something that could go away with a list of

advices this requires a process. Maybe it’s not possible to completely finish it
but they can learn to deal with it.

The TCs’ perception of their own teaching skills was another category causing FLTA
during their teaching. It was seen that almost all of the TCs were afraid that they would
teach something wrong to the students. Most of them stated that it was their
responsibility to teach a topic accurately to students and giving inaccurate information
was one of their biggest fear during the practicum. It was interesting that most of the
TCs stated normally the lack of knowledge about a topic would not disturb them
however when it comes to transfer their knowledge to others they were terrified about
their teaching skills. In the study of Thou (2011) it was seen that teacher trainees felt
uncomfortable with their teaching ability and afraid whether their teaching techniques
were suitable to transfer the knowledge to students. One other terrifying issue for TCs
was not being able to answer the questions either coming from their students or their
mentor teachers. As stated by Horwitz (1996) when teaching o foreign language, it may
be difficult to predict how the conversation proceeds in contrast to other subjects so it

was normal for TCs to feel themselves unprepared for every possible question in a class.
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TCs also mentioned that not being able to give clear instructions was an issue for them.
Even instruction giving is important for all teachers at different subjects it is one step
harder for language teachers since they have to tell the directions in the target language.
In this sense there are even separate units related to classroom English and giving
instructions in the foreign language teaching education curriculum. Scrivener (1994)
explains that giving instructions is a problematic area for language teachers because
teachers give either too long or too complex utterances. In order to The participants in
the present study stated that if they could not give the instructions it would not be
possible to proceed with any task and whenever they had a problem related to the
instructions chaos was forming in the class. Numrich (1996) conducted a study to
investigate the problems novice teachers experience during their practicum and found
that even at the end of their practicum giving clear directions were a main problem for
teachers throughout the semester. Moreover, TCs stated they were terrified to make a
mistake in front of the class and they would not be able to compensate it. One TC
mentioned that in some situations she wanted to be brave and implement some
innovative tasks however she was afraid to make a mistake in front of students so
instead she preferred to stay quiet to avoid any kind of mistake. When other studies
were taken into consideration it was seen that the fear of making mistakes were among
the causes of anxiety for teachers and TCs (Horwitz, 1991; Machida, 2011; Yoon, 2012;
Pavicevic, 2013; Tiim, 2013; Merg, 2015; Aydin, 2016; Ipek, 2016). The fear of making
a mistake was initially presented by Horwitz (1991) as a feature of test anxiety and
stated as any situation in which students felt they were being tested causes anxiety. Ipek
(2016) suggested that the same argument could be applicable to EFL teachers or TCs.
Machida (2011) also mentioned that Japanese teachers were afraid of making mistakes
during teaching English thinking that this would harm their authority in the eyes’ of the
students. In the study of Tiim (2013) student teachers were worried about making
mistakes during speaking or writing and thought that the others like the peers or
students would notice the errors and conclude that student teachers had poor English
proficiency. The fear of making mistakes seems to have a crucial effect on TCs FLSTA
however, the TCs should be warned about the development of language acquisition and
how making mistakes are seen as a natural part of the learning process (Borg, 2006).
Some of the TCs indicated their lack of professional teaching skills and even they were
seniors to become teachers very soon, they felt that they were not experienced enough

to teach in real classrooms. Furthermore, TCs mentioned they had some problems
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related to teaching methodology and sometimes it was difficult for them to apply their
theoretical knowledge into practice. Yunus (2010) also mentioned that most of the
trainee teachers were facing difficulties with teaching methodology and they had
problems in applying what they had learnt into a real context. Kayaoglu’s (2013) study
in a Turkish context revealed that professional development was an important concern
for prospective ELT teachers and they were worried about teaching effectively and

easily to their students.

One other major category emerged from the qualitative data as a source of foreign
language student teacher anxiety was related to TCs” English proficiency. Some of the
TCs mentioned that they had difficulties with the target language themselves due to not
being a native speaker of the TL and felt themselves inadequate at teaching it to their
students. Mostly TCs indicated not being able to speak fluently during the lessons was
their biggest problem and claimed that if they were teaching in their mother tongue they
would be much more successful. Also TCs admitted that even they were seniors they
still had difficulties with some grammatical structures and whenever they had to teach
one of those topics they felt extremely anxious. Moreover, most TCs explained their
fear about not being able to produce accurate sentences, using wrong words or
mispronouncing some utterances and the possible consequences like students belittling
them for their inaccurate productions. Some TCs indicated their problem with language
modification. They stated that sometimes they were talking too fast or using
complicated structures thus the students could not understand them and some problems
aroused because of this miscommunication. Feelings of inadequacy in the target
language might be reasons for FLTA among language teachers (Tiim, 2010), due to the
fact that language teachers are still language learners themselves and having certain
problems in their knowledge might develop anxiety for them (Horwitz, 1996).
Language proficiency was to be an important factor affecting the teaching anxiety of
teachers and TCs in literature (Kim & Kim, 2004; Wang, 2005; Tiizel & Akcan, 2009;
Machida, 2011; Kim, 2012; Klanrit & Sroinam, 2012; Pavicevic, 2013; Tiim, 2013;
Aydmn, 2016; Ipek, 2016). Pavicevic (2013) found that English proficiency level was
negatively correlated with anxiety, as the level of proficiency increases the anxiety
teachers experienced decrease. Also Machida (2011) stated that the teachers he
investigated showed the highest anxiety related to speaking English and the Japanese

teachers were especially disturbed with their pronunciation and lack of grammatical
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knowledge. Tiizel and Akcan’s (2009) study conducted in a Turkish context, revealed
the sources of the anxiety pre-service language teachers experienced related to the target
language as; explaining unknown vocabulary, teaching specific topics, modifying their
language to the students’ level and avoiding using the TL for communicative purposes.
Tim (2013) also explained that the student teachers had problems related to their
teaching skills and worried that their instructors or students would not understand them
while they were speaking. In the study of Aydin (2016) the results showed that the
participants monitored themselves in terms of language proficiency and their speaking
skills together with their pronunciation knowledge were the main fields causing
teaching anxiety. Furthermore, the study of Oztiirk (2016) showed that teachers felt
anxious when they had to teach a skill they did not feel competent enough and they did
not feel themselves knowledgeable of the target language items.

Two of the TCs in the study admitted that they wrote down their speech before their
class and memorize their sentences thus whenever they forgot their speech or
interrupted when speaking they experienced a great amount of anxiety. TCs who
mentioned to have problems with speaking complained that they hadn’t have sufficient
speaking lessons through their educational background. Even they had speaking lessons
at university they hadn’t studied on improving their skills for spontaneous speaking
and that was the reason they were experiencing the anxiety related to English
proficiency. The participants in Tiim’s (2013) study also revealed memorizing written
sentences due to not being able to risk spontaneous speech and complained that their
English lessons did not focus on improving their skills especially speaking. The
pressure of Turkish society to speak flawlessly might be one reason for TCs’ fears about
speaking as Canessa (2004) stated in the study investigating feelings of nonnative
student teachers from USA, Taiwan and Argentina the results showed that Taiwanese
student teachers were more anxious than the other participants due to the Taiwanese

society’s attitude towards English speaking teachers.

