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ABSTRACT

FOREIGN LANGUAGE STUDENT TEACHER ANXIETY

Ali MERC
Anadolu University Graduate School of Educational Sciences
Program in English Language Teaching
March 2010

Advisor:; Prof. Dr. Ziilal BALPINAR

This study aimed to find out the level and sources of foreign language student teaching
anxiety experienced by Turkish EFL student throughout the teaching practicum and to
investigate the relationship between language proficiency level of foreign language

student teachers and the level of anxiety they experience was examined.

405 student teachers participated in the study. The research tools were the Student
Teacher Anxiety Scale (STAS) developed by Hart (1987), the Foreign Language
Student Teacher Anxiety Scale (FLSTAS), developed for this study, diaries kept by the

student teachers, and semi-structured interviews.

The quantitative analysis of the data revealed that student teachers from different majors
of study experience a moderate level of anxiety both at the beginning and towards the
end of the teaching practicum and there was a significant difference between the anxiety
levels of the student teachers from different majors of study at the beginning and at the
end of the practicum. Moreover, the level of anxiety experienced by student EFL
teachers was distinguishable from the anxiety experienced by student teachers teaching
in other disciplines. A significant decrease in the overall anxiety levels of the foreign
language student teachers from the beginning to the end of the teaching practice was
also found. The results of the study indicated no significant relationship between
language proficiency and foreign language student teacher anxiety. Finally, the analysis

of the qualitative data revealed six main categories as the sources of foreign language

il



student teacher anxiety: students and class profiles, classroom management, teaching

procedures, being observed, mentors, and miscellaneous.

Key Words: foreign language teaching anxiety, foreign language teaching, student

teacher, teacher education
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OZET

YABANCI DiL OGRETMEN ADAYI KAYGISI

Ali MERC
Ingiliz Dili Egitimi Anabilim Dali
Anadolu Universitesi Egitim Bilimleri Enstitiisii
Mart 2010

Danisman: Prof. Dr. Ziilall BALPINAR

Bu calisma yabanci dil 0gretmen adaylarinin yasadigi yabanci dil 6gretmen adayi
kaygisiin diizeyini ve bu kaygilarin olas1 kaynaklarin1 nicel ve nitel verilerle ortaya
cikarmay1 hedeflemistir. Ortaya ¢ikan kaygi diizey ve tiirlerinin 6gretmenlik deneyimi
boyunca degisiklik gdsterip gostermedigi de arastirmanin amaglari arasindadir. Ayrica,
yabanci dildeki yeterlik diizeyinin yabanci dil 6gretmen aday1 kaygi diizeyi ile olasi
iliskisi de sorgulanmustir. Arastirmaya 405 6gretmen adayr katilmistir. Arastirmanin
nicel verileri Hart (1987) tarafindan gelistirilen Ogretmen Aday1 Kaygi Olgegi (STAS)
ve bu arastirma icin gelistirilen Yabanci1 Dil Ogretmen Aday1 Kaygi Olgegi (FLSTAS)
ile elde edilmis, nitel veriler ise Ogretmen adaylarinin tuttugu giinliikler ve yari

yapilandirilmig goriismeler yoluyla elde edilmistir.

Nicel veri analizi farkli alanlardan gelen &gretmen adaylarinin orta diizey kaygi
duydugunu, bu kaygi diizeyinin de dgretmenlik deneyiminin bagindan sonuna dogru
anlaml bir sekilde azaldigin1 ortaya koymustur. Ayrica, ingilizce dgretmen adaylarinin
kaygi diizeylerinin diger alanlardaki 6gretmen adaylarindan 6gretmenlik deneyiminin
basinda anlamli bi¢imde yiiksek, Ogretmenlik staj deneyimi sonunda ise anlaml
bicimde diisiik oldugu saptanmistir. Yabanci dil 6gretmen adayi kaygi diizeyleri ise
ogretmenlik deneyiminin basinda, mikro 6gretim deneyiminden sonra ve 6gretmenlik
uygulamasinin sonunda orta diizeyde bulunmus, bu diizey ise bu ii¢ asama boyunca

anlamli bir bicimde azalmistir. Bununla birlikte, yabanci dildeki yeterlik diizeyi ile
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yabanci1 dil 6gretmen aday1 kaygi diizeyi arasinda anlamli bir iligki saptanmamuistir. Son
olarak, arastirmanin nitel verileri yabanci dil 6gretmen adayr kaygisini alti ana
kategoride ortaya koymustur: 6grenciler ve sinif profili, sinif yonetimi, 6gretim yontem

ve teknikleri, izlenme, danigman ve siniflandirilamayanlar.

Anahtar Sozciikler: yabanci dil 6gretme kaygisi, yabanci dil 6gretimi, 6gretmen adayi,

Ogretmen yetistirme
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1. INTRODUCTION

I worry that students will ask me how to say something I don’t know in the target
language.

1 always prepare and practice carefully whenever [ want to say something to my class
in the target language.

Sometimes I scrap plans to do a particular activity because I worry that I will make too
many mistakes.

1 feel uncomfortable speaking my target language in front of other language teachers.

1 feel uncomfortable speaking my target language to native speakers of the language.
(Horwitz, 1996, p. 365)

These may be the words coming out of a staff room in a state school or from a
psychologist’s comfortable armchair. Regardless of the place, many non-native foreign
language teachers scream one or more of the above statements. That is due to the fact
that no one can ignore the existence and the effect of emotions on any task to be
completed. As in the case of many human behavior, ‘teaching’ comes along with many
emotions, varying from hatred to love; frustration to satisfaction, and thus teachers need
to deal with their feelings effectively and intellectually. Teaching, as a ‘sacred’ task,
also embraces the emotions as part of the human behavior. Therefore, affective side of
language teaching has to be taken into consideration by teachers themselves, teacher

trainers, and the researchers working on teachers and teaching.

1.1 Background to the Study

Language learning anxiety is cited as one of the factors affecting second language
acquisition as an individual difference (Ellis, 1994). It is mostly associated with fear,
frustration, apprehension, uneasiness, insecurity, self-doubt or worry (Brown, 2000).
The concept is not new; however, systematic studies related to the identification of the
anxiety levels of students for both general language learning anxiety and anxiety related
to four language skills do not go back to more than two decades. Research on foreign
language learning anxiety has mainly indicated that foreign language learners, in this or
that way, experience a degree of anxiety in the process of language learning (Horwitz,

Horwitz & Cope, 1986).



The concept of anxiety has been investigated in depth and certain categorizations were
made by several researchers. Brown (2000) divides anxiety into two: trait anxiety vs.
state anxiety. From this perspective, trait anxiety can simply be defined as being in a
more enduring tendency to be anxious whereas state anxiety is experienced with regard
to a particular event or situation. In another classification, which contradicts the general
belief that anxiety is something negative, Oxford (1999) points out debilitative vs.
facilitative types of anxiety. Facilitating anxiety is an opportunity to increase the
performance of an individual in certain tasks, on the other hand, debilitating anxiety

intimidate the individual’s performance.

Learners are not always the only ones who experience anxiety in a foreign language
classroom. As the active participants of the classroom procedures, teachers or
prospective teachers may sometimes experience anxiety while they are delivering a
lesson. However, especially in the earlier studies, it was quite difficult to determine the
types and measure the level of anxiety experienced by teachers since the concept of
anxiety was mostly equated with concerns, problems, and needs of the teachers
(Keavney & Sinclair, 1978). In order to address these problems, certain scales were
developed to measure student teacher anxiety in a systematic way (Parsons, 1973 cited
in Keavney & Sinclair, 1978; Hart, 1987; Williams, 1991). Later, Hart (1987)
developed a ‘Student Teacher Anxiety Scale’, which has been one of the most widely
accepted and implemented research tools for measuring student teacher anxiety (Capel,

1997; Morton, Vesco, Williams & Awender, 1997; Ngidi & Sibaya, 2003).

Teaching anxiety is also prominent among language teachers (Horwitz, 1996). Whilst
learner anxiety is an individual phenomenon which manifests itself in different ways
such as arriving unprepared, speaking in a hesitant way, or over-studying (Oxford,
1999), the most significant manifestation of language teacher anxiety is not in
individual behaviors such as over-planning, being absent frequently, or trying to retain
control by shouting, but rather as a collective, intra-cultural phenomenon which goes
largely unrecognized by the individual (Grundy, 2001). Furthermore, Medgyes (1983)

describes some of the non-native teachers as schizophrenic teachers because they are



insecure about using the language they are teaching. This insecurity and uncertainty,

then result in aggressive or pessimistic attitudes in the classroom.

According to Horwitz (1996), language learning is never complete and all foreign
language teachers are advanced learners of the language they are teaching although they
are high-level speakers of the language as well. Hence, “when the 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 et al., 1986). Of course, the anxiety experienced by language teachers may
affect their feelings of self-confidence, use of target language, and instructional

decisions (Horwitz, 1996).

Simultaneous with the implementation of the communicative approach to language
teaching in recent years, Turkish Ministry of Education employed the communicative
language teaching as the core methodology of the foreign language classrooms in
Turkish schools (MEB, 2006). The new curriculum adapted in the new system
encourages foreign language teachers to adopt a communicative approach, whereby
foreign language learners are supposed to demonstrate a degree of communicative
competence through authentic language tasks, meaningful classroom activities as well
as portfolio assessment tools. In addition, the shift has turned to more learning- and
learner-centered approaches from teacher-centered approaches, to process orientation
from product orientation as well learner autonomy. The new cross-curricular approach

is described as follows (MEB, 2006, p. 22):

In most of the Turkish schools, English is taught as an isolated subject in the
curriculum; hence, a possible innovation is thought to be teaching English through a
cross-curricular model. Cross-curricular studies can be a way of teaching English
through content in which the target language is the vehicle of interaction and
knowledge, not the subject matter. Cross-curricular studies facilitate learning,
integrating all subjects through the use of foreign language, allowing learners to
inquire and connect experience and knowledge. By bringing together several
disciplines and making content connections across subjects (subjects: mathematics,
science, arts, music, social studies, etc.) in the classroom, we can show learners that a
topic is relevant, related to their real world and previous experience.



The role and responsibility of the language teachers, within this understanding, have
also changed since the new curriculum has asked them to be more active participants in
the classroom, to be able to use the target language fluently in order to provide models
for successful communication, and to develop and adapt classroom language materials
for communicative purposes as well as to assess language performance bearing learners’
communicative needs in mind. As Kim and Kim (2004) state, this sort of expectations
from language teachers might give rise to the levels of anxiety experienced by language
teachers related to foreign language teaching situations. In addition, the requirement of
‘teaching language through language’ causes a rise in foreign language anxiety, which

is obviously related directly to foreign language teaching (Kim, 2002).

Teaching practice is the context in which student teachers are believed to put theory into
practice by means of understanding and experiencing the practical realities of the
classroom and the school (Richards & Crookes, 1988). Moreover, it is located at the
highest level of the university-school cooperation of the teacher education programs
(Tang, 2002). Teaching practice has taken its place in Turkish teacher education system
within cooperation between Faculties of Education as the teacher training institutions
and the Ministry of National Education as the institution at the highest point of Turkish
National Education. Figure 1 presents the components and the cooperation among the
members of the teaching practice applications. According to the network provided, the
student teachers are in relation with their cooperating teachers and university
supervisors. On the other hand, the organization of the teaching practice is the
responsibility of the coordinators from the faculties, practicum schools and the

Directorship of National Education.

An essential concept in the teaching practicum component is the placement of student
teachers for their teaching experiences. Paker (2000) argue that university supervisor, as
the ones who are responsible for the job, must be careful about placing student teachers
into schools where cooperating teachers are the successful ideals of the target language

and language teaching methodology at each level.
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Figure 1. Components and the Cooperation Network in the Teaching Practice (Adapted
from YOK, 1998, p. 30)

Student teachers sometimes complain that their teacher education programs do not
adequately prepare them in order to meet the requirements of teaching in a real
classroom environment and they are not able to cope with the problems they face during
teaching practice, and all of these result in experiencing discouragement and
disappointment (Stuart & Thurlow, 2000). Experiencing anxiety, in addition to all these,

is no doubt making the situation worse.