TCs also mentioned about the problems they encountered with their mentor teachers
which were the cooperating mentors and university supervisors. TCs explained that the
miscommunication they had with their mentor caused serious outcomes for their
teaching. They complained that their mentors were not leading them with the lesson
plans or the interests of the students thus they felt unsupported about any kind of

decision related to the teaching procedure. Lack of support is a problematic issue for
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most TCs (Thou, 2011; Murray-Harvey, 2000; Merg, 2004, Jusoh, 2015). As Merg
(2004) stated the cooperating teachers were not fulfilling their responsibilities like
observing the lessons, evaluating student teachers or giving feedback. Murray-Harvey
(2000) suggested that the cooperating teacher has a crucial role at the practical side of
student teacher education and their lack of cooperation could create huge deficiencies
for student teachers’ success in practicum. Jusoh (2015) stated that guidance from
cooperating teachers is crucial for teacher development therefore its absence might
cause problems for the pre-service teachers. The focus group interviews revealed how
TCs were complaining about not being able to get feedback from their mentor teachers.
They stated they were trying their best for perfdrming a lesson when a mentor is
watching them and they want to get feedback in order to improve themselves however
the teachers were just stating they Wefe good or bad instead of giving detailed feedback
about their performance. Scrivener (1994) stated that observation provides one of the
most useful help to trainee teachers yet the benefits decrease when there is not a
feedback discussion after the lesson. So TCs feel the same if the mentors do not give
them feedback there is no need for the observation or mentoring. Which leads to the
other problem TCs experience during teaching; being observed both by the cooperating
mentors and supervisors seemed to be a problematic issue for TCs. Most TCs stated that
even if they were thoroughly prepared for their lessons as soon as they saw an observer
or any type of authority in their class they felt disorientated. Scrivener (1994) explained
that being observed might cause trepidation for teachers at every level as a teacher
might felt tested when there is an extra person in their class scribbling comments of
them. It was seen that the feeling of evaluation by mentors was a cause of anxiety for
student teachers and they were stressed out by their supervisor’s observation (Mau,
1997; Celik, 2008; Mer¢, 2015). Most TCs were complainant of their mentors’
interference with their lesson, they mentioned that some mentors were too dominant
with the lessons TCs would teach. Besides giving the topic, they were commanding
them about the way to teach like pressuring to use the book or using specific
worksheets. Also mentors were interrupting the TCs when they were speaking to correct
their mistakes or trying to change the pace of their lessons. Mer¢ (2004) stated that
mentors need to interrupt student teachers could be related to the idea that student
teachers were not aware of the strengths and weaknesses of students. However, TCs in
the present study indicated they would prefer getting suggestions rather than commands

about their teaching before their lesson preparation. Moreover, they stated that it would
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not be an issue to get feedback after they complete their teaching, yet when mentors
interfered with them in front of students they felt themselves insufficient and could not
see themselves as teachers. Similar results were found related to mentors’ interference
at various studies (Meyer, 2009; Pavicevic, 2013; Mer¢, 2015). Pavicevic (2013)
explained that since being interrupted by the mentors was disturbing for the student
teachers and they suggested the feedback session to be at the end of the lesson. TCs also
explained their fear of being evaluated negatively by their mentor teachers leading to
both getting a low grade and being insufficient in the mentors’ eyes. Other studies
showed similarities with student teachers’ anxiety caused by the fear of negative
evaluation of authorities (Kim & Kim, 2004; Tiim, 2013; Aydin, 2016). Yunus and his
team found that the problems related to mentors and supervisors caused a great amount
of anxiety for TCs. Mentors were too busy to communicate also they did not want to
observe the TCs. Furthermore, the TCs could not communicate with their supervisors
and that was a challenge since interaction was needed to improve their teaching skills

and obtain a good grade (Yunus et. al., 2010).

One issue which can be stated as the most influential factor for the foreign language
teaching anxiety for TCs is related to the students they taught. As mentioned before the
teaching practicum is the first formal teaching experience for almost all of the TCs and
as they face the real students and real classes they experience a reality shock (Merg,
2004). Literature supports the idea that the anxiety caused by students TCs are teaching
might be one of the most frequently occurring themes for teachers (Numrich, 1996;
Merg, 2004; Merg, 2010; Thou, 2011). TCs in the study complained that the students
were unmotivated and are not eager to participate to their lessons. Moreover, in some
classes the students were distracted because of an external factor they could not control
like the mentor, an unexpected announcement or something outside the class. TCs
mentioned that once the students were distracted they would not know how to get their
attention this was one of the biggest cause for their stress. Other studies also focused on
the difficulty unmotivated students might cause for teachers and TCs (Mau, 1997; Kim,
2002; Pavicevic, 2003; Yunus, 2010; Aydin, 2016). The students’ participation is the
most important issue for teachers of all subjects because as Kim and Kim (2004)
indicated poorly motivated students can ruin the atmosphere of the class and the
teaching learning process can not be actualized. One other factor related to students was

the limited time TCs spend with them thus not being able to learn more about their
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needs and interests. Johnson (2015) indicated in his study that preservice teachers felt
themselves efficient in terms of knowledge of pedagogies yet were not sufficient in
determining the best instructional practices and identifying students’ needs. Merg
(2004) also stated that not being familiar with students was a problem for preservice
teachers, the student teachers in his study could not get information from the
cooperating teachers about their students’ features and interests. Moreover, the TCs in
the present study complained there was not continuity with the students because they
had to teach to different students each week due to the changes of time tables so even
they were prepared with their plans they were not sure if their lesson would fit to their
students. Because of the limited time spent with their students, TCs explained that they
had problems embracing the students as their own, they were not their real teachers and
this was the main reason for their anxiety provoking issues. Merg (2004) explained the
preservice teachers could not feel the students as their own to embrace and seen
themselves as teachers, due to being students themselves and not being respected by
sometimes mentors and sometimes students. Most TCs in the present study repeated the
problem of embracing the students and explained that they hoped most of their
problems would end when they have their own classes and students. The level of the
students was also claimed to be a source of anxiety for the TCs. Most of them stated
that they had difficulty because the students could not understand English because of
their low proficiency, or understand the task to complete or comprehend the instructions
they gave and that was a main stressor for the TCs. Pavicevic (2003) stated the student
teachers were worried about the students’ lack of knowledge and poor level of English.
In the study of Klanrit and Sroinam (2012) it was seen that the factors causing anxiety
the most for English teachers were, 1) the mismatch between the level of students and
teachers expectation of it 2) students attitudes toward studying English. In a recent
study conducted by Merg (2015) the preservice teachers continuously indicated that the
low level young learners made them stresses and less efficacious. Together with the
problems of low level students, TCs also stated that teaching to students with high
proficiency level was an intimidating experience for them. The TCs attended to the
practicum at the best high schools which were sciences high school and Anatolian high
schools so they were afraid that their students were too smart and had high level of
English, they felt themselves insufficient when they were teaching these students. TCs
were especially afraid of the questions these students ask and state because they are

successful students they ask challenging questions to the TCs. Kim and Kim (2004)
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found that for non-native student teachers, getting immediate questions of students is
one of the major causes for teaching anxiety. Ipek (2016) also found similar results in
her study and stated that teaching students which have high proficiency was an anxiety
provoking situation for student teachers. As seen in this study supported with literature
TCs and teachers experience anxiety both when teaching to students with low and high

language proficiency.

Additionally, TCs mentioned about anxiety provoking problems related to the teaching
practicum system they are assigned to. Almost all of the TCs complained that limited
opportunities for practice was the biggest problem for them. Some TCs claimed that
whatever complication they encounter was based on their lack of experience and if théy
had more time to teach, they would face many different situations and develop more
strategies to overcome these problems. Many studies show similar results as the limited
opportunity and lack of teaching experience to be a main cause for TCs’ anxiety
(Numrich, 1996; Guffey, 2002; Kim & Kim, 2004; Machida, 2011; Aydin, 2016; Tiim,
2013). Numrich (1996) stated that student teachers were relating their problems to not
being able to determine the students’ needs because of their lack of experience and time
spent together. Park (2012) recommends that experience is the most important factor to
help TCs improve their teaching skills so English Language Teaching programs should
provide more opportunities by enhancing and increasing field experience at their
programs. Also TCs explained that they had to perform a complete lesson plan during
only one class hour when their supervisors come to observe them and one hour was not
enough for them to complete their lessons. Every TC is unfortunately given one lesson
hour due to the tight schedules of supervisors, and the number of TCs assigned for each
classroom. In the lesson plans prepared by TCs there are all the steps of proper lesson
plan for teaching a foreign language. Normally it is not obliged to complete all the tasks
however the TCs are performing for being evaluated by their mentor teachers and they
feel the obligation to perform every detailed step of a lesson. Thou (2011) found similar
results regarding time allocation student teachers use for each activity during teaching
and stated that student teachers concerned about completing their planned activities
because their mentors were with them to evaluate their performance. Results in Merg’s
(2004) study also revealed similar findings stating that preservice teachers had
insufficient time to complete the subjects assigned to them for a class hour which was