1.2. Significance of the Study

This study was both practically and theoretically motivated. In addition to the
theoretical perspectives described above, first-hand experience in supervising student
teachers of English both at Anadolu University Faculty of Education English Language
Teaching Program (AUELT) and Open Education Faculty Distance English Language
Teaching Program (DELT) has sensitized the researcher to the relatively high level of
anxiety displayed by student teachers of English as a foreign language during the

teaching practicum process. In addition, as a student teacher, the researcher had



experienced a number of classroom events that led to anxiety throughout the teaching

practicum experience.

Earlier, the notion of foreign language teaching anxiety was taken as a kind or part of
language learning anxiety and general teacher anxiety. However, gradually, it has been
understood that it is a related but different phenomenon. As language learning
necessarily involves human beings and the interface between their beliefs, attitudes and
perceptions, such factors need to be seriously considered in any sustainable language
learning program (Tudor, 2003). It is a special kind of anxiety stemming from the
‘must’ to teach a foreign language as a non-native speaker of that language. The limited
number of studies (Horwitz, 1996; El-Okda & Al-Humaidi, 2003; Kim & Kim, 2004;
Canessa, 2006; Ipek, 2007; Yuksel, 2008) conducted to identify the anxiety experienced
by foreign language teachers led to the possible existence of a related but different
notion called ‘foreign language student teacher anxiety’. As El-Okda and Al-Humaidi
(2003, p. 1) identify, “it is a sort of anxiety that results from having to act as an expert

of a language that is not your mother tongue”.

According to Kyriacou (2001), studies on exploring the sources of teacher stress and
coping strategies are necessary to update the data in the field and find out the trends and
changes. Moreover, “it can alert us to changes in schools that are generating high levels
of stress that need to be addressed” (p. 32). In a similar perspective, Horwitz (1996)
states that foreign language teaching anxiety may have negative consequences on
language teaching. Therefore, the ‘foreign language teaching anxiety’, especially among
the student teachers, ought to be examined thoroughly. In a similar understanding,
within the above explanation regarding the notion of foreign language teaching anxiety,
foreign language student teachers’ level of anxiety manifested in student teaching is not
just foreign language classroom anxiety. Limited theoretical explanation (Horwitz,
1996) and empirical inquiry on foreign language teaching anxiety (Horwitz, 1996; Kim
& Kim, 2004; Canessa, 2006; Ipek, 2007) and on foreign language student teaching
anxiety (El-Okda & Al-Humaidi, 2003; Yuksel, 2008) suggest that the area needs
further research to put more light into the 1) existence of anxiety, ii) level of anxiety iii)

sources of anxiety, and iv) coping with anxiety. However, there is not sufficient data to



discuss the issue in detail; even its existence is still open to discussion. Hence, to help
the language teaching researchers and teacher trainers to close the gap in the field, and
to guide language teacher candidates, the concept of foreign language teaching anxiety

should be examined.

The focus of studies conducted so far related to the role of anxiety in education has been
basically on language learning anxiety, sources of anxiety, and the effects of anxiety on
learners. Teacher- and student teacher-focused studies, on the other hand, mainly
focused on general teaching abilities and capabilities. As one of the aims of the present
study, foreign language student teacher anxiety has been separated from the anxiety of

student teachers delivering lessons in their native language.

Although limited number of studies on foreign language teacher anxiety have aimed at
enlightening the area through designing research tools and collecting some explanatory
data related to the sources of foreign language teaching anxiety, very few studies have
been conducted so far to explore the notion of ‘foreign language student teacher
anxiety’ among which El-Okda and Al-Humaidi’s (2003) attempt can be counted. Their
study also discriminated between foreign language student teacher anxiety and foreign

language teaching anxiety.

As described in the relevant research literature, anxiety has more negative effects on
learners and teachers than its limited helpful aspects. Therefore, understanding the
reasons for the foreign language student teacher anxiety would not be possible by using
the already-existing research tools specifically developed for either student teachers of
all disciplines or foreign language teachers of all levels of experience. As for the aim of
this study, it was necessary to develop a reliable and valid scale that measures foreign
language student teachers’ anxiety level together with the specific sources of that
anxiety. Thus, all of the participants of the language teaching practicum process
(student teachers, cooperating teachers, university supervisors, and researchers in the
field) would be able to see the concept of ‘foreign language student teacher anxiety’

with a clearer eye.



Some researchers believed that foreign language anxiety decreases or diminishes over
time (Desrochers & Gardner, 1981) while some others found that anxiety might turn
into trait rather than state (Gardner & Maclntyre, 1993), which meant that it could leave
pervasive effects on language performance (Oxford, 1999). Of course, these studies
were related to foreign language learning anxiety; however, the case for the student
teachers of a foreign language has not been clearly identified yet. One of the aims of the
present work is to find out the possible change in the anxiety levels of the foreign
language student teachers throughout the teaching practicum process. The findings
related to this ‘change’ concept gave us the opportunity to observe whether any type of

anxiety experienced by student teachers was trait anxiety or state anxiety.

The earlier explanations related to foreign language teacher anxiety were based on the
role of the ‘foreign language’ itself as part of the foreign language use. The
investigation of the effect of language proficiency level of the student teachers who are
obliged to teach that foreign language is very important especially when teacher training
institutions determine their curricula, which also include language training of the
teacher candidates. This study, considering the importance of language proficiency in
language teaching, aimed at identifying the possible relationship between anxiety and

foreign language proficiency of student teachers.

One of the major outcomes of the study will be that teacher education programs such as
AUELT will benefit a lot from a study determining the existence, level, and the sources
of any type of anxiety that student teachers experience throughout their teaching
practicum. The necessary precautions, then, can be taken by the program administrators
to provide the practitioners of the program a more stress-free learning environment.
Furthermore, based on the potential anxiety levels of the student teachers, they might be
provided with information in the content of the methodology courses as well as teaching

practicum to reduce and cope with the foreign language teaching anxiety.

This study is the first of its kind as it designs and implements an instrument for the
investigation of a very important aspect of student teaching. It comes forward with a

reliable and valid instrument to measure ‘foreign language student teacher anxiety’,



which was called the ‘Foreign Language Student Teacher Anxiety Scale’ (FLSTAS).
Reported by student teachers in informal conversations and during post-observation
sessions with their supervisors, sources of foreign language student teaching anxiety
and any possible solutions to this phenomenon are targeted to be given subsequent to

the results of this study.

1.3. Purpose of the Study

The present study has the following research purposes: First of all, the study aims to
find out whether foreign language student teacher anxiety is different from the anxiety
experienced by student teachers from other disciplines. Second, it aims at developing a
valid and reliable scale measuring the level of foreign language student teacher anxiety.
Third, this study aims to find out the level and sources of foreign language student
teaching anxiety experienced by Turkish EFL student teachers through both quantitative
and qualitative measures. Fourth, investigating the change in the level and sources of
anxiety experienced by foreign language student teachers throughout the teaching
practicum process is among the purposes of this study. Finally, the relationship between
language proficiency level of foreign language student teachers and the level of anxiety

they experience is examined.

1.4. Research Questions
Based on the previous research findings reviewed in this chapter and considering the
potential need for the teacher training institutions in the Turkish context, the following
research questions, which formed the bases for the methodology of the study, were
structured:

1. What is the level of student teacher anxiety that student teachers from
different majors of study experience?

2. Is there a difference between the anxiety levels experienced by student EFL
teachers and student teachers from other disciplines?

3. Does the level of student teacher anxiety that student teachers from different
majors of study experience change throughout the practicum?

4. What is the level of foreign language teaching anxiety experienced by student

EFL teachers?



5. Does the level of foreign language teaching anxiety experienced by student
EFL teachers change throughout the practicum process?

6. Is there an effect of language proficiency on the anxiety experienced by
student EFL teachers?

7. What are the sources of anxiety experienced by student EFL teachers?

1.5. Organization of the Chapters
The current study consists of six chapters. Chapter 1 covers the background of the

study, significance of the study, purpose of the study, and organization of the chapters.

Chapter 2 deals with a review of the relevant literature. It provides a detailed
presentation of the key concepts related to the topic of the study as well as the studies
conducted on foreign language learning anxiety, teacher anxiety, foreign language

teaching anxiety, and foreign language student teacher anxiety.

Chapter 3 clarifies the research methodology of the study. The characteristics of the
participants, instruments used in the study, data collection procedures, and analyses of

the quantitative and qualitative data are presented in this chapter.

Chapter 4 presents the results of quantitative and qualitative data analyses.

Chapter 5 discusses the findings along with the existing literature.

Chapter 6 summarizes the present study, lists the conclusions and implications drawn,

and gives suggestions for further research.

1.6. Scope of the Study

This study is limited to a Turkish teacher education context. It takes student teachers
from Anadolu University Faculty of Education as the participants of this study,
therefore the findings of the study are limited to the anxieties experienced by student

teachers in the research context.

10



This study attempts only to identify the level and types of anxiety experienced by
student teachers in a descriptive manner. No suggestions for strategies to cope with

anxiety are presented.

This study employs only quantitative research tools for identifying the student teacher
anxiety of student teachers from all majors of study, and quantitative and qualitative
tools for identifying the foreign language student teacher anxiety. Other data collection

techniques such as observations, field notes, and think-aloud protocols were not used.

In conclusion, it is difficult to generalize the findings of this study for all student
teachers in teacher education programs in Turkey and in other countries. However, the
presentation and discussion of the findings as well as the pedagogical implications for
teacher education programs and suggestions for student teachers, cooperating teachers
and university supervisors can be very useful for other teacher education programs as

well.

1.7. Terminology

Researchers in the field of language teacher education use different lexical items
referring to the same term. In order not to confuse the readers and in order to be
consistent with the relevant research literature, the following terms will be used

throughout this dissertation:

<> Terms like pre-service teacher, student teacher, and teacher candidate all refer to
the students of teacher education programs who are completing their teaching practicum
by teaching in different practicum schools. The term ‘teacher trainee’ refers to the
students of teacher education programs, who are completing the theoretical and
practical courses before their practicum experience.

<> Teaching practicum, teaching practice, and practice teaching refer to the
placements of student teachers in certain schools as a component of the teacher
education programs to complete the program requirement of teaching under supervision

of expert teachers.

11



X/

> Mentor refers to all supervisory personnel including cooperating teachers and
university supervisors.

<> Microteaching experience refers to the activities conducted in School Experience
II course in which student teachers observe their cooperating teachers and deliver a
portion of a lesson in collaboration with their peers.

<> The terms ‘(student) teacher anxiety’ and ‘(student) teaching anxiety’ are used
interchangeably in this dissertation to refer to the anxiety experienced by teachers or
student teachers.

<> The terms ‘department, program, major of study, discipline, and subject matter’
are used interchangeably in this dissertation to refer to the teaching areas that student
teachers are from.

<> Finally, the concept of anxiety in this study is in use as the apprehension that is

associated with the student teachers’ teaching experience.
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2. REVIEW OF LITERATURE

There is an extensive body of research that addresses foreign language anxiety
experienced by language learners, teachers, and student teachers from several
disciplines. A few attempts have also been made to explain foreign language teaching
anxiety and foreign language student teacher anxiety. This chapter, first explain the
‘anxiety’ phenomenon and its conceptualization in education. Then, several studies
regarding the focus of this study are reviewed. Finally, how the reviewed literature in

the preceding sections shaped the design of the current study is explained.

2.1. What is Anxiety?
The concept of anxiety, as a psychological notion, took its part in different scientific
fields. Borrowing the works in the field of psychology, it is defined as an emotional

state of “apprehension, a vague fear that is only indirectly associated with an object”

(Hilgard, Atkinson & Atkinson, 1971, cited in Scovel, 1991, p. 18).