due to the fact that the curriculum teachers should teach was overloaded with subjects to
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teach during a semester. In the study of Celik (2008) student teachers were also
complaining that being observed only during one class hour by the supervisor would not
be sufficient to evaluate the student teaching skills. In the context of the present study
most of the supervisors try to observe their consulters as much as possible yet as
mentioned before the lack of staff and time constraints causes difficulties for some
implementations. The technical problems related to the cooperating school was another
problem for TCs as they stated the watches were not on time so they had difficulties
managing their teaching. Moreover, the smartboards or technical devices were broken at
their schools so they had problems implementing their lesson plans. These type of
problems were also seen at other studies like inadequate school equipment (Merg, 2004)
and technical problems (Kayaoglu et. Al., 2013). Merg mentioned that based on the
types of problems most of them could be solved by the intervention of school
administration. TCs explained that they experienced anxiety due to the problems they
had with their partners which were the classmates they were grouped together. TCs
mentioned about the miscommunication they had with their partners resulting in
problems with the topics to teach. TCs should work in cooperation since they have to
teach to the same students, so they should discuss about the teaching they would
implement. Mer¢ (2004) said when partners do not work in coordination this could
cause problems like insufficient time for preparation or preparing the wrong subject. In
Numrich’s study it was also seen that student teachers wanted to initially experience
teaching individually. Team work might be difficult at many conditions however TCs
should learn to work in cooperation due to the fact that even they think they would be
alone when they become in-service teachers, this will not be the case since every
teacher working for the Ministry has their coterie to determine the content to teach or
materials to share to have a unity at the teaching process. Finally, the TCs in this study
were uncomfortable with the inequalities among groups at the teaching practicum
system. They stated that each supervisor was demanding different tasks, different hours
to spend at cooperating schools and different paperwork. All of the TCs agreed that
even they felt responsible for the students they were teaching, the school experience and
teaching practicam course for actually ‘lessons’ which were required for their
graduation and all the TCs should be evaluated under the same conditions. This finding
was unique to the study since this type of a category hasn’t emerged in any other study

in literature.
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The final category emerged from the data to be a source of foreign language student
teacher anxiety for TCs is the "factors related to the teaching procedure". TCs
mentioned about their problems related to the difference between their lesson plans and
the implementation. Most of them indicated to prepare efficient lesson plans however
they were disoriented when the lesson did not proceed as planned. The biggest reason
was due to the fact that TCs could not improvise during their lessons. TCs mentioned
that they were too dependent to their lesson plans and if any misfortunate event occurs
during their teaching they froze and could not proceed with their lesson. The reason for
this problem might root to the methodology courses TCs had at their previous years,
there were micro-teaching sessions in those courses however TCs were usually given
time beforehand, usually a week, to prepare for teaching activities, asking spontaneous
teaching demos might be a solution, instructors can use in order to help TCs develop
their improvisation skills. TCs also mentioned being unprepared to be an important
source for their anxiety. Inadequate preparation, lack of planning and preparation were
reasons for anxiety also seen in other studies (Mer¢, 2010; Yoon, 2012). Classroom
management and not being able to control the class was among the main problems TCs
experienced during their practicum. The problems related to classroom management and
controlling students have been a frequently occurring issue in literature (Veenman,
1984; Morton, 1997; Murray-Harvey et. Al., 2000; Mer¢, 2004; Celik, 2008; Kayaoglu
et. Al. 2013; Pavicevic, 2013). Teachers usually fear to lose the control when the
students talk in their class (Numrich, 1996). Also Horwitz (1996) stated that disobedient
students and the students’ resistance to teachers’ authority might be a crucial source for
teachers’ anxiety. While in-service teachers experience problems related to classroom
management it would be totally normal for TCs to feel discomfort in this area. Merg
(2010) stated that the student teachers were losing control of the class since they were
not the actual teachers of the students they were teaching, so they felt incompetent to
deal with students’ behavior. Almost all of the teacher education programs in Turkey
have a course specifically devoted to classroom management however these courses are
being taught by instructors from the educational sciences department which is providing
the same theoretical course for all departments in educational faculties. It should be kept
in mind that even there might be some common areas, every subject is unique and the
problems teachers form different fields might face would be different than each other. It
could be more beneficial to present classroom management courses specific to each

teaching area with more performance-oriented training. One last topic under classroom
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management was the problems with managing the time for TCs in this study. Merg
(2010), defines time management as "the student teachers’ timing the classroom
activities and tasks in their lesson plans before delivering a lesson" (p.76). The
participants think they have to complete every activity in their lesson plan and any
deviations related to time either the delays or activity’s taking less time created distress
among them. Many studies are present in literature stating that time management is a
problem for teachers and TCs (Mau, 1997; Murray-Harvey et. all., 1999; Liu, 2003;
Berry et al., 2012). Murray-Harvey and the team (1999) stated that student teachers feel
themselves incompetent in managing time and managing the class. Being able to control
the time is an important skill for teachers of all subjects, because of their lack of
experience it is impossible for TCs to predict how much time every activity would last,
however by getting more and more practice and getting to know students closely every

teacher would eventually improve their skills to manage the activity times.
5.1.3.2 Strategies to Cope with Foreign Language Teaching Anxiety

The study also focused on the coping strategies TCs used in order to overcome their
feelings of discomfort and anxiety during the practicum. It should not be forgotten that
"There are many techniques available to help reducing teaching anxiety. The methods
which will work best for an individual usually depend on the sources of the problem"
(Bernstein, 1983, p.5). We should consider that while the sources of anxiety could be
different for TCs, the coping strategies might also be different for every individual,
nevertheless some common strategies which were employed by TCs were detected. TCs

used intervention strategies like preparing flexible lesson plans in order to change their

‘implementation when there was an unexpected situation in the class. Lampadan (2014)

stated that student teachers were using adaptation techniques like adapting their lesson
plans for change whenever it was necessary during class, in order to cope with their
problems. TCs also mentioned that being thoroughly prepared for their lessons and
preparing back-up plans had main impacts on the reduction of their anxiety. Many other
studies revealed that being well prepared for the lesson to teach helped teachers and
TCs to experience any problems during teaching and decreased their anxiety (Bernstein,
1983; Murray-Harvey, 2000; Guffey, 2002; Kim & Kim, 2004; Celik, 2008; Liu, 2008;
Pavicevic, 2013; Ustiinel & Mutlu, 2016). Lampadan (2014) focused on making a

holistic preparation which was not only preparing lesson plans but preparing mentally,
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spiritually, physically and emotionally. The importance of preparation and how it could
actually prevent the possible problems that might occur in classes should be emphasized
to TCs in the teacher education programs. Supervisors and mentors might explain their
personal experiences and focus on how they prepare for every lesson holistically even
they had years of experience. TCs also stated that they constantly tried new things for
their students like games, songs or innovative methods which the cooperating mentors
were not frequently using. TCs indicated that the mentors were usually using old-
fashioned techniques which were not appealing to the students so whenever they used
their innovative teaching methods they could make their lesson more interesting for
their students and that was a beneficial strategy to overcome their biggest cause of
stress. Pearson (1998) mentioned that at the beginning student teachers mostly use level
1 and level 2 strategies which were avoiding dealing with conflict and short-term
solutions to change external factors, however as time passes they start to employ level 3
strategies which are based on building their own professional teaching skills on their
beliefs and philosophy. The TCs in the present study seem to have a similar tendency to
find their own teaching styles and attitudes in order to prevent the anxiety provoking
issues before they happen. TCs were also using some intervention strategies to
overcome the problems they encounter during teaching. TCs mentioned that most of
their problems aroused because their students could not understand their language, their
instructions, the task or the explanation they made about a language point. So they dealt
with these problems by giving simpler examples, focusing previously on basics,
modifying their language or code-switching to mother tongue when it was necessary.
Kim (2002) also stated that the foreign language teachers were using lot of repetition,
using memorization and using memorized structures or chunks when addressing their
students in order to overcome the chaos in classes, together with code-switching to
Korean when teaching vocabulary, explaining grammatical rules or translating texts.
Exposure to the target language is one of the main factors to develop language
acquisition and language teachers should use it as much as possible while they are
teaching. However, TCs should be informed that in some cases when there is a complex
explanation difficult for students to comprehend using L1 can save them time and
energy without interrupting the pace of the lesson. One other strategy TCs used for
coping with their stressed moments was asking for support both from their mentors and
students time to time. It was seen in most of the studies in literature that student teachers

use the strategy, asking support from others which are their mentor teachers (Horwitz,
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1996; Kim & Kim, 2004; Celik, 2008; Liu, 2008; Mahmoudi & Ozkan, 2016), or their
partners and peers (Murray-Harvey, 2000). The cooperating mentor teachers seem to be
among both the sources of anxiety and the people TCs ask for support at times of
distress. Even some mentors are qualified in their job and providing significant support
for TCs development, some mentors might be unwilling to dedicate time to their
consulters or lack the interpersonal skills to create a discussion which could be
encouraging for the TCs. Mentor teachers working together with TCs are usually
randomly selected unfortunately without being evaluated and most of them do not have
any teacher education training. Griffin suggested it was too easy to become a
cooperating teachers and the role of the cooperating teacher has been a neglected part of

practicum experience (cited in Capel, 1997).

5.2 Conclusion and Implications

The following sections present the summary of the study together with some
implications for TCs and stakeholders of teacher educating programmes. Moreover, the
limitations of the study are presented together with recommendation for further

research.

5.2.1 Summary and Conclusion of the Study

This study aimed to investigate the foreign language student anxiety, experienced by
senior year TCs studying at the English Language Teaching Department, in Mugla Sitk1
Kog¢man University. Moreover, the study aimed to find about the level of FLSTA TCs
experienced, how the TCs perceive the phenomenon, and whether there was a change at
the level of teaching anxiety they experience during their teaching practicum. The
following research questions were presented by the researcher to according to the aim of

the study:
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1. What is the level of foreign language teaching anxiety that English language
teaching department TCs experience at the beginning and at the end of their
teaching practicum?

2. How do English language teaching department TCs define Foreign Language
Student Teacher Anxiety?

3. What are the sources of Foreign Language Student Teacher Anxiety experienced
by English language teaching department TCs?

4, Which strategies do TCs use in order to cope with their anxiety and when does

their anxiety decrease?

In order to answer the questions firstly, the Foreign Language Student Teacher Anxiety
Scale (Merg, 2010), was administrated to 46 senior year TCs at the beginning of the
academic year before they started to their practice and after they had completed their
teaching experience at the end of the acedemic year. After the analysis of the FLSTAS,
twelve TCs were chosen by the researcher to proceed with qualitative data collection.
The TCs were observed during presenting a class during their teaching practice and
interviewed individually right after their teaching experience. Moreoever, two focus
group interviews were conducted, with the TCs experiencing high levels of anxiety and
TCs with low levels of anxiety, to have a better understanding of the problematic

situation.
The conclusions drawn from the study are presented at the following statements;

TCs experienced a moderate level of anxiety at the beginning of their teaching
experience, however the level of anxiety decreased to the low level after they completed
their teaching practicum. The anxiety significantly decreased in terms of their
relationship with mentors, language proficiency, feelings about academic incompetence,
fear of being criticized by peers, and fear of what others think except for the anxiety
related to the students they teach. Even after completing the practicum, TCs still

experience the highest level of anxiety related to their students.

As for how TCs perceive the concept foreign langage student teacher anxiety, they
define anxiety as either an emotion they feel, a situation they experience or the
perceptions about themselves. The sources of their anxiety are their personality, their

lack of teaching skills, poor language proficiency, their mentor teachers, students they
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teach, the teaching practicum system, and factors related to the teaching procedure. TCs
use prevention strategies or intervention strategies to cope with the anxious feelings
they experience. Their level of anxiety decrease due to cases related to either the
students (TCs answer students’ questions, students’ understand the purpose, or students
participate to the lesson) or the teacher procedure (after completing the lesson

presentation, as soon as lesson starts or engaging students to the lesson).

When the sources of anxiety are examined, both quantitative and qualitative data show
that the problems related to the students TCs teach, are the biggest cause for their
uncomfortable feelings. TCs complained that students were low motivated, were not
listening to them, and were not participating to their classes. Whenever the students
were distracted, TCs felt themselves incompetent with their teaching and they started to
grow anxious feelings. They also mentioned that students had low levels of English
proficiency, they could not understand the TCs’ lessons, and answer the questions. TCs
stated that their lesson plans were based on the answers of students however, when
students could not understand their tasks they began to panic about their lesson plan and
experience distressed feelings. Furthermore, TCs had serious problems about embracing
the class and the students. They stated they were spending limited time with them so
they could not get the chance to know the needs and the interests of the students, thus

they experienced problems during the teaching activities.

Another main source of anxiety for TCs are the problems they encounter during the
teaching procedure. TCs explained that whenever there were differences between their
lesson plan and implementation they felt themselves helpless. They also had difficulties
with controlling the class during teaching, TCs stated that there were times when events
went out of their control and did not know how to suppress the chaos. TCs had main
problems with time management at their teaching practicum, they indicated they could
not predict how long the tasks would last so they were either finishing the class too
early without any activities left, or lingering with some tasks unnecessarily and could

not complete their lessons as they planned.

The TCs® relationship with their mentor teachers also causes an important amount of
anxiety for them. TCs were worried about the cooperating teachers’ interference with
their lesson and felt themselves unqualified in front of students when teachers were
interfering with their activities. The negative comments of both the cooperating teachers

and supervisors were also factors affecting TCs anxiety level. The lack of
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communication was another anxiety provoking factor mentioned by TCs. They stated
that sometimes they could not understand the demands of the cooperating teacher
related to the lesson and there were complications due to the misunderstanding among
them. Besides, TCs complained it was difficult to talk to their supervisors and they
could not understand each other. Moreover, TCs were concerned about being observed
by their mentor teachers especially, the university supervisors. They stated that the
feeling of evaluation and having an authoritive figure in their class caused distressed
feelings for them. In addition, some TCs stated that after the observation their mentor
teachers were not giving them any feedback about their teaching, and they feel that their

development would be incomplete without getting criticized for the way they perform.

TCs also experience anxiety related problems due to their self-perception of own
teaching skills. Most TCs fear that they would teach something wrong to the students
and that would affect the students’ future learning experience. They also fear that they
would make a mistake in class during teaching and they would not be able to

compensate it because they can not improvise when they are teaching.

TCs had problems with the teaching practicum system they are enrolled in. They mostly
complained about the limited opportunity for practice and stated they should given the
chance to have more experience otherwise they could not improve themselves and beat
the anxiety they experience. Also they were not satisfied with limited time they were
given to perform their lesson. They stated that the supersior teachers were evaluating
them according to the observation they make for only one class hour, and TCs stated
that was not enough for them to complete their lesson plans or show their actual
teaching performance. The inequalities among different practicum groups or different

supervisors were other factors affecting TCs anxiety.

The final source of anxiety mentioned by TCs is related to their low English
proficiency. Even some TCs claimed that if the medium was in their mother tongue they
would be in a totally different position with teaching anxiety. Most of them had
problems related to their lack of speaking proficiency and stated thay did not have
efficient speakng lessons as students themselves. They also stated to experience prolems
with teaching some grammatical topics and fear they did not even know the details of

the grammar point themselves.
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In order to cope with their anxiety, TCs used some prevention strategies like preparing
flexible lesson plans, preparing back-up plans, trying new activities and techniques to
get students’ attention, starting with the basics when they were teaching a complicated
language point. They also had some intervention strategies like code switching to
mother tongue, giving familiar or simpler examples to students or proceeding with a
new topic. TCs explained that at anxious times they asked for support from their
mentors, supervisors and even students. TCs also indicated that speaking to oneself and
calming down by breathing and counting were useful ways to overcome the anxiety

they experienced.

5.2.2 Implications of the Study

As the results of this study and related literature suggest, foreign language TCs
experience anxiety in different times during their practicum, causing by various
situations. Teacher education programs tend to ignore the emotional dimensions of
teaching however studying the emotions of teachers and TCs is necessary as Meyer
(2009) stated:
Teacher education needs a literature base that illuminates how emotional
practice is realized in a variety of school settings and over the course of
teachers’ careers. Teacher education also needs evidence of effective ways to
discuss emotional practice and the power structures of classrooms and schools
with novice teachers. Teacher education needs strong conceptual frameworks
that integrate pedagogy and content knowledge with teacher identity and
emotional practices and that can be clearly communicated and shared. Then

teacher educators need to use these research-based sources to not only change
what is taught, but how it is taught.