As for the types of anxiety, two major divisions have been suggested in the research
literature. The first classification is the discrimination between ‘state anxiety’ and ‘trait
anxiety’. According to Oxford (1999), when anxiety occurs in response to a specific
situation or incident, it is called as ‘state’ or ‘situational’ anxiety. This type of anxiety
appears when a person faces an unpleasant situation or needs to cope with a difficult-to-
overcome task. On the other hand, anxiety can also be a part of the personality trait;
therefore, it is called the ‘trait’ anxiety (Oxford, 1999). In this type of anxiety, a person

experiences anxiety in any situation as a part of his/her personality.

The second classification of anxiety is related to its effect or result on the individual’s
performance while performing tasks or actions. Here, the notions of ‘facilitating
(helpful) anxiety’ and ‘debilitating (harmful) anxiety’ are introduced (Albert & Haber
1960; cited in Young, 1992; Oxford, 1999). The ‘facilitating’ type of anxiety is said to
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increase the performance of individual in certain tasks whereas the ‘debilitating’ type of

anxiety deters the individual’s performance.

2.2. Language Learning Anxiety

The types of anxiety defined above are also applicable to language learning. When
anxiety is considered as either a short-term or a lasting attribute, language learners are
influenced from it in different ways. Sometimes, language anxiety starts as temporary
experience of fear in a certain situation when the learner is expected to perform a
language task (Oxford, 1999). This exemplifies the realization of ‘state anxiety’ in
language learning. Nevertheless, the anxiety experienced by the learner may not be
situation-specific or may not diminish over time. If the learner is suffering from the
repeating occurrences of anxiety in several different tasks, and if this influences the
learner’s performance, then the learner is experiencing the ‘trait’ anxiety (Gardner &
Mclntyre, 1993), which is a part of his/her character. Of course, the learner is expected
to be affected from this situation in a great way —whether positively or negatively-

throughout his/her language learning process.

When the helpful vs. harmful anxiety are considered, these two types also have
implications on the foreign language learning process. The harmful (debilitating) type
of anxiety “harms learners’ performance in many ways, both indirectly through worry
and self-doubt and directly by reducing participation and creating overt avoidance of the
language” (Oxford, 1999, p. 60). What is more, according to Gardner and Maclntyre
(1993), anxiety has the strongest negative correlate of achievement in language. On the
other hand, the helpful (facilitating) type of anxiety “motivates the learner to fight the
new learning task; it gears the learner emotionally for approach behavior” (Scovel,
1991, p. 22). However, the concept of ‘helpful (facilitating)’ anxiety is still discussed in
terms of its existence, definition, and scope. Young’s (1992) interviews with some well-
published researchers from the field of language learning yielded controversial ideas
regarding the concept itself. Their discussion centers mainly on the two types of
anxiety: facilitating vs. debilitating anxiety. According to the researchers, debilitating
anxiety may have a negative effect both on the language learner and on the learning

process. On the other hand, they argue that facilitative anxiety is almost like attention to
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the input, which helps the learner to get motivated to learn. In short, the researchers
conclude that facilitating anxiety is favorable since it has an encouraging power for the
learners whereas debilitating anxiety may slow down the foreign language learning
process of the learners. Bailey (1983), on the other hand, summarizes after reviewing
the existing literature on language anxiety that there is a cyclical correlation between
anxiety and negative competitiveness. How the above divisions are reflected in the
language learners’ performance in the language learning process is explained within a
framework provided by Bailey (1983) in terms of the correlations between
competitiveness and anxiety. According to Bailey, if the anxiety by the learner —caused
by the comparisons with other learners- is able to motivate the learner to study for the
language, then it is facilitating. However, if this anxiety causes the learner to remove
himself from language learning environment (i.e. leaving the class), then it is

debilitating.

It can be concluded after the consideration related to the notion of anxiety, its types, and
the views on these types that the concept of anxiety has been a popular issue in
language learning research. Along with this fact, the scientific ways to elicit language
learners’ anxiety have also been the subject of research studies. The next section will

cover this issue.

2.2.1. Measuring Language Learning Anxiety:

Defining and measuring the affective variables as personality traits of individuals is
quite difficult despite the fact that they are extremely important during the foreign or
second language learning process (Tucker 1979, cited in Bailey, 1983). The earlier
studies on language learning anxiety employed self-report surveys in the form of
quantitative research. Self-report survey studies were primarily correlation works,
which investigated the relationship between the level of anxiety and language
proficiency (Aida, 1994; Ganschow, Sparks, Anderson, Javorsky, Skinner & Patton,
1994; Ganschow & Sparks, 1996; Saito & Samimy, 1996; Sparks, Ganschow, Artzer &
Siebenhar 1997; Onwuegbuzie, Bailey & Daley, 2000; Chen & Chang, 2004; Bernaus
& Gardner, 2008; Brown, 2008; Dewaele, Petrides & Furnham, 2008). Apart from the

survey studies which focused on quantitative data collection and analysis methods,
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analyzing diary entries (Bailey, 1983), interviewing subjects about their feelings
(Brown, 2008; Yan & Horwitz, 2008), and classroom observations (Spielmann &
Radnofsky, 2001) have been employed as qualitative research methods. Bailey’s (1983)
diary study within her own diary entries on her French-learning experience and several
other diarists, as one of the pioneers, documented the importance of the first-person

diary studies in research on affective variables including anxiety.

One of the very first attempts to identify foreign language learners’ anxiety levels with a
widely-accepted specific measuring tool was the development of the Foreign Language
Classroom Anxiety Scale (FLCAS) by Horwitz et al. (1986). The main difference of
this scale from the previous ones was that it dealt with all aspects of the anxiety
language learners experience rather than emphasizing communication anxiety or speech

anxiety.

2.2.2. Studies on Language Learning Anxiety:

Early studies on language learning anxiety were related to the discovery of the possible
relationship between anxiety and language performance. In Scovel’s (1991) paper, three
correlation studies are reviewed. First, Burnaby (1976) correlated the anxiety level of
French immersion students learning English and found that there was a negative
correlation between language proficiency and anxiety. Within the same framework,
Tucker et al. (1976) found that there was a negative correlation between anxiety and
French proficiency, exactly as Burnaby (1976) reported. As the third study, Chastain’s
(1975) investigation of anxiety as a predictor of performance of the learners in language
tests is reviewed. Three groups of language students (French-learning, German-
learning, and Spanish-learning) were tested on their language performance and anxiety
levels. It was found that there was a negative correlation between anxiety and language
test scores of French students. On the other hand, there was a positive correlation
between anxiety levels and language test scores of German-learning and Spanish-
learning students. Based on these interesting findings, Scovel (1991) pointed out that
the ‘facilitating vs. debilitating’ anxiety types might have worked for the participants of
this study. According to Scovel (1991), those French-learning students were

experiencing ‘debilitating’ anxiety, which might have made them unsuccessful in
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language tests whereas German-learning and Spanish-learning students were
experiencing ‘facilitating’ type of anxiety, which might have pushed them for being

more successful in language learning.

Research on language anxiety was not limited to the correlation studies described
above. Scholars have tried to identify the potential factors causing language learning
anxiety. In this respect, Horwitz et al. (1986) conducted a pioneer study of which
primary purpose was to make foreign language anxiety recognizable as a separate
variable in language learning. Therefore, according to their definition, language anxiety
is “a distinct complex of self perception, beliefs, feelings, and behaviors related to
classroom language learning arising from the uniqueness of the language learning

process” (p. 128).

Horwitz et al. (1986) outlined a theoretical framework for the investigation of levels of
anxiety of foreign language students. The first component is "communication
apprehension" in which the authors proposed that language students have mature
thoughts and ideas but an immature second language vocabulary with which to express
them. The inability either to express themselves or to comprehend one another leads to
apprehension. Language students who test high on anxiety report that they are afraid to
speak in the foreign language, showing feelings of nervousness, confusion and even
panic. Students with feelings of communication anxiety would respond positively to
questions like "I get nervous and confused when I am speaking in my language class,"
and negatively to questions like "I feel confident when I speak in foreign language

class."

The second component is "fear of negative evaluation." Because students are unsure of
themselves and what they are saying, they may feel that they are not able to make the
proper social impression (MacIntyre & Gardner, 1991). Students with feelings of fear of
negative evaluation would answer questions like "I am afraid that the other students will
laugh at me when I speak the foreign language," positively, and to questions like "I

don't worry about making mistakes in language class" negatively.
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A third component, that of "general feeling of anxiety towards a foreign language," can
be added to the theoretical framework. These would be feelings of apprehension related
to other sensations of apprehension akin but not intrinsically linked to communication
or fear of negative evaluation. Apprehensive students would reply positively to
questions like "even if I am well prepared for language class, I feel anxious about it"
and negatively to questions like "It wouldn't bother me at all to take more foreign

language."

Bearing these in mind, Horwitz et al. (1986) used 78 beginner language students of the
University of Texas as the participants of their study. They conducted group meetings in
which the participants were asked to talk about the difficulties and potential problems
related to their language learning experiences. The aforementioned Foreign Language
Classroom Anxiety Scale (FLCAS) with 33 items was developed by examining the

qualitative data obtained through these interviews.

Several studies on foreign language anxiety used the FLCAS as the research instrument
to investigate the levels of anxiety foreign language learners experience throughout their
language learning processes (Phillips, 1992; Aida, 1994; Ganschow et al., 1994;
Ganschow & Sparks, 1996; Sparks et al., 1997; Bailey, Daley & Onwuegbuzie, 1999;
Bailey, Onwuegbuzie & Daley, 2000; Onwuegbuzie et al., 2000; Aydmn, 2001;
Gregersen, 2003; McKnight & Redmond, 2003; Rodriguez & Abreu, 2003; Von Worde,
2003; Abu-Rabia, 2004; Casado & Dershiwsky, 2004; Chen & Chang, 2004; Gregersen,
2007; Hurd, 2007; Liu & Jackson, 2008; Geng, 2009; Kim, 2009; Marcos-Llinas &
Garau, 2009; Pichette, 2009). Following Horwitz et al.’s (1986) identification of the
construct of anxiety in foreign language classrooms, Aida (1994) examined the validity
and reliability of the scale for the Japanese learning students. A number of statistical
analyses revealed that the scale was highly reliable to measure the foreign language

anxiety construct.
Among the aforementioned studies, Von Worde (2003) found that most students in the

sample reported experiencing anxiety in their language classrooms. The sources for

foreign language anxiety were found to be lack of comprehension, negative classroom

18



experiences, fear of negative evaluation, pedagogical practices, and the teachers. In
another study, McKnight and Redmond (2003) investigated the particular situations in
regard with test anxiety, fear of negative evaluation, and communication apprehension
as the sources of anxiety in foreign language learning. They found that most of the high
anxious learners had some kind of familiarity with a foreign language outside the
classroom such as staying in a foreign country; they still experience a high level of
anxiety. Moreover, Liu and Jackson (2008) found that foreign language classroom
anxiety was negatively correlated with willingness to communicate. Gregersen (2003)
investigated the relationship between errors by learners and foreign language anxiety.
The results showed that the relationship was cyclical: when the errors were made,
learners were anxious; when the learners were anxious, they made errors. In a very
recent work, Pichette (2009) compared anxiety profiles of 186 French-speaking
classroom and distance language learners (learners of English or Spanish), and
compared anxiety levels between first-semester and more experienced students in both
learning environments. General foreign language anxiety (through FLCAS), second
language reading anxiety, and L2 writing anxiety of the learners were measured. Results
indicated no significant differences in anxiety profiles between classroom and distance
learners, and higher anxiety among first-semester distance learners. Moreover, Tallon
(2009) found that heritage students of Spanish experienced lower levels of foreign
language anxiety than their non-heritage counterparts. Marcos-Llinas and Garau,
(2009), in contrast to popular findings, found that students with high levels of anxiety
did not necessarily exhibit lower course achievement in comparison to students with
low levels of language anxiety. In addition to studies concerning learners’ language
proficiency and achievement, Gregersen (2006) measured the relationship between
learners’ perceived language proficiency and their level of foreign language classroom
anxiety. The results showed that language learners who were aware of a difference
across their language skills had a greater tendency toward foreign language anxiety than

learners who did not report such a difference.
In a very recent work, Geng (2009) conducted a foreign language anxiety study using

FLCAS with 168 Turkish EFL students. The results of the quantitative study showed

that age and gender were not significant variables in anxiety. On the other hand,
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students’ voluntary vs. compulsory attendance in English classes made an effect: the
students with compulsory language instruction were significantly more anxious than

students who were studying English voluntarily.