Most TCs stated that the anxiety provoking situations were related to their students,
especially like the fear of being incompetent in students’ eyes or not being able to detect
the students’ needs and interests. The main reason for the problems mentioned above is
actually not having enough experience with real students in real classrooms. Almost of
all the TCs enroll to teacher education programs right after high school so they do not
have any prior teaching experience. Most teacher education programs do not provide a
formal teaching experience for their TCs until the teaching practicum in their senior
year. However as being stated by TCs gaining more teaching experience is the main

solution to decrease their teaching anxiety. Williams (1991) mentioned that teaching
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anxiety is a transitional characteristic of a teaching situation, an emotional form that
may change its intensity and disappear with experience. Thus real teaching experiences
should not be limited just to the last year of teacher education program. TCs can be sent
to real classes at early years of their education program. Even they might not have
complete knowledge regarding teaching methodology, being in classes with the chance
of observing the students, experienced teachers, and teaching-learming environment
would help TCs to evaluate a language classroom with a language teacher perspective.
Moreover, TCs are not competent enough to cope with a problematic situation because
of the changing nature of problems. Every student, situation and teacher is unique so a
strategy which worked once might not be useful for another situation (White, 2000).
The only solution for this could be intense amount of practice, as the more TCs
encounter various problems the more strategies they would develop to overcome them

and they would become equipped for different incidents.

One other anxiety provoking problem for TCs was their relationship with their mentor
teachers. Most TCs stated it was difficult for them to understand the mentors since they
could not communicate with them, either because their teaching philosophy was
different, becuase of gender issues, personal problems, or because they were afraid to
talk with their mentor. Giving formal and authoritarian remarks on their performance
with a specific focus on grammatical, productive accuracy tends to trigger the feelings
of anxiety for TCs. So, the mentor teachers should be more delicate when they speak to
the TCs about their performance, they should try to avoid using harsh comments in
class, specifically when they are directly commenting on TCs performance (Tiim,
2013). It should not be forgotten that the relation among mentor teachers and TCs is the
key factor for an efficient practicuﬁl process. Teacher education programs can support
this relation to some extent by suggesting development of interpersonal communication
skills of TCs, together with the development of a supervision model which values
relationship building and guides mentor teachers to support their students (Murray-
Harvey, 2000).

Moreover, as mentioned before being a cooperating teacher is too easy in the teaching
practicum system. Almost none of the mentors do not have any special training for
teacher education so they actually do not know how to guide to TCs, how to treat them,
how to provide them feedback or how to evaluate them. Unfortunately, as mentioned by

the TCs, all of the mentor teachers are not the best examples for language teaching so
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they do not fit the definition of being a ‘role model” for the TCs. Teacher education
programs should be more meticulous while choosing the mentor teachers to educate the
TCs, even it is known that the lists of school for teaching practicum are usually given by
the ministry of education, the teacher education program should exert their authority
while deciding on the mentor teachers. The supervisors might frequently ask about TCs
observations about the mentors and intervene in if there are any problematic issues
regarding the mentors attitudes, behaviors towards the TCs, or teaching routines. One
other useful solution might be providing the mentors to be, in-service training about
teacher education, by the teacher education faculties. Most TCs asserted that the
education they had in their teaching training program was not overlapping with the
situations they observed in their cooperating schools. The universities are usually
implementing and training their TCs with the innovative and contemporary approaches
for language teaching. However, most in-service are not aware of these new
developments thus the universities might provide training to the cooperating mentors
regarding the new trends and approaches for language teaching together with the
methodology and main points of teacher education. Furthermore, TCs explained that not
getting feedback from their mentors caused distress for them since they felt their
development was incomplete. Mentor teachers both supervisors and mentors should be
trained on giving feedback, studies showed that giving data based, systematic
supervisory feedback could improve the quality and quantity of interactions between
teachers and their students resulting in a more efficient teaching-learning environment

(Birdwell, 1980; Mancini et al., 1984).

TCs stated their problems of language proficiency and claimed their lack of proficiency
was a main cause for their teaching anxiety. TCs mentioned that they were not confident
about teaching some grammar points which were defined as complicated and difficult to
comprehend. They stated that they were not well-informed about some specific
language topics themselves so they felt very anxious when they had to teach them to the
students. Usually in teacher education programs skills development classes are limited
to the first year of the program, in the following years TCs are expected to be competent
with their language proficiency level and mostly their education proceeds with
methodology courses based on how to teach specific language areas. However it should
not be forgotten that non-native language teachers are also advanced level language

learners, so their language learning is never complete. Teacher education programs
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should realise this fact and provide some skills development classes during the four-
year language teaching education program. Either compulsory or elective, teacher
education programs can provide accelerated grammar courses for their students. The
content should be at the advanced C1-C2 level to meet the needs of the TCs, and the
instructors can decide on the curriculum after a needs analysis thus the most
problematic topics would be focused on during these courses. As low level of speaking
proficiency was mentioned to be a main source of anxiety for TCs, teacher education
programs might also provide some supplementary speaking classes during the education
program instead of limiting the speaking course to the first year. Kim (2002) also stated
that to improve students advanced level of proficiency intensive training programmes
should be presented to develop communicative competence. Besides providing all the
opportunities for language proficiency development, it is important to make TCs aware
that reaching native-like accuracy should not be their key goal, and English is now used
as a lingua-franca, in order to increase their self-confidence and capabilities to teach the

target language (Tiim, 2013; Tiim & Kunt, 2013).

In order to help TCs to cope with their distressed feelings of anxieties, teacher educators
should focus on the importance of feelings for the teaching occupation. Teacher
education instructors can use some tools as mentioned in literature to measure the
anxiety level, concerns and stresses of TCs. After detecting the problematic areas, they
can provide some special support activities. As the TCs adviced themselves, support
groups can be founded, the TCs who experience the similar uncomfortable feelings can
come together and share their experiences. As other studies suggest (Horwitz, 1996,
Pearson, 1998; Merg, 2010, Ttim, 2013) sharing the negative feelings with others might
help TCs to realise they are not the only ones experiencing these feelings. Most teachers
and TCs are unfortunately ashamed of their anxiety and too proud to express how they
feel. However, instructors in teacher education programs should help TCs realise it is
completely natural to feel incompetent, worried and distressed with their teaching since
practicum is their first formal experience of teaching. Moreover, it should not be
forgotten that the micro-teachings, teaching practicums and oral presentations should be
used to aid the development of TCs teaching skills rather than just evaluation tools.
Although evaluation is necessary for every teacher education program, the main aim
should be helping the TCs with their development by engendering feelings of

confidence and success over feelings of inadequacy and anxiety (Ttim, 2012).
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Finally, even presented two decades ago the advices of Horwitz (1996) still seem to be
applicable for teachers and TCs in our age. Horwitz presents six main strategies to

alleviate feelings of teaching anxiety;

1.Recognize our own and other teachers’ feelings of foreign language teaching anxiety.
TCs should previously acknowledge their negative feelings and seek for help from their
mentors. They should realise that they are not alone in this area and they should be able

to share their feelings with other sufferers.

2.Give ourselves permisson to be less than perfect speakers of the target language. TCs
should accept that making mistakes is essential at the language learnsng process. Also
as teachers / TCs show tolerance to the students on mistlakes, they should give chances

to themselves to take risks and learn from their mistakes.

3.Give ourselves credit for target language achievement. TCs can take small evaluation
criterias to see their own capacity. Seeing what they have accomplished might maket

hem feel successful and motivate them to improve themselves.

4.Become more aware of the language learning process. Teachers / TCs are also
learners, they are all included to the issues experienced in second language acquisition
process. Proficiency is continually changing and varying thus they should know that the

difficulties they face are completely natural.

5.Imagine speaking well within the stresses of classroom teaching. Language teachers /
TCs can think of themselves effectively using the taret language and overcoming any

difficulties using relaxation techniques.

6.Support from colleagues. Language teachers at all levels should volunteer to listen to
their collegues’ fears about the target language in a non-judgmental and supportive
manner. These supporters in teacher education programs includes the university

supervisors, cooperating mentors and other TCs.

5.2.3 Limitations of the Study and Suggestions for Further Research

Even some common points regarding foreign language teaching for teachers and TCs
have been detected, it should not be forgotten that each individual might have different
problems related to their personality, teaching skills, values and the different contexts

they have. In this light more studies must be held to enlighten the area of FLSTA.
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This study is limited to the senior years TCs in Mugla Sitki1 Kogman University, more
studies should be conducted in order to detect the problems TCs experience regarding

their language teaching in different universities in the Turkish context.