Not all of the studies in the literature related to foreign language anxiety did employ the
scale developed by Horwitz et al. (1986). For example, MacIntyre and Gardner (1991)
conducted a study with beginner learners of French to identify their level of anxiety in
learning a foreign language. The research tool used in this study was self-reported
experiences of the learners in essay forms. The main finding of the study was that
language learning anxiety has a negative effect on foreign language learning.
Furthermore, MacIntyre and Gardner (1994) attempted to develop a reliable scale to
identify language learning anxiety. In their study with 97 French-learning participants
led to the development of a new scale. They found that anxiety is not context-dependent
and it is not stage-dependent. Students with high anxiety in one context or at one stage
would experience the same level of anxiety in other contexts or at other stages.
Similarly, Saito and Samimy (1996) found with their scale that second language
performance of learners of Japanese were correlated with their level of foreign language
anxiety, on the other hand, anxiety had a more important role when the proficiency level

of the learners ascend.

Certain studies looked at the anxiety phenomenon in language learning from different
perspectives. Determining the foreign language anxiety through FLCAS, Yang, Lay,
Tsao, Liou and Lin (2007) found that the anxiety of language and Internet use
significantly influenced self-efficacy of Internet use and language, and anxiety about
language and Internet use have also significantly influenced the intention to use Internet
sites individually. Literature suggested that anxiety was prominent among international
postgraduate learners as they are required to survive in a foreign language (Brown,
2008) and caused weaker self-expression (Caldwell-Harris & Ayg¢igegi-Dinn, 2009). It
was also pointed out that language anxiety was correlated positively with attitudes
toward learning situation and negatively with achievement in L2 (Bernaus & Gardner,
2008) and levels of anxiety might vary according to instructional contexts: more anxiety

in conversation classes than reading classes (Kim, 2009). Dewaele et al. (2008) found
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that high levels of emotional intelligence (known as EI), starting learning a second and
third language at early ages, the knowledge of more languages, a higher frequency of
use of the second language, a stronger socialization in a language, a larger network of
interlocutors, and a higher level of self-perceived proficiency were linked to lower
levels of foreign language anxiety while purely classroom-based language instruction
was linked to higher levels of foreign language anxiety. From a linguistic perspective,
lower levels of foreign language anxiety was found to be helping learners benefit more
from recasts and as a contributing factor for leading recasts to modified output as well
as promoting learning (Sheen, 2008). Similarly, high anxiety language users produce
longer texts in L2 than in L1, produce smaller amounts of continuous speech in both L1
and L2, produce filled pauses with a higher mean length in L2 than in L1, have longer
mid-clause pauses, fewer repetitions, and make more false starts (Mihaljevic

Djigunovic, 2006).

In addition to studies concerning the investigation of the general foreign language
learning anxiety, several other studies examined the skill-specific anxiety. In this
manner, Cheng, Horwitz and Schallert (1999) stated that it is important to investigate
language skill-specific anxiety. Studies conducted on skill-specific language learning
anxiety focused on speaking anxiety (Gregersen & Horwitz, 2002; Oya, Manalo &
Greenwood, 2004; Woodrow, 2006; Kim, 2009), writing anxiety (Cheng et al., 1999;
Marra & Marra, 2000; Cheng, 2002; Cheng, 2004), speaking and writing anxiety
(Aydin, 2001; Pichette, 2009), reading anxiety (Saito, Garza & Horwitz, 1999; Sellers
2000; Zhang, 2000; Matsuda & Gobel, 2004; Brantmeier, 2005; Kuru Goénen, 2005),
listening anxiety (Vogely, 1998; Elkhafaifi, 2005; Chang, 2008; Chen, 2008) and the

relationship between reading anxiety and listening anxiety (Merg, 2009).

The overall conclusion drawn from the studies related to anxiety in each language skill
and the possible relationship between the skills is that skill-based anxiety is related to
general foreign language anxiety. On the other hand, they are unique constructs within
their own symptoms and coping strategies. Therefore, they suggest the fact that the
language anxiety experienced by a language learner may be due to one language skill

rather than general classroom anxiety. Furthermore, the construct of anxiety, despite
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hundreds of scientific research studies, is still open to investigation; sources and impacts
of anxiety have not been explained precisely yet (Yan & Horwitz, 2008). However, for
the aim of this study, it will be better to change our direction from learner anxiety to

teacher anxiety.

2.3. Teacher Anxiety

Anxiety studies regarding classroom teachers are mainly centered on general concerns
and problems of teachers rather than subject matter-specific concerns and problems.
Bearing in mind the definitions and conceptualization of the concept of anxiety,
teaching is seen as a distinct construct that causes anxiety. In his account of personal
views, Bernstein (1983) conceptualized teaching anxiety as a part of speech anxiety.
According to Bernstein, teaching anxiety is a combination of experiences including
psychological arousal, subjective distress, and behavioral disruption. Although they
agree with this proposal in terms of speech anxiety, Gardner and Leak (1994) believe
that teaching anxiety includes apprehension concerning interactions with audience
which involve questions from students, immediate negative feedback, class disruptions,
or end-of-term student evaluations as distinct from speech anxiety. In this respect,
Gardner and Leak (1994, p. 28) conceptualize teaching anxiety as “anxiety experienced
in relation to teaching activities that involve the preparation and execution of classroom

activities”.

Teacher anxiety has become the research interest of education scholars for more than
three decades. Keavney and Sinclair (1978) found teacher concerns and teacher anxiety
as a neglected topic of classroom research. They identified the research areas of teacher
anxiety as i) the conceptualization of teacher anxiety, ii) measurement of teacher
anxiety, 1ii) sources of teacher anxiety (concerns as sources and correlates of teacher
anxiety as sources), iv) and consequences of teacher anxiety (survival-nonsurvival in

the teaching profession, affective impact, achievement, and coping styles).
A number of studies have been conducted to explore the sources of and solutions to

teacher anxiety in the last 30 years. Abel and Sewell (1999) found that poor working

conditions and staff relations were the two most significant sources of stress and
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burnout among rural and urban secondary school teachers. According to Tytherleigh,
Webb, Cooper and Ricketts (2005), the most significant source of stress for the higher
education staff in the UK was job insecurity. Work relationships, control, and resources
and communication were also among the issues creating high levels of stress. In another
attempt to investigate the teacher stress, Jepson and Forrest (2006) have recently found
that achievement striving and occupational commitment were two individual
contributory factors in teacher stress. Furthermore, lack of time (Coates & Thoresen,
1976; Leach, 1984; Kyriacou, 1987), heavy work load (Borg, 1990), poor student
behavior (Punch & Tuettemann, 1990; Friedman, 1995), and inadequate resources
(Chaplain, 1995) were also identified as instigators of teachers’ anxiety in teaching. In a
recent study with librarians as teachers, Davis (2007) listed the physical symptoms of
teacher anxiety as sweating, upset stomach, heart palpitations, and others; mental or
emotional symptoms as being able to answer tough questions’ or preparation, public

speaking fears, and negative self-talk.

Having learned about the existence of teacher anxiety, a number of ways to reduce the
anxiety experienced by teachers, beginning teachers and teacher candidates were
provided in the literature. Walton (1981), for example, proposed ‘biofeedback’ as a
model for a successful treatment of teacher anxiety. Johns (1992), on the other hand,
offered role-playing to reduce beginning teachers’ anxieties about parent-teacher
conferences. Furthermore, Nagel and Brown (2003) saw ‘acknowledge’, ‘behavior
modification’, and ‘communication’ as the ABCs of managing teacher stress in their
article. Munday and Windham (1995), on the other hand, tested the anxiety levels of the
preservice teachers with an experimental design to investigate the effectiveness of a
‘stress management training’, and found that the stress management training failed to
reduce the anxiety levels of the preservice teachers. Similarly, Woullard and Coats
(2004) found that a specially designed mentoring program for the 60 education majors
from a community college in the U.S. did not result in any significant changes in the
emotions and the anxiety levels of the teacher candidates. Based on the recent
exploration of the physical and mental/emotional symptoms of teacher anxiety, Davis
(2007) suggests coping mechanisms for physical and mental/emotional symptoms as

personal coping, exercise, meditation, and medication. Rieg, Paquette and Chen (2007)
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also tried to elicit the coping strategies of pre-service and novice teachers about their
concerns as well as the university professors’ potential ways of supporting the pre-
service and novice teachers for their concerns about teaching. As the participants of the
study indicate, talking with colleagues and administrators and taking time for self,
family, and friends, physical exercise, music, keeping a journal, and coaching and
sponsoring extra-curricular activities were the most popular coping strategies. When the
university professors are taken into account, the best support was ‘staying in contact’.
The pre-service teachers indicated the importance of finding their university professors

‘there” whenever they are in trouble.

Based on the empirical explorations to teacher stress, Kyriacou (2001, p. 27) gives five

directions for future research:

1. monitoring the extent to which particular educational reforms are generating high
levels of teacher stress;

2. exploring why some teachers are able to successfully negotiate periods of career
reappraisal and retain a positive commitment to the work, whilst others are not;

3. clarifying the nature of the stress process in terms of two types of triggers’ one
based on excessive demands and the other based on a concern with self-image;

4. assessing the effectiveness of particular intervention strategies to reduce teacher
stress;

5. exploring the impact of teacher-pupil interaction and classroom climate on teacher
stress.

To sum up, suggestions by the literature on the personal and professional development
of the teachers along with the discussion of teaching anxiety necessitate exploring
teachers’ early experiences of anxiety on their way to become real teachers. This, then,

directs our attention to the notion of student teacher anxiety.

2.4. Student Teacher Anxiety

Studies concerning the student teachers have mainly focused on the problems of
preservice teachers in several teacher training institutions (Veenman, 1984; Kwo, 1996;
Mau, 1997; Farrell, 1999; Murray-Harvey, Slee, Lawson, Silins, Banfield & Russell,
2000; Paker, 2000; Valdez, Young & Hicks, 2000; Aydin & Bahge 2001; LaMaster,
2001; Liou, 2001; Zeyrek, 2001; Hertzog, 2002; Stevens, Sarigiil & Deger, 2002; Tang
2002; Merg, 2004) Other research focused on matters such as the relationship between

future teachers’ personality preferences and their success in teaching (Thornton, Peltier
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& Hill, 2005), or cooperative teachers’ evaluations of student teachers (Brucklacher,

1998).

Anxiety, as one of the problems stated in above research, has been investigated in
several educational contexts. One of the earliest attempts to identify anxieties
experienced by student teachers was Thompson’s (1963) study with 125 student
teachers. He found that living quarters during internship, student teacher husband and
family relationships, methods of dealing with classes of ‘bright’ and ‘slow’ pupils,
presence in the class of friends or one’s family, proper level of difficulty of tests over
the material studied, combination of student teaching and other college courses during
the internship period, acceptance of the student teacher by the pupils and by the regular
teaching staff, and pressure of working toward the master’s degree during internship
were among the most frequent anxieties. Following Thompson’s pioneer work in the
field, Preece (1979) investigated student teacher anxiety and class-control problems in
teaching practice. The student teachers’ anxiety levels were measured both near to the
beginning and to the end of a term’s teaching practice. It was found that there was a
significant decrease in anxiety regardless of differences such as gender and subject

matter taught divisions.