When foreign language teaching is the case, the only foreign language being taugﬁt in
Turkey is not English. The languages like German, French and Russian are also
officially taught as second foreign languages in different teaching institutions. This
study has only investigated the FLTA of English Language Teaching department TCs,
similar studies should be conducted in different departments like German, French and
Russian language teaching in order to have a more comprehensible and contrastive 7

analysis of the phenomenon.

Even the concept has gotten attention from researchers in the last decade, there is still a
gap in literature of FLSTA. More studies are required, quantitative studies to reach large
samples and make generalisations moreover qualitative phenomenologic studies to have

a closer examination of the contruct.

The main reason for TCs’ anxiety was caused by their belief of failure before they teach
a lesson however as soon as they actually completed their teaching their anxiety
decreased. This study focused on the anxiety experienced during the actual teaching on
the other hand more studies might be cinducted to investigate how TCs implement their
teaching starting from their preparation phases, going on with their in-class performance

and the ways they proceed after completing the teaching.

Literature shows that there are a limited number of tools to measure FLTA experienced
by TCs. More researchers might think to develop new scales, or instruments to be used

at larger populations considering the different contexts of TCs all around the globe.
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Appendix 2. Foreign Language Student Teacher Anxiety Scale
Degerli Ogretmen Adayi,

Bu &lgek, Ingilizee gretmen adaylarinin siniflarda Ingilizce &gretirken yasadiklari
kaygi ve endise durumlarini belirlemek amaciyla gelistirilmistir. Olgek bir yiiksek lisan
ddevi kapsaminda kullanilacak olup, sonuglart sadece bilimsel amaglarla kullanilacaktir,

Aragtaki maddelerin tiimiinii ve kigisel bilgi igeren sorulari (yas, cinsiyet vb. gibi)
eksiksiz cevaplamamz verilerin saglikli sonuglar vermesi i¢in ¢ok dnemlidir.

Bu §lgekte yer alan higbir ifadenin "dogru" ya da "yanlig" cevabi yoktur. Tiim ifadeleri
okuyup, her bir ifade ile ilgili size en uygun cevabi isaretlemeniz 6nemlidir. Igtenlikle
verecediniz cevaplar ¢aligmamiza 6nemli bir katki saglayacaktir.

Yardimlarinizdan dolay: ¢ok tesekkiir ederim.

Ars. Gor. Merve MUTLU

Mugla Sitki Kogman Universitesi
| Egitim Fakiiltesi

Yabanci Diller Boliimii

Ingiliz Dili Bgitimi ABD
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BOLUM I
KiSiSEL BiLGILER

| Ogrenci No: Cinsiyet: E()
| K()

Yas:

Uygulama Okulu:

() Ilkokul

() Ortaokul

Daha 6nce yurtdisinda bulundunuz mu? Evet( ) Hayir ()

Cevabiniz evet ise hangi iilkede bulundunuz?

.........................................................................................................

.........................................................................................................
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10

12

| Ingilizce dil seviyesi iyi olan

dgrencilere Ingilizee 6gretmem
gerektiginde huzursuz olurum.
Sinifi yénetmek icin in gilizce
kullanmaya ¢alistigimda bir tiirlii
kendimden emin olamam.

Kesinlikle

katilmiyorum

Uygulama 6gretmenim ders anlatma |

yontemim ile ilgili olumsuz bir

| yorumda bulundugunda utanirim.

Uygulama &gretmenim ders anlatirken
kullandigim Ingilizce ile ilgili olumsuz
bir yorumda bulundugunda ¢ok
utanirim.

| Ogrenmlen ikili ya da grup olarak

organize etmem gerektiginde gerilirim.

Geribildirim (feedback) goru;smelermde

diger 6gretmen adaylaumn Inglllzcem i
|ile ilgili olumsuz yorumlar yapmalarma .

uzulurum o

Gcrlbild1r1m goriismelerinde diger '
dgretmen adaylarinm ders anlatisim ile
ilgili olumsuz yorumlar yapmalarina
tzaliirtim.

| Ders anlatirken hata yaparsam
| arkadaglarimin buna gulmesmden

g:ekmlrlm

'Ogrencderm beni kendi 6gretmenleriylé

kiyasladiklar diigtincesinden tedirgin
olurum.

-dgrehcilerin ingiliZCC' sinavinda
11

basarisiz olmasindan korkarim.

Ogrenciler sinifta bir ziyaret¢i varken

' _Okuma -anlama konularini smlfta e
islerken endige duyar1m :

. Katilmiyorum

Katiliyorum

Katiliyorum

Kesinlikle
- Katiliyorum
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14
15

16

17

20

hata yaparlarsa rahatsiz olurum.

Daha &nce hig girmedigim bir sinifta
ders anlatirken huzursuz olurum.

| Derste Ingilizce konugurken

heyecanlanirim.

Firsatim varsa sinifta bir yabanci varken
ders anlatmamaya ¢aba gdsteririm.
Universitedeki 8gretmenimin ders
anlatisim ile ilgili olumsuz bir yorumda
bulunmasindan rahatsiz olurum.

Universitedeki 6gretmenim ders planimi
incelerken kendimi caresiz hissederim.

Ben ders anlatirken {iniversitedeki

Ggretmenim siniftaysa o kadar
heyecanlanirim ki bildigimi bile
unuturum.

Uygulama okulunda bir 6gretmenle
| Ingilizee 6gretimi hakkinda bir konuyu

tartigmaya ¢ekinirim.

Ahldtaéaéﬁh kdﬁuyé ne kadar 1yl
hazirlanirsam hazirlanayim kendimi bir
tiirlii rahat hissedemem.

| Diger 5gretmen adaylarinmn beni

22

23

24

26

izlemesinden rahatsiz olurum.
Sinifta giiriiltii oldugunda 6grencileri
nasil susturacagim konusunda endise

duyarim.

Diger bir §gretmen adaymin ders

| planimda yaptigim bir dil hatasini

gostermesinden korkarim.

Sézlii anlatim konularint islerken
tedirginlik duyarim.

Ogrencilerin dil hatalariny diizeltirken
kendim de hata yapacagimi diistinerek
heyecanlanirim. . o

Diger bir & gretfﬁen adaymiﬁ derste
yaptigim bir dil hatasimi gdstermesinden
korkarim.
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Ne kadar ugrasirsam ugrasayim,

yabanci bir dile hakim olmak =
o

imkansizdir.
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Appendix 3. Observation Forms

Language Proficiency

Using the language accurately

................................................................................................

................................................................................................

................................................

........................................................................................................................
................................................................................................

........................

................................................................................................

..........................

...............................................................................................
................................................................................................

.........................

| Academic Incompetence

Being prepared for the
T TSRS PRSPPI —————

.........................................................................................................

..........................

.........................................................................................................

.........................................................................................................

.........................................................................................................

.........................................................................................................

.........................
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Using different grouping techniques

.......................................................................................

.........................................................................................................

.........................................................................................................

.........................................................................................................

Students’ Influence on the trainee teacher

Relationship with
SR EIIES s s vmis viarssiis ottt e s o S 0 0 i S G B A B S

.........................................................................................................

.........................................................................................................

Engaging the
10318 L1113 SR R OO

.........................................................................................................

..........................

Giving feedback to the students ( + feedback and —
foedback]. .o pres s s s s

.........................................................................................................

..........................

Classroom Management
Time
151 F2 1 g BT T 1 | U P PP

.........................................................................................................

Unexpected situation (making a mistake, students’ questions
BERLY. s mocsm s s s s Ao o




-

.........................................................................................................

..........................

.........................................................................................................

Eye contact with the
BEOBIBIIER.. +.ccmven onscsssni o g aphnssn s s s s R A R A SR A A it B e

.........................................................................................................

..........................

Movement in the
o) P2 T3] ¢ 0 10) 4 4 D I

.........................................................................................................

........................................................................................................

.........................................................................................................

Any other problematic situation observed during the teaching practice
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Appendix 4. Individual Interview Questions

Ders sonrasi ger¢eklesen birebir miilakat

1) Sence kaygi nedir? Hangi durumlar kayg1 belirtir senin igin ?

2) Ders baglangicinda kaygi diizeyine 1 ile 10 arasinda kag verirsin?