As an attempt to devise an instrument to measure the student teachers’ anxieties, Hart
(1987) conducted a study with student teachers in the UK. The ‘Student Teacher
Anxiety Scale’ (STAS) was formed after a series of scale development efforts and the
measure was implemented with 42 student teachers from both primary school and
secondary school teaching practice. Hart identified four measured factors after the
analyses and gauged the relationship of these factors to pupil disruption in class. He
found that ‘evaluation’ anxiety showed the highest positive correlation with pupil
disruption, followed by ‘class control’ anxiety. ‘Teaching practice requirements’
anxiety showed a statistically significant correlation but a non-significant partial
correlation with pupil disruption. Anxiety arising from ‘pupil and professional
concerns’ showed no statistically significant correlation with pupil disruption levels in

the student teachers’ classrooms.
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Following Hart’s (1987) scale development, a number of studies were conducted to find
out the student teacher anxieties using the STAS. Morton et al. (1997) explored the
student teacher anxieties with 1000 Canadian student teachers within four different but
interrelated studies. Four anxiety factors were identified: evaluation, pedagogical, class
management, and staff relations. Similar to the British participants (Hart, 1987),
evaluation anxiety was the highest of all. Moreover, a practice teaching experience
reduced anxiety for both male and female student teachers. Participants also reported
anxieties prior to instruction, following instruction, and following practice teaching.

Finally, it was found that anxiety increased as placement grade level decreased.

Another study using the STAS investigated the changes in students’ anxieties and
concerns after their first and second teaching practices (Capel, 1997). One-hundred and
twenty-four first-year B.Ed. physical education students answered the STAS and a
‘Teacher Concerns Questionnaire’ after their first and second placements in teaching
practice. The researcher found that the student teachers were moderately anxious and
concerned on teaching practice and the main cause of the anxiety and concern on both
teaching practices was being observed, evaluated and assessed. Nevertheless, some
differences were also found in the causes of anxiety and concerns on the two teaching

practices.

Murray-Harvey, Silins and Saebel (1999) made a cross-cultural comparison of student
concerns in the teaching practicum with Singaporean and Australian teacher candidates.
The study revealed that the Singaporean and Australian teacher trainees had
significantly different concerns related to their teaching practicum, which showed that
differences in cultural contexts may affect the degree and type of anxiety experienced

by student teachers.

In a recent investigation into student teacher anxieties related to practice teaching, Ngidi
and Sibaya (2003) explored the relationship between student teacher anxiety and student
teachers’ personalities. The STAS was used to determine the anxieties, and the
‘Eysenck Personality Questionnaire’ was used to determine personality types. The

findings revealed five factors as the sources of anxiety: evaluation, class control,
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professional preparation, school staff, and unsuccessful lesson. It was also found that
the dimension of neurotic personality is significantly correlated with professional

preparation as well as with delivering an unsuccessful lesson.

In another recent study, Rieg et al. (2007) investigated the preservice teachers’ concerns
prior to their field experiences and during their field experiences or first year(s) of
teaching. Thirty-nine undergraduate students and five recent graduates in their first year
of teaching participated in the study by answering a web-based survey, writing
reflection statements (for the undergraduates) and personal interviews (for the novice
teachers). The findings revealed four main categories of concerns: concerns regarding
elementary students, cooperating teachers and parents, and self. The ‘self” concern
included the following sub-categories of concern: content knowledge, pedagogy,

workload, and relationships.

Finally, a very recent study on student teacher anxiety in a Turkish educational context
was conducted to find out Turkish pre-service teachers’ concerns about the teaching
process as well as the variables affecting those concerns such as gender and field of
study (Cakmak, 2008). One-hundred and fifty-six student teachers from five
departments (chemistry, secondary mathematics, primary education mathematics,
physics education, and chemistry as post-graduate certificate education) were given a
22-item questionnaire developed for the aim of this study. The results of the quantitative
analyses showed that preparation to the course, motivation and attention, class
management, communication with students, and evaluation of student achievement
were the most commonly discussed topics as the concerns of pre-service teachers. As
for the gender variable, the researcher found that the correlation between concerns and
gender was low. Yet, a few items such as undesired behavior and controlling the noise
indicated strong correlations. The field of study, on the other hand, was found to be an
important variable affecting student teachers’ concerns. Student teachers from
chemistry as post-graduate certificate education differed from the participants from
chemistry, secondary mathematics, primary education mathematics, and physics

education. The researcher, consequently, claimed that certain actions need to be taken in
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order to deal with the different concerns of student teachers in teacher education

programs.

The discussions related to teacher anxiety and student teacher anxiety make clear that
each discipline has its unique sources and understanding of the notion of anxiety in
classroom teaching. Hence, the relationship between anxiety and foreign language
teaching, as one of the disciplines in the teaching field, needs to be taken into
consideration. The following two sections will review the relevant literature on anxiety

in foreign language teachers and foreign language student teachers.

2.5. Foreign Language Teaching Anxiety

Language learning anxiety, as explained before in this chapter, is mostly taken as an
individual concept that manifests itself in certain ways (Oxford, 1999). In contrast,
according to Grundy (2001), individual behaviors (e.g. over-planning, absenteeism, and
trying to retain control by shouting), are not the most significant manifestation of
language teacher anxiety but rather as a collective, intra-cultural phenomenon which
goes largely unrecognized by the individual. Therefore, language teaching anxiety is a
confrontation that must be taken into account as a different but related concept to
language learning anxiety as well as teaching anxiety. Furthermore, according to
Shrestha (2009), language teachers should be sensitive to foreign language teaching

anxiety in their classrooms so as to make their teaching ecologically sound.

Until Horwitz’ seminal research studies in 1992 and 1993 (Horwitz, 1996), the concept
of foreign language teaching anxiety was accepted as a phenomenon either related to
general teaching anxiety or a part of foreign language learning anxiety. These two
studies aimed to investigate the foreign language teachers’ teaching anxiety and its
impact on their classroom teaching. The studies employed a variety of nonnative
language teachers such as preservice foreign language teachers, certified practicing and
non-practicing Russian teachers, and preservice English teachers mostly from Korea
and Taiwan. The participant language teachers were asked to indicate their feelings of
foreign language anxiety and their language teaching preferences. The researcher found

that almost all teachers reported sizeable levels of language anxiety. The conclusion
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made after these findings was that several language teachers were experiencing a certain
degree of language anxiety. Subsequently, Horwitz (1996, p. 367) stated that “even if
this anxiety had no impact on the effectiveness of the language instruction, it would
seem to be a substantial detriment to the mental well-being and job satisfaction of
foreign language teachers”. Furthermore, Horwitz’ investigation put forward a possible
negative correlation between anxiety and effective foreign language instruction. The
further probable reflections of this finding were about teachers’ choices in their actual
classroom teaching. For example, more anxious teachers were found to be avoiding
certain classroom activities such as role-play activities, grammatical explanations, Total
Physical Response activities, discussions in the target language, and any other activities
that require teachers to use the target language intensively in the classroom. To all
intents and purposes, then, the teachers would avoid using the target language in the
classroom in addition to preparing classroom activities that require more target language
use. Finally, of course, this preference of the teachers would result in a decline in the

quality of the language instruction in the foreign language classrooms (Horwitz, 1996).

In another study, Numrich (1996) investigated anxiety as a part of problems
experienced by language teachers. Analyzing the diary entries by non-native ESL
teachers, the researcher put forward that teachers were feeling anxious in times of
feeling insufficient for effective grammar teaching, time management in class, and

giving instructions for classroom activities.

Following Horwitz’ (1996) pioneer investigations of foreign language teaching anxiety,
limited amount of empirical evidence has been established. About eight years after
Horwitz’ publication, Kim and Kim (2004) conducted a study to investigate the foreign
language teaching anxiety with respect to teaching foreign languages in Korea. The
study also attempted to identify the sources of this anxiety. The researchers also
addressed the factors that contribute to the rise of foreign language teachers’ anxiety
and the strategies that they employ to cope with their anxiety. One hundred and forty-
seven non-native in-service English teachers participated in the study by answering a
‘Foreign Language Teaching Anxiety Scale’ (FLTAS), which was developed

specifically for the study, was used together with an open-ended survey which provided
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the qualitative data. The findings revealed positive evidence related to the existence of a
foreign language teaching anxiety as Horwitz (1996) had mentioned earlier. However,
statistical analyses failed to identify the effects of background factors on foreign
language teaching anxiety. The results of the open-ended survey generally supported the
quantitative findings related to teaching anxiety, providing more specific data about
how language teachers feel about their teaching anxiety. The most anxiety-provoking
situations were as follows: when they have to teach English through English; when they
are asked unexpected questions; when they have to teach speaking; when students are
not motivated or are not interested in their English classes; when they cannot control
students; when they have to teach students who have lived in English-speaking
countries; when someone observes their English classes; when they teach English
listening; and when they teach English culture. The sources of foreign language
teaching anxiety were listed as limited English proficiency, lack of confidence, lack of
knowledge about linguistics and education, insufficient class preparation, being
compared to native teachers, fear of negative evaluation, and lack of teaching
experience. As for reducing anxiety in teaching a foreign language, the teachers
employed the following strategies: preparing English classes very thoroughly, using
songs, games, and other activities, admitting not knowing all there is to know about
English, trying to improve language skills, using English CD-ROMs, asking native

speakers for help, breathing deeply, and participating in recreational activities.

Following Horwitz” model, Canessa (2006) conducted a study in order to reach
preliminary conclusions related to the existence of the construct of foreign language
teaching anxiety and the factors that might comprise it. The researcher aimed to
investigate the level of foreign language teaching anxiety of 109 teachers from four
different cultural groups, who were non-native speakers of the language they were
teaching. The participants voluntarily participated in the study by completing an online
survey, which was the questionnaire developed by Horwitz (1996) with certain
modifications. The survey contained 17 statements in each of which the participants
indicated whether they strongly agreed, agreed, neither agreed nor disagreed, disagreed,
or strongly disagreed. The results of the quantitative analyses of the data revealed that

most of the participants indicated a moderate level of foreign language teaching anxiety.
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However, some of them (19 participants out of 103) were found to be experiencing the
feeling of anxiety at considerably high levels. The results also revealed that as
nonnative foreign language teachers gain more teaching experience in the target
language, their anxiety levels tend to increase. This finding was important due to the
fact that experience in teaching was added for the first time to teaching anxiety as a
variable. According to the findings of the study, the participant teachers also indicated
that they were not pleased with their level of target language proficiency. In addition,
level of anxiety was from different levels (low, moderate, high) in each of the four
cultural groups. Furthermore, there were no significant differences between the level of
foreign language teaching anxiety and years of formal study in the target language.
Likewise, the results did not indicate any significant differences between anxiety and

time spent in target language speaking countries.

Finally, ipek (2007) conducted a study to device a valid and reliable instrument to
measure the level of foreign language teaching anxiety experienced by Turkish EFL
teachers. Data were collected from 32 nonnative teachers of English with daily kept
diaries and semi-structured interviews. The analyses of the data, first, revealed six
categories of sources of anxiety: making mistakes, teaching a particular language area,
using the native language, teaching students at particular language levels, fear of failure,
and being compared to fellow teachers. Second, the qualitative data collected led to the
development of a valid and reliable scale for measuring foreign language teaching
anxiety. The final version of the ‘Foreign Language Teaching Anxiety Scale’ (FLTAS)
appeared as a five-point Likert-type scale with 26 items.

2.6. Foreign Language Student Teacher Anxiety

The notion of foreign language student teacher anxiety has not been clearly defined in
the literature so far. Nevertheless, it has been considered as a part of foreign language
teaching anxiety or general student teacher anxiety regardless of disciplines. Some of
the studies dealing with student teacher anxiety consisted of English preservice teachers
as well as ones from other disciplines to explain the anxiety concept in student teaching
(e.g. Ngidi & Sibaya, 2003); however, no distinction has been provided for the foreign

language teaching component. Similarly, as reviewed above, foreign language teaching
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anxiety has been the research focus of language teacher training scholars. The concept,
however, has not been deeply investigated in preservice teaching settings. Although
Horwitz’ (1992, 1993, cited in Horwitz, 1996) investigations related to foreign language
teaching anxiety included preservice teachers as target data source, the findings were

not directly addressing the situation of the foreign language student teachers.