3) Ders anlatimi bittikten sonra kaygi diizeyine 1 ile 10 arasinda kag¢ puan verirsin?

4) Ders anlatirken kendini nasil degerlendirirsin? Ne iyi gitti, ne kotii gitti?

5) Ders anlatirken planin ile uyumlu sekilde mi gittin?

6) Dersteki en kaygili anin neydi?

7) O an aklindan ne ge¢iyordu?

8) Fiziksel bir tepkin oldu mu ?

9) O an ne yaptin?

10) Seni disardan biri gorse sence ne diisiiniirdii?

11) Kaygimi gidermek i¢in ne yaptin? Kaygin ne zaman azald1?

12) Kayginin sebebi neydi? ( Yeterince hazirlikli olmaman, 6grencilerden kaynakli
problemler, cevabini bilmedigin bir soru sorulmasi, yapamayacagm diigiinme,
smifta bir gbzlemci olmasi vb)

13) Ogrencilerle iletisim konusunda bir stkinti yagadin m1 ?
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Appendix 5. Focus Group Interview Questions

Focus Group Interview Questions (for high anxiety level)

1)

2)

3)

4)

3)

6)

7

8)

9)

Sence yabanci dil 6gretme kaygis1 nedir?

Sen yagtyor musun bu kaygiy1? Bu kayginin altinda yatan sebepler nedir sence?

Yasanan bu kaygilar staj ¢alismalarini etkiledi mi? Nasil problemler yasand: staj
siiresince? (Anahtar soru)

Yasadigm bu kaygida okuldaki mentor hocanin etkisi oldu mu? (Kaygim
azaltmada ya da artirmada) (Anahtar soru)

Peki tiniversitedeki akademik danigmaninin etkisi nedir?

................. gibi sikintilardan bahsettiniz, peki sizin igin kayg yaratan bu
durumlara bir ¢6ziim tirettiniz mi? Bu ¢oziimler igse yaradi m1 ? (Anahtar soru)

Bu yil stajda yagadiginiz kaygili durumlara geri dénseniz farkli yapacaginiz bir
seyler olur muydu? (Anahtar soru )

Yarin &gretmenlige baglayacak olsaniz, kendinizi goreve hazir hissediyor
musunuz? Staj tecriibesi kayginizi nasil etkiledi ? olumlu / olumsuz)

Bir sabah uyandin ve yabanci dil 6gretme kaygin tamamen ortadan kalkt, bu
durum stajda yasadigin siiregleri ve 3gretmenlik becerini nasil etkilerdi sence? (
Kapanis sorusu)

10) Yabanci dil 6gretme kaygis ile ilgili bagka eklemek istediginiz bir sey var m1 ?

(Final sorusu)
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| Focus Group Interview Questions (for low anxiety)

1)

2)

3)

4)

5)

6)

7

8)

Sence yabanci dil 6gretme kaygist nedir?

Sen yagtyor musun bu kaygiy1?

Diger arkadaglarinda gézlemledigin bir durum oldu mu kayg ile ilgili?
Sebepleri neler olabilir sence?

Yasanan bu kaygida okuldaki mentor hocanin etkisi oldu mu? (Kaygmni
azaltmada ya da artrmada) (Anahtar soru)

Peki {iniversitedeki akademik danismaninin etkisi nedir?

Bu yil staj siiresince yagadigmiz en bliyiik problem neydi ve bununla nasil basa
¢iktiniz?

Kaygi yasayan insanlara vereceginiz oneriler var mi?

Bu yil stajda yasadiiniz baz1 anlara geri donseniz farkli yapacaginiz bir seyler
olur muydu? (Anahtar soru )

Yarm 6gretmenlige baglayacak olsaniz, kendinizi gdreve hazir hissediyor
musunuz? Staj tecriibesi kayginizi nasil etkiledi ? olumlu / olumsuz)

10) Yabanci dil dgretme kaygust ile ilgili baska eklemek istediginiz bir sey var mi1 ?

(Final sorusu)
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Appendix 6. Sample Individual Interview

Interview P2:

Sence kaygi nedir hangi durumlar kaygi belirtir senin i¢in?

Bence yersiz bir korkudur. Toplum iginde konustugumuz zaman, ses kayd: olunca ben
heyecanlaniyorum.

Fikirlerini soruyorum ben sana istedigin gibi konus liitfen.

Toplum iginde oldugumuzda insanlarin dinliyor oldugunu bilmek kaygi uyandiran bir

durumdur benim i¢in. Toplum i¢inde konugmak evet bu benim en biiyiik kaygim zaten ,
dgretmenlikte de bunu yasiyorum ben orda ders anlaticam herkes beni izleyecek beni |
dinleyecek beni yaptigim harekette herhangi bir yanlighk ya da s6yledigim yanlis bir
kelimeden dolayi nolur ne gider diye diigiindtigtim zaman da kaygilanirim. Zaten su an
d3retmenlikte de bunu yagiyorum baya kaygiliyim yani.

O zaman &gretmenligi kenara koyarsak sen normal hayatinda da kaygili bir insan misin?

Normal hayatimda da kaygili bir insamim. Topluluk iginde problem oluyor tanidigim
insanlar oldugunda kendimi daha iyi hissediyorum ama tanimadi§im insanlar oldugu
zaman, beni tanimadiklari igin ve onlarin hakkimdaki ilk diigtinceleri dnemli, benim
hakkimda kotii diigiinmesin.

Ik izlenim nemli benim i¢in. Kaygi benim i¢in bir korku.

Kaygili olmak senin hayatini olumsuz bir sekilde etkiliyor mu? Kaygi senin igin kétii
bir sey mi?

Bir seyleri yapmana engel oluyor mu?

Aslinda kétii bir sey degil korkuya sahibim kaygilaniyorum. Ama mesela az 6nce
sunum yapmadan 6nce ¢ok kaygiliydim ¢ok korkuyordum ama sunum yaptigim sirada
gegiyor bitiyor ve o ana kadar olan bir sey sonrasinda bir gey kalmryor biliyorum. Daha
&nce de yasadim bunu yine kaygilancam sonrasinda korkmayacagim biliyorum tecriibe
kazandim diyorum artik gegecek dedigim zamanlar oluyor ama her seferinde en basa
sarip tekrar bastan baslhiyorum.
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Basina neler gelecegini biliyorsun ama yine iginde bir korku mu var ?

Evet
Ders baslangicindaki kaygi diizeyine 1- 10 aras1 kag¢ puan verirsin?

7 Yiiksek bir puan ama sonuna bak
Ders sirasinda kag¢ puan?

6 da olabilir 8 de olabilir. Biraz inisli ¢ikisl oluyor biraz. Mesela yanlis bir sey yaptim
ve geriye donemeyecegim korkusu oluyor birden yiikselip birden inebiliyor. Der
icerinde olan her olay beni fazlasiyla etkiliyor.

Ders bitimi ka¢ puan verirsin peki ?
1 veririm bitti rahatladim artik ohh diyebilirim.

Bugiinkii dersi konuasacak olursak sen kendini nasil degerlendiriyorsun? Ne iyi gitti ne
kotiiydii?

Ders anlatirken kendimi ¢ok yeterli gbrmiiyorum aslinda ¢iinkii yanlis bir kelime oluyor
ya da yanlig bir sekilde séyliiyorum ya da bir yeri atliyorum o yeri tamamen agiklamak
istiyorum. Mesela buglinkii aktivitede lirikleri agiklamak onlara, kelimenin anlamim
bilmiyorlardir sormak istiyorum ama yeterli gérmiiyorum simdi agiklamam gerekiyor
ama nasil agiklayacagim agiklarken nasil yapacagim. Yapmak istedigim seyle o an
yaptigim gey farkli oluyor birbirinden. Kendimde yeterliligi gérmedigim i¢in burayi
geceyim o zaman diyorum.

Kaginiyor musun yani o zaman? Problemin farkindasin kafanda onu ¢6zmek var ama
onun yerine kagiyorsun.

Kagiyorum evet

Iyi giden seyler?
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Derse ¢ok iyi katildilar 8grencileri zaten ¢ok seviyorum hepsi gok destekleyici hepsi
bize yardimei oluyor goniillii olmaya ¢aligtyorlar O konuda iyi hissettiriyorlar. Higbir
sekilde ilgilenmeseler katilmasalar kendimi ¢ok kot hissederim bu sinifa sahip
oldugum i¢in kendimi sansli hissediyorum hepsi yardim ediyorlar destekliyorlar sonugta
dgrencilerin aktifligi de Senmli oldugu icin o konuda iyi hissediyorum.