Merg’s (2004) study on problems of preservice EFL teachers identified that anxiety was
one of the most frequently reported problems of preservice teachers completing their
teaching practicum at Anadolu University Faculty of Education. The sources of anxiety

reported by the student teachers were:

<> Anxiety because of the previous experience

<> Anxiety caused by a big class

<> Anxiety caused by feeling of incompetence in teaching
<> Anxiety caused by supervisor/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 of being unfamiliar with students

<> Anxiety of teaching a new/different level

<> Anxiety of using a new/different device

<> First-day anxiety

<> Negative attitude of student teachers toward the class
<> Anxiety of not achieving the objectives

Following Horwitz et al.’s (1986) and ipek’s (2007) models, Yuksel (2008) conducted a
study to investigate the Turkish pre-service language teachers’ teaching anxiety in
relation with their language learning anxiety. The study also aimed to find out the
strategies for coping with teaching anxiety. 63 pre-service teachers of English answered

three questionnaires: the FLCAS, the FLTAS, and an open-ended questionnaire. The
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quantitative analysis of the data showed that preservice English teachers were
experiencing anxiety on a scale between rarely to sometimes. Teaching a particular
language skill such as grammar, listening or speaking skills was found to be the highest
concern to preservice teachers. The analysis also revealed that female and male pre-
service teachers did not differ in terms of their level of teaching anxiety. The results
also showed that foreign language learning anxiety was not correlated with the foreign

language teaching anxiety.

These findings suggest that foreign language student teachers feel anxious from time to
time, the reasons of which are sometimes based on the language they are teaching and
their teaching skills and strategies at some other times. The nature of the student
teaching with all elements of teaching practicum included (e.g. supervisors, students to
be taught, peers) are also effective factors in the anxiety experienced by student
teachers. As for the empirical work, the only attempt to determine the foreign language
student teacher anxiety was made by El-Okda and Al-Humaidi (2003). The researchers
conducted a study to investigate the relationship between the level of anxiety
experienced by 55 student teachers of English at an Oman university and their language
teaching self-efficacy beliefs. For the aim of the study, the researchers developed a scale
to measure foreign language anxiety called ‘Foreign Language Student Teaching
Anxiety Scale‘. The scale has 34 items subsumed under six dimensions with a reliability
value of .8779. The scale consists of the following dimensions as the factors causing
foreign language student teaching anxiety: interaction with students (8 items),
interaction with peers (5 items), interaction with other language teachers (5 items),
interaction with supervisors (5 items), planning and written work checking (5 items),
and classroom management (6 items). The study also employed a ‘Student Teaching
Self-Efficacy Scale’ consisting of 30 items including four dimensions. The results of the
quantitative analyses showed that student teachers of English experienced a moderate
level of language teaching anxiety. Moreover, it was found that there was a statistically
significant negative correlation between their level of language teaching anxiety and
their perceived language-teaching efficacy. The researchers conclude that some

measures be taken to alleviate the student teachers’ anxiety levels; and this
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responsibility is loaded to the student teachers themselves and the ones who supervise

practice teaching, as Horwitz (1996) also suggested.

2.7. Implications of the Reviewed Literature on the Current Study

First of all, the review of literature on student teacher anxiety suggests that the
phenomenon is not new but still open to discussion for different settings of student
teaching. Although several studies have been conducted all over the world on defining
student teachers’ anxiety experiences throughout their teaching practicum, it was not
deeply understood what the situation is like in the Turkish context. The literature also
suggests further explorations of student teachers’ anxiety in a comparative manner; that
is to say, whether student teachers from different disciplines experience the same levels
and types of anxiety or the experiences related to teaching anxiety differ according to
each discipline. Therefore, this study presents an opportunity to see the issue with a
clearer eye in order to provide certain implications for student teachers and other
participants of the practicum component such as university supervisors and cooperating

teachers.

Second, the anxiety concept has a psychological basis, and it is probable that the
experiences might change from situation to situation or with time. As studies on anxiety
suggest, anxiety is dynamic. In other words, some types of anxiety are situation-specific
whereas some may stay at an individual as a part of his/her personality. Hence, this
study is designed to take a look at the student teachers’ anxiety levels from a time
perspective by finding out the possible change in the level and types of anxiety
experienced by student teachers from different disciplines throughout the teaching
practicum process. Furthermore, differences in the anxiety levels and types of student
teachers across disciplines have been suggested in the literature. Moreover, language
teaching is accepted as differing from teaching other subject matters with its special
teaching methods, techniques and principles. Therefore, this study tries to present the
possible differences between the level and types of anxiety experienced by language
teacher candidates and prospective teachers from other disciplines. ELT, on the other, is
also accepted as different from teaching of other languages within the nature of English

as the ‘world’ language by the experts. Therefore, this study is a unique attempt to
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identify and explain the differences between teaching English as student teachers and
teaching any other subject. Moreover, since scientific inquiries suggest that each
discipline has its distinctive characteristics, exploring and distinguishing foreign
language teaching anxiety from the teaching anxiety in general. This discrimination,
then will allow researchers to look at the foreign language teaching anxiety within its

own characteristics.

Discussions related to different conceptualization of discipline-specific teaching anxiety
brings researchers to examine each discipline uniquely. In the literature, researchers
explore teaching anxiety and student teacher anxiety bearing the characteristics of the
subject matter in mind. Similarly, foreign language student teacher anxiety has also
been a research interest both theoretically and practically. However, although it is
accepted as a different phenomenon from other disciplines because of the ‘language’
variable it consists of; very few studies have been conducted. Limited number of studies
on foreign language teaching anxiety (Horwitz, 1996; Numrich, 1996; Canessa, 2003;
Kim & Kim, 2004; ipek, 2007) and on foreign language student teacher anxiety (EI-
Okda & Al-Humaidi, 2003; Yuksel, 2008) encourages further researchers for a timely
and wide-scale work to enlighten the area. Likewise, the literature does not suggest a
measurement in order to collect data for the aim of similar studies. Although there have
been attempts to develop some measures to survey the foreign language student teacher
anxiety (El -Okda & Al-Humaidi, 2003; Kim and Kim, 2004; Ipek, 2007), there is still a
gap in terms of research tool in the field. This gap has encouraged this study to develop
a valid and reliable scale in order to measure foreign language student teacher anxiety
and make it available for other researchers to use it as a data collection tool. Moreover,
the sources of foreign language student teacher anxiety have not been investigated fully
yet. Student teachers’, teachers’, teacher trainers’, and researchers’ experiences and
implications are presented as the factors affecting foreign language student teacher
anxiety. The current study, then, will be one of the first to explain the foreign language
student teacher anxiety notion in its all aspects with its quantitative and qualitative data

sources.
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The ‘change’ issue in foreign language student teachers’ teaching practices has also
been discussed in the literature. It was clearly pointed out that student teachers of a
foreign language experience anxiety at some point in their teaching practicum. Some of
the student teachers are able to cope with difficulties through experience, but some
cannot deal with the anxiety they experience even at the last time they deliver a lesson
as a student teacher. However, to date, no systematic exploration was made which types
of anxiety diminishes through time, and which stays with the practitioner for a long
time. Literature has also put forward the importance of practice teaching and practice
opportunities for student teachers. Hence, this study is a significant attempt to identify
the dispersion of the anxiety experienced by foreign language student teachers within
three time periods: before the practicum, after the microteaching experience, and after

the practicum.

Finally, the review of literature on foreign language teaching anxiety and foreign
language student teacher anxiety suggests that a certain degree of anxiety teachers feel
while delivering lessons is due to their language proficiency. High proficiency in the
target language vs. low proficiency in the target language has been the research focus of
many studies. However, no work has proved that low proficient teachers are more
anxious ones or vice versa. However, the present study was designed to address the role
of language proficiency as a possible determining factor in foreign language student

teacher anxiety levels and types.
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3. METHODOLOGY

This chapter presents the methodology followed during the implementation of the study.
The study involved both quantitative and qualitative means of data collection and
analyses. Great advantages can be obtained by combining quantitative and qualitative
methods in social research. When used together for the same purpose, the two method
types can build upon each other to offer insights that neither one could provide alone.
Since all methods have bias, by using multiple techniques, the researcher can triangulate
on the underlying truth. Arriving at similar conclusions via different data sources
enhances the validity of the observations in research (Cook & Reichardt, 1979).
Fielding and Fielding (1986, p. 27) state that “qualitative work can assist quantitative
work in providing a theoretical framework, validating survey data, interpreting
statistical relationships and deciphering puzzling responses, selecting survey items to

construct indices, and offering case study illustrations”.

3.1. Participants

The total number of participants in this study was 405. They were student teachers from
seven departments at Anadolu University Faculty of Education: Computer Education
and Instructional Technologies (N=53), Mathematics Teaching for Primary Schools
(N=44), Social Sciences Teaching (N= 39), Primary School Teaching (N=72), German
Language Teaching (N=20), French Language Teaching (N=27), and English Language
Teaching (N=150). The number of students was different for different measures due to
the fact that some students missed the second and/or third implementations of the same
data collection instruments. The exact numbers for each measurement will be given in
the relevant sections of the study. The programs were selected considering the fact that
all these programs aimed to train teachers for the 6™, 7" and 8™ grades in the
elementary schools and the high schools, and they all completed their practicum in these
school types. The participants were enrolled in the “School Experience II” and

“Teaching Practicum” courses as part of their graduation requirement in 2007-2008.
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Since the primary focus of this study is related to student teachers of English, the
following sections will provide further explanations about the background of the

participants from AUELT.

3.1.1. Background of the Participants:
The student teachers in this study have taken the same theoretical and applied courses to
meet the graduation requirement of the program. Therefore, it is safe to assume that

they share similar backgrounds going into the Teaching Practicum.

As a part of the teacher training program in the department, all participants have taken
“Approaches in ELT”, “ELT Methodology I, ELT Methodology II”, Teaching English
to Young Learners” courses as well as general education courses such as “Classroom
Management”, Testing and Evaluation”, and Materials Development”, “Evaluation of
Subject Area Course Books”. As to the applied courses they have all participated in
“School Experience I’ and “School Experience II”” courses where they were required to

observe various aspects of classrooms both in public and private schools.

In “School Experience I” course, the participants were expected to observe one aspect
of classroom teaching (e.g. using the board, classroom management strategies, specific
student behavior, etc.) for a week for a period of 12 weeks, and they were required to
submit a detailed written report to the university supervisors. During this period, the
teacher trainees had the chance to feel the classroom atmosphere and prepare

themselves for their future teaching.

In “School Experience II” course, the student teachers were given the chance to practice
teaching. During a 14-week program, the student teachers were not only able to observe
classroom teaching but also had the chance to conduct micro-teaching activities with
assigned cooperating teachers in public and private schools for four classroom hours per
week. The first two weeks were the ‘observation weeks’ for the student teachers so as to
familiarize themselves with their cooperating teachers and the classrooms they would be

teaching. Throughout the term, each student teacher taught one part of a lesson (e.g.
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presentation of a new grammar point, conducting during-reading activities, conducting

post-listening activities, etc.) each week.

3.2. The Teaching Practicum

After completing the ‘School Experience I’ and ‘School Experience 1I’ courses, which
require observation and micro-teaching activities, the teacher trainees are required to
practice teaching for a full class hour during their “Teaching Practicum”. In 2006-2007
Spring Term, the teacher trainees are assigned to a public and/or private school for 6
class hours a week in two different week days. They are also assigned a cooperating
teacher and a university supervisor. The trainees work in groups of three and with their
assigned cooperating teacher for twelve weeks. The first two weeks of the practicum are
for observation. During these two weeks, the trainees observe their cooperating teachers
in classroom teaching and submit observation reports to their university supervisors.
Moreover, this period provides them with the chance to become familiar with the
students, the cooperating teachers, the rules of the school, and the classroom atmosphere
they are going to be teaching in. Following the two observation weeks, each student

teacher teaches 10 teaching hours throughout the teaching practicum.

During the teaching practicum, the student teachers are observed by the cooperating
teachers each time they deliver a lesson and by the university supervisors at least two

times during the practicum for the evaluation of their performance.

In 2007-2008 Spring Term, for the implementation of the ‘teaching practice’, 11 teacher
trainers from AUELT served as university supervisors and 38 English teachers from the

public and private primary or high schools participated as the cooperating teachers.

3.3. Instruments

This study employs both quantitative and qualitative modes of research. Therefore, the
research tools are in variety according to the purpose of the study and the possible
answers to the research questions. The quantitative research instruments include the
’Student Teacher Anxiety Scale’ (STAS) and the ’Foreign Language Student Teacher
Anxiety Scale’ (FLSTAS). The qualitative ones, on the other hand, are the diaries kept
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by the participants and the interviews conducted with some of the participants.
Participants were also given a language proficiency test to measure their English

language proficiency levels at the time of the study.

3.3.1. The Student Teacher Anxiety Scale (STAS):

In order to identify the level of anxiety experienced by student teachers in different
majors at Faculty of Education before and after the teaching practicum, the Student
Teacher Anxiety Scale (STAS), developed by Hart (1987) was used (see Appendix 1).
This scale has been used by other researchers to quantify the student teacher anxieties
and found to be a reliable and valid research instrument (Capel, 1997; Morton et al.,

1997; Ngidi & Sibaya, 2003).

The Student Teacher Anxiety Scale (STAS) is a scale constructed to measure four
orthogonal factors in teaching practice anxiety. It was developed by Hart (1987) using
samples of student teachers in England, and the four factors were originally identified
based on the factor analysis using the Varimax method. These factors were evaluation
anxiety, pupil and professional concerns anxiety, class control anxiety, and teaching

practice requirements anxiety.

The instrument has 26 items, and employs a seven-point Likert-type scale. For the aim
of this study, the scale was modified in three ways as suggested in the literature (Morton
et al., 1997; Ngidi & Sibaya, 2003). First, the STAS was translated into Turkish using
the ‘back-translation’ method (Lin, Chen & Chiu, 2005). The scale was translated into
Turkish, the native language of the participants, in order to prevent any
misunderstandings stemming from the language proficiency. Second, the wording was
changed where necessary in order to make it more amenable to the Turkish context. For
example, the original item in the scale offered a difference between primary school and
secondary school. However, while writing the Turkish version, the difference was not
considered. Third, a five-point scale was used rather than a seven-point scale in order to
parallel the rating format with the other research instrument and to make answering and

scoring easier for the participants and the researcher, respectively.
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The final version of the revised STAS, then, was tested for its validity and reliability.
First of all, the scale was given to experts from the field (experienced researchers and
teacher trainers) for any misunderstandings and problems in wording. The scale, then,
was revised according to the feedback taken from the experts. Second, the scale was
administered to 30 participants from the sample to ensure the ease of administration and
to overcome any problems arising from the wording and placing of the items. This was
done by the researcher to get the first-hand feedback about the items. At the end, a
Turkish version of the 26-item Student Teacher Anxiety Scale was ready for
administration (Appendix 2). Reliability analysis was also conducted calculating the
Cronbach’s a coefficient. The coefficient (0=.916) indicated that the revised version of

the scale had a high level of internal reliability (Huck, 2004).

3.3.2. The Foreign Language Student Teacher Anxiety Scale (FLSTAS):

In order to find out the level of anxiety experienced by student EFL teachers throughout
their teaching experiences, a ’Foreign Language Student Teacher Anxiety Scale’
(FLSTAS) was developed by the researcher. First, an item writing stage was conducted
to construct the new scale. For this purpose, three already existing scales for measuring
teaching anxiety were used: The ‘Foreign Language Student Teaching Anxiety Scale’
developed by El-Okda and Al-Humaidi (2003) for the student teachers of English as a
foreign language in Oman, ‘Foreign Language Teaching Anxiety Scale’ (FLTAS)
developed by Kim and Kim (2004) and the ‘Foreign Language Teaching Anxiety Scale’
(FLTAS), developed by Ipek (2007). The ‘Foreign Language Student Teaching Anxiety
Scale’ by El-Okda and Al-Humaidi (2003) has 34 items each concerning the specific
type of anxiety experienced by the participants: interaction with students (items 1-8),
interaction with peers (items 9-13), interaction with other language teachers (items 14-
18), interaction with supervisors (items 19-23), planning and written work checking
(items 24-28), and classroom management (items 29-34). The ‘Foreign Language
Teaching Anxiety Scale’ by Kim and Kim (2004) is a five-point Likert-type instrument
consisting of 30 items. These items fall into four main categories: anxiety due to limited
knowledge, anxiety due to limited language skills, anxiety due to L2 teaching situations,
and fear of negative evaluation. Finally, ‘The Foreign Language Teaching Anxiety

Scale’ (FLTAS) by Ipek (2007), on the other hand, has 26 items in five categories:
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teaching a particular language skill, worry about target language performance, making
mistakes, being compared to fellow teachers, and using the native language. The scale is

in Turkish, the native language of the participants.

The existing scales were not used without any changes due to several reasons. First of
all, the foreign language teaching anxiety scales (Ipek, 2007, Kim & Kim, 2004) were
constructed to measure the anxiety levels of in-service teachers rather than pre-service
ones. The only scale developed in the field for the student teachers (El-Okda & Al-
Humaidi, 2003) was not used without any changes due to certain differences between
the educational setting of the instrument developed in Oman and in Turkey. For
example, the following items were deleted: I feel uneasy when I don’t fully understand
guidance in the English teacher guide; I get very nervous and confused when my co-
operating teacher visits my class. The student teaching does not have a teacher guide for
the student teachers to follow while teaching. Similarly, the student teachers are not
visited by their cooperating teachers from time to time in the student teaching placement
in the context of this study. Instead, cooperating teachers are supposed to observe
student teachers at every lesson they deliver. The university supervisors, on the other
hand, conduct visits to the practicum schools. In order to avoid misunderstandings, then,

the scales were not used in their original forms.

In addition to modifying items from the already existing scales, some other items were
generated from two different sources. First, 18 student teachers were asked to keep a
teaching diary in which they talked about any kind of anxiety they experienced during
each lesson they deliver. The diary entries were analyzed by the researcher and a
colleague for possible items for the scale. Second, some other items were added into the
scale from the results of a previous survey (Merg, 2004) that documented the anxiety-

related problems of the student EFL teachers throughout the teaching practicum.

The final version of the new FLSTAS, then, was taken for validity and reliability
estimates which will be explained in detail in the following sections. First of all, the
scale was given to 30 different experts who were experienced researchers, language

teacher trainers, or experts in scale development process. The scale was revised
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according to the feedback taken from the experts. Second, the scale was administered to
30 participants from the sample to ensure the ease of administration and to overcome
any problems arising from the wording and placing of the items. This was done by the
researcher himself to get the first-hand feedback about the items. Based on this first-
hand information, at the end, the ‘Foreign Language Student Teacher Anxiety Scale’
(FLSTAS) appeared with 48 items on a 5-point Likert-type scale ranging from ‘I
strongly disagree’ to ‘I strongly agree’ (Appendix 3).

3.3.2.1. Piloting the Instrument:

The final version of the FLSTAS was piloted to examine the internal reliability of the
instrument and to conduct factor analysis. The participants of the pilot study were 310
student teachers from Anadolu University and Uludag University. All participants were

at the end of their practicum processes in 2006-2007 Spring term.

Cronbach’s o coefficient was calculated in order to examine the internal reliability of
the items in the instrument. The coefficient was found to be .899, which indicates a high
reliability for the instrument (Huck, 2004). After the reliability estimates, a factor
analysis was conducted to find out the possible factors leading to foreign language
student teacher anxiety. Factor analysis is administered as a data reduction technique,
which takes a large set of variables and looks for a way to reduce or summarizes the
data using a smaller set of components (Pallant, 2001). Items of the FLSTAS were
examined through principal component analysis using SPSS 15.0 for Windows. At the
onset, the suitability of the data for factor analysis was assessed. The first concern was
the sample size. Kass and Tinsley (1979) suggest having between 5 and 10 subjects per
items of the scale up to a total of 300. If the number reaches up to 300, test parameters
tend to be stable regardless of the subject to variable ratio. Based on this information,
the current study needed at least 240 participants for the FLSTAS. For this reason,
students from two institutions (Anadolu University and Uludag University) were used to
be able to reach the required number. Having reached the required size in sample, factor
analyses were conducted by deleting the complex items. As a result, the new version of
the FLSTAS (Appendix 4) had 27 items with six factors explaining 55,752 percent of
the total variance with a high reliability level (o = .872).
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According to the results of the factor analysis, (See Appendix 5 for the details of the
factor analysis), there were six factors contributing to the anxiety experienced by
student teachers. These factors were named by the researcher and two experienced
researchers/teacher trainers considering the items that explain each factor and the
related literature: relationship with the mentors, language proficiency, feelings about
academic incompetence, fear of being criticized by peers, fear of what others think, and

student effects.

Relationship with the mentors
This group consists of items related to the cooperating teachers and the university
supervisors as the factors creating anxiety on student teachers. There are five items in

this category:

18. Uygulama 6gretmenim ders anlatma yontemim ile ilgili olumsuz bir yorumda
bulundugunda ¢ok utanirim.
1 am ashamed when my cooperating teacher makes a negative comment about
my teaching.

17. Uygulama 6gretmenim ders anlatirken kullandigim ingilizcem ile ilgili olumsuz
bir yorumda bulundugunda ¢ok utanirim.
1 am ashamed when my cooperating teacher makes a negative comment about
my English.

23. Universitedeki 6gretmenimin ders anlatisim ile ilgili olumsuz bir yorumda
bulunmasindan ¢ok korkarim.
I am afraid of my university supervisor’s negative comments about my
teaching.

22. Universitedeki 6gretmenim ders planimi incelerken kendimi garesiz
hissederim.
1 feel helpless when my university supervisor reads my lesson plan.

20. Ben ders anlatirken tiniversitedeki 6gretmenim siniftaysa o kadar
heyecanlanirim ki bildigimi bile unuturum.
1 am so excited when my university supervisor is in the class I teach that [

forget about anything I know.
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Language proficiency

The items in this group are related to student teachers’ self-perceived incompetence or

insufficiency in English as the source of anxiety they experience in language

classrooms. There are seven items in this factor:

26.

29.

47.

46.

31.

Ingilizce dil seviyesi iyi olan 6grencilere Ingilizce 6gretmem gerektiginde
huzursuz olurum.

1 feel uneasy when I have to teach English to high proficient learners.

Sinifi yénetmek igin Ingilizce kullanmaya ¢alistigimda bir tiirlii kendimden
emin olamam.

I am never sure of myself when I need to manage the class in English.
Derste Ingilizce konusurken heyecanlanirim.

1 feel anxious when I speak English in the class.

Ne kadar ugragirsam ugragayim, yabanci bir dile hakim olmak imkansizdir.
1t is impossible to reach native-like proficiency however hard you try.
Firsatim varsa, sinifta bir yabanci varken ders anlatmamaya ¢aba gosteririm.
1 try not to teach when there is a foreigner in the class.

Sozli anlatim konularini iglerken tedirginlik duyarim.

1 feel anxious when I teach speaking.

Ogrencilerin dil hatalarim diizeltirken kendim de hata yapacagim diisiinerek
heyecanlanirim.

1 feel nervous when I correct my students’ mistakes with the feeling that I will

also make mistakes.