Aktivitelerin nasildi sence?

Aktivitelerim giizeldi aslinda sevdim ama dedigim gibi biraz daha agiklayici olup
{izerinde daha fazla durmam gereken yerler vardi. Belki biraz daha netlestirmem
gereken noktalar vardi.

Peki ders anlatirken hazirladigin ders plani ile uyumlu sekilde gittin mi?

Evet tam anlamiyla uyumlu gekilde gittim Siralamam nasilsa o gekilde devam ettim
hi¢bir aksaklik olmad: diizgiin sekilde plana uydum

Dersteki en kaygili anin neydi?

Bir kelime stylediklerinde onu duyamamam. Tombala sirasinda 13 sayisi ¢ikti onu
okuyamadim bir tiirlii hatirlayamadim o sirada ¢ok kaygilandim ¢ok basit bir sey say1
sonugta neyini okuyamiyorsun

O kaygili anda aklindan ne gegiyordu?

Bu sayiy1 gec¢ip diger sayiyla mi devam etsem ama gimdi bunu da duydular napsam
falan dedim. Sonra thirteen dedim, hatta bakin su anda aklima geldi ne oldugu evet anca
aklima geldi.

Yine kaginma davranigt ni?

Evet Ciinkii bulamadik¢a beklemek de istemedim hani orda bir bogluk olacak sonugta
gegeyim sonra aklima geldi s6yledim.

Fiziksel bir tepkin oldu mu digariya belli ettin mi?
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Evet “13 mii neydi ki bu?” dedim duyuldu mu bu bilmiyorum yiiziim falan degismis
olabilir mimiklerim falan neydi bu noldu mutlaka disa vurmusumdur.

Ne yaptin o anda?

Elimdeki sayiya tekrar tekrar baktum sonra diger sayilara baktim sonra i¢imden 10 dan
saymaya bagladim sayamadim kafam ¢ok karistirdim. Sonra buldum bir sekilde ve
sOyledim.

Yani problem bir seyi hatirlamandan kaynaklaniyor o zaman sen zaman kazandin o
anda

Evet

O zaman se problemi ¢dzmeye odaklandin o anda

Evet

O andan seni digardan biri gérse ne diigiiniirdii seninle ilgili?

O anda zaten biitiin sinif beni izliyordu hepsi beni izledigi i¢in hangi sayiy1 okumaya
calisiyor bir panikledi hoca sanki ama tatliyd: bence diye diiglinebilirler

Kaygini gidermek i¢in ne yaptin?

Dersin baginda mesela speaking konusunda eksik hissediyorum kendimi genelde
speaking konularinda konusturmaya galisityorum soru soruyorum onlardan cevap
almaya ¢aligtyorum onlarin cevabu tizerine ben de konusabildigim zaman mesela giizel
fikir evet sdyle olabilir vs iyi ama mesela cevap veremezsem himm hadi seni gecelim
demek de istemiyorum aslinda ama yapryorum bunu ve biliyorum kétii oldugumu. Hata
yapmaktan korkuyorum. Ya kafamdakini yanlis sdylersem korkusu var.

Ozellikle o derste kaygini gidermek igin ne yaptin?

Oyun oynadigimiz i¢in ve siniftakileri artik daha iyi tanidigim i¢in artik kaynastik da
sonugta artik biraz ne tepki verebileceklerini biliyorum giilebilirler o sira kendi i¢imde
bir sikint1 yasadim ama sonra bulunca rahatladim. Problemi giderince rahatladim.
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[lk defa girdigin bir stmf olsaydi?

O zaman daha kitii seyler olurdu ve daha ¢ok kaygilanirdim. Tanimadigim insanlar.
Onceki sunumumda séyle bir sey olmustu ben konusurken sdyleyecegim kelimeyi
unuttum ordan birkag¢ 83renci bana yardim etmisti ve onlarla birlikte kurmustuk ciimleyi
iyi 8grenciler vardi ve bana destek oldular. O yiizden bu derste de olumsuz bir sey olsa
yanlig bir sey yaparsam da derim onlar beni anlarlar beni diizeltirler anliyorlar onlar
benim dilimi diye diistiniip daha rahat davranityorum. Ama hi¢ tanimadigim bir smif
olsaydi bilemezdim nasil olacak ne tepki verecekler bana hata yaparsam diizeltirler mi
sikint1 olurdu benim igin.

13 sayis1 meselesinde kayginin sebebi neydi sence?

Aklima gelmemesi bildigim halde aklima gelmedi ve ¢ok basit olan bir gey nasil
bilemem bunu deyip de heyecanlandim. Bir de o sirada soruyorum countable nu
uncountable mi diye telefondan bakiyorum hepsini kontrol etmem gerekiyor. Countable
dedi ama acaba dogru mu cevap verdi onlar1 da kontrol etmem gerekiyordu stres de
yasamigtum kendi igimde ondan kaynaklaniyor olabilir.

Dedin ki 63renciler beni bilmedigimi gérdii ve panik oldum bu senin i¢in niye kaygt
yaratir?

Ogrencilerin goziinde yetersiz olurum. Derler ki bu daha ulagamamus birazcik daha
calismasi gerekiyor biseyler daha yapmasi gerekiyor demelerini istemem. Bunu bana bir
arkadasim sdylese o kadar iiziilmem ama 6grencilerden gelmesi sonugta aramizda bir
mesafe olmasi gerekiyor ne kadar samimi olsak da bir mesafe olmali ve onlarm goziinde
yetersiz griinmek istemem donanimli oldugumu diistinmelerini isterim. Bir 6gretmen
olarak 6grencilerin goziinde yetersiz gérliinme korkusu var ve bu kaygi yaratiyor.

Ogrencilerle iletisimin nasil?

Ogrencilerle ilgili problem yasamadim ve gergekten kendi ¢ok sansli hissettim hem
dgrenci hem gretmen agisindan ¢iinkii hepsi ayr1 ayri bir seyler yapmaya ¢aligtyorlar
cabaliyorlar destek oluyor o yiizden hi¢ §grencilerden yana bir sikint1 yasamadim.
Sadece bazilari daha pasif kaliyor onlari canlandirmak istiyorum bazen bana kotii
bakiyorlar ama
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Sesin neden o kadar algak?

Ozgiivenimden kaynakli olabilir ayn1 konuya geliyor yetersiz gériiyorum kendimi bir
seyi yanlis syleyebilirim unutabilirim eksik sSyleyebilirim Mesela ben derste
konusacaklarimi tek tek yazarim ve ezberlerim dnceden ve derste onu takip etmeye
¢alisirim spontane bir sekilde konugamam zaten eger bir seyi unutursam notlarima geri
doner ordan devam etmeye ¢alisirim. Bdyle olunca da birazeik sikinti oluyor.

Bu kadar giizel ders planiyla performansin niye bdyle?

Onu bilmiyorum agamiyorum, Agmaya ¢alisiyorum ama bir ¢ekingenlik oluyor sinifi
tam anlamuiyla kollarim altina alamiyorum biraz daha geride kaliyorum.

Mesafem var dersteyken.

Biiyiik ihtimalle heyecanimdan ve &zgiiven eksikliginden olabilir. Ingilizcenin etkisi
¢ok biiyiik Ingilizce konugmak benim igin ¢ok bityiik kabus. Kelimeleri
toparlayamamam ciimleleri toparlayamamam. Ciimleye bagliyorum sonra devami
gelmeyince sesim birden algalmaya bashiyor. Mesela bu ders Ingilizce degil Tiirkce
islenseydi daha farkls bir Beyza olabilirdi ama tabi ders Ingilizce oldugu i¢in Ingilizce
olmak zorunda En biiyiik problemlerinden biri ingilizce konusmak

Sinifta gézlemcinin bulunmasi seni etkiledi mi?

Aslinda etkileyebilirdi ama tanidigim bir hoca oldugu i¢in pek diigstinmedim O sirada su
an beni gozlemliyor not aliyor diye diistinmedim o konuda rahattim. Digardan gelen
etkenler degil de kendimle ilgili eksiklikler var daha ¢ok.
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