Feelings about academic incompetence

The items in this group are related to student teachers’ self-perceived incompetence or

insufficiency at teaching techniques and methods as the source of anxiety. Four items

fall into this factor:

35.

33.

Okuma-anlama konularini sinifta iglerken endise duyarim.
1 feel anxious when I teach reading.
Ogrencileri ikili ya da grup olarak organize etmem gerektiginde gerilirim.

1 am nervous when I need to organize pair or group work.
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15. Uygulama okulunda bir gretmenle Ingilizce dgretimi hakkinda bir konuyu
tartismaya ¢ekinirim.
1 hesitate to discuss a point related to language teaching with a teacher in the
practicum school.

25. Anlatacagim konuya ne kadar iyi hazirlanirsam hazirlanayim, kendimi bir tiirlii
rahat hissetmem.

I never feel comfortable however well-prepared I am.

Fear of being criticized by peers
This factor includes items as the sources of anxiety experienced by student teachers

caused by their peer student teachers. Four items are identified in this group:

12. Geribildirim (feedback) goriismelerinde diger 6gretmen adaylarinin ingilizcem
ile ilgili olumsuz yorumlar yapmalarina {iziiliirtim.
1 am sorry about negative comments made by my peers about my English
during the feedback sessions.

13. Geribildirim goriismelerinde diger 6gretmen adaylarinin ders anlatisimla ilgili
olumsuz yorumlar yapmalarina iiziiliirim.
1 am sorry about negative comments made by my peers about my teaching
during the feedback sessions.

11. Diger bir 6gretmen adaymin derste yaptigim bir dil hatasini géstermesinden
cekinirim.
1 feel anxious about my peers’ showing me my mistake I made in the class.

10. Diger 6gretmen adaylarinin beni izlemesinden rahatsiz olurum

1 feel uncomfortable about being observed by my peers.

Fear of what others think
This group of items consists of statements related to anxiety of student teachers as a
result of others’ ideas of their performance in teaching. There are four items in this

factor:

48. Ders anlatirken hata yaparsam arkadaslarimin buna giilmesinden ¢ekinirim.

1 am anxious about my peers’ laughing at me if I make a mistake.
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42.  Ogrencilerin beni kendi 6gretmenleriyle kiyasladiklar diisiincesinden tedirgin
olurum.
1 feel anxious with the feeling that students compare me with their teacher.
41. Sinifta giiriiltii oldugunda 6grencileri nasil susturacagim konusunda endise
duyarim.
I am anxious about dealing with the noise in the classroom.
45. Diger bir 6gretmen adayinin ders planimda yaptigim bir dil hatasini
gostermesinden korkarim.

1 feel anxious about my peers’ showing me my mistake on my lesson plan.

Student effects
The items in this group show students as the source of anxiety experienced by student

teachers in three statements:

7. Ogrencilerin Ingilizce sinavinda basarisiz olmasindan korkarim.

1 am anxious about my students’ failing in English exams.
6. Ogrenciler smifta bir ziyaretci varken hata yaparlarsa rahatsiz olurum.

1 feel nervous if students make a mistake when a visitor is present in the class.
8. Daha o6nce hi¢ girmedigim bir sinifta ders anlatirken huzursuz olurum.

1 feel uneasy when I teach a class that I never taught before.

3.3.3. Diaries:

For the qualitative part of the data, the participating student teachers were asked to keep
diaries each of which talked about and described the situations in which they
experienced anxiety in the process of teaching as student teachers. The anxiety was the
apprehension that is associated with the student teachers’ teaching experience as agreed
by the researcher and the student teachers before the diary keeping proess. All
participant student teachers were asked to keep weekly diaries in their teaching
practicum. The participants submitted their diaries weekly to their university
supervisors. They were also informed that the diaries they kept would be used for
research purposes only, and not for evaluating their performance in teaching practice
course. The participants were provided with the following prompt for writing and

submitting their diaries:
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You are going to keep a journal about your teaching experience throughout this
term. You should write and submit journal entries immediately after each time
you deliver a lesson. Your main focus will be on your anxiety to teach. Specify
the possible classroom incidents you experience while you are teaching that
created any type of anxiety on you, and explain the possible reasons for the

anxiety you described.

3.3.4. Interviews:

In order to triangulate the data collection, and to provide further validation to the
collected data, semi-structured interviews were conducted with 30 participants who
were chosen randomly. The interviews were held at the end of the teaching practicum.
A set of questions were prepared by the researcher to lead the conversation during the
interviews (Appendix 6). All of the interviews were audio-recorded with the permission
taken from the interviewees. The participants were not informed about the aim and
duration of the study until the interview was done (Ipek, 2007) to avoid biased
utterances during the interview. Each interview lasted between 8 to 12 minutes based on

the interviewee’s stories and explanations.

3.3.5. Language Proficiency Test:

In order to find out the proficiency level of the participant student teachers in English,
an institutional paper-based TOEFL (Test of English as a Foreign Language) was
administered by the end of the practicum process. The test included three sub-sections:
listening comprehension, structure and written expressions, and reading comprehension.
The TOEFL was chosen in order to determine the language proficiency levels of the
participants because it is taken as a reliable and valid measure for testing language
ability in English as a Foreign Language by both Anadolu University and many other
institutions all over the world. Ninety-eight of the student teachers participated in the
language proficiency test due to the fact that some did not want to take the test or did

not answer all of the questions or one sub-section of the test.
3.4. Data Collection Procedure
The relevant data for this study were collected in the Fall and Spring terms in 2007-

2008 academic year. The first administration of both the STAS and the FLSTAS was
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done in October 2007, at the beginning of the academic year before student teachers
started their teaching experiences. For the STAS, the second administration was in April
2008 — in the middle of the practicum process. For the FLSTAS, the second
administration was in February 2008, just after student teachers’ microteaching
experiences and just before their practicum placements, and the third administration was
towards the end of the practicum (May, 2008). The diary keeping procedure, on the
other hand, took place during each teaching week of the teaching practicum, 10 times in
total. The semi-structured interviews were conducted at the end of the practicum. Each
participant was interviewed after his/her completion of the ten times of teaching. The
proficiency test was also given towards the end of the practicum process in different

sittings based on the availability of the participants.

3.5. Data Analysis Procedure
The analyses of the collected data were done for the quantitative data and qualitative

data and for each research instrument separately.

3.5.1. Quantitative Data Analysis:

First of all, descriptive statistics were calculated in order to answer the first research
question regarding the level of anxiety experienced by student teachers in different
majors of study. Mean scores and standard deviations were computed as the descriptive

measurces.

To answer the second research question regarding the possible distinguishability of the
foreign language teaching anxiety from the anxiety experienced by student teachers
teaching in other disciplines, the scores on the STAS were analyzed according to the
majors of the participants. The analysis was conducted through a one-way ANOVA to
find out the differences in mean scores among the majors of study. If the result of the
one-way ANOVA was significant, then, appropriate post hoc tests were run to see

where exactly the difference was.

To answer the third research question regarding the change in the level of student

teacher anxiety that student teachers from different majors of study experience
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throughout the practicum, the overall scores obtained from the STAS in the two times of
administration (before and at the end of the teaching practice) were compared. A paired
samples z-test was used to test the significance of the difference between the mean
scores coming from the two administrations of the STAS. If the result of the #-test
turned out to be significant, effect size was also calculated in order to see how big the

difference was between the two mean scores using a 7X2 Mixed-design ANOVA.

Descriptive statistics were calculated in order to answer the fourth research question
regarding the level of anxiety experienced by student EFL teachers. Mean scores and
percentages for the FLSTAS items and for the factors identified as the components that

underlie the student EFL teachers’ anxieties were computed.

To answer the fifth research question regarding the change in the level of foreign
language teaching anxiety that student EFL teachers experienced throughout the
practicum, the scores obtained from the FLSTAS in the three administrations (before
the microteaching, after the microteaching, and after the practicum) were compared.
One-way repeated measure ANOVA tests were administered in order to see whether
there was a significant difference between the mean scores coming from the three
administrations of the FLSTAS. In addition, post hoc tests were conducted in order to
further analyze the significance of the difference between each administration of the
scale both for the overall scores and scores in each factor if the ANOVA results

indicated significance.

In order to answer the sixth research question regarding the possible differences in the
anxiety levels of the student teachers according to their proficiency in English,
correlation coefficients were computed between the participants’ scores on the language
proficiency test and their mean scores from each administration of the FLSTAS as well
as between the participants’ scores on the language proficiency test and their mean

scores from Factor 2 (Language Proficiency).
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3.5.2. Qualitative Data Analysis:

In order to answer the seventh research question, a qualitative data analysis was done.
The data obtained through the diaries kept by the participant student teachers (Appendix
7) were analyzed through Constant Comparative Method (Glaser & Strauss, 1967). This
data analysis method offers the chance of drawing categories from the relevant data of
the specific study instead of using a set categorization. The Constant Comparative

Method includes the following steps:

1. comparing incidents applicable to each category,
2. integrating categories and their properties,

3. delimiting the theory, and

4. writing the theory

However, since this study does not hold any theories to delimit or/and write, only the

first two stages of this method were processed.

Qualitative data analysis procedure started with dividing the diary entries into
communication units. Inter-rater reliability was also calculated by using “point by point
method” with a formula of the number of agreements divided by the number of
agreements plus disagreements multiplied by 100 (Tawney & Gast, 1984). 30 % of the
whole data were used to calculate the inter-rater reliability. After reaching a high level
of inter-rater reliability (.90), the rest of the data were analyzed by the researcher

independently.

Once the whole data was divided into communication units the two raters came together
and conducted revision sessions in which the newly aroused communication units and
their wordings were revised and decided. Later, the two raters conducted another
meeting to categorize the communication units. Here, the similar units were collected
under the same categories. Each communication unit was compared and contrasted with
each other, and the ones that showed similar characteristics were brought under certain
categories and sub-categories as Constant Comparative Method offers. After that, each

category and sub-category was named given the general characteristics of each set based
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on the teacher education and language teaching literature. Finally, the researcher and the
co-rater consulted and conducted revision and discussion sessions to reach a final
agreement on the categories drawn from the diaries by comparing and contrasting each
point. Here, the categories drawn were collected under main headings that represent the

source of anxiety experienced by the student teachers.

As the last data source, the semi-structured interviews that were audio-taped were
transcribed by the researcher (Appendix 8). The transcribed interviews were not taken
for content analysis. However, as an important research tool, the interview results were
used to provide first-hand evidence and samples from student teachers’ own words. The
interviews were used to shed more light onto explanations of foreign language student
teacher anxiety, and the possible increases or decreases in certain aspects of the anxiety
experienced. The purpose of using interview sessions with the survey in this study was
to gain a better and more in-depth understanding of the investigated phenomenon by
addressing the issues that might have been overlooked if the survey had been used

alone.
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4. RESULTS

This chapter consists of the results of the study in three main sections: First, the analysis
of the quantitative data, which were gathered through the scales, is presented. The
second section focuses on the findings obtained through the qualitative analysis of the
data (diaries). Finally, the results are combined and summarized according to the

research questions of the study.

4.1. Analysis of the Quantitative Data

Analysis of the quantitative data is presented in eight main parts. The first three parts
deal with student teacher anxiety while the following four parts deal with foreign
language student teacher anxiety. The last part is devoted to the relationship between

language proficiency and foreign language student teacher anxiety.

4.1.1. Student Teacher Anxiety: The First Administration:

In order to find out the anxiety levels of student teachers at the beginning of the
practicum process, the Student Teacher Anxiety Scale (STAS) was administered before
student teachers started their microteaching experience. 403 student teachers from seven
departments (Computer Education and Instructional Technologies, Mathematics
Teaching for Primary Schools, Social Sciences Teaching, Primary School Teaching,
German Language Teaching, French Language Teaching, and English Language
Teaching) answered the STAS. Table 1 presents the descriptive statistics related to

student teacher anxiety at the beginning of the teaching practicum for each department.
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Table 1.

Descriptive Statistics of the First Administration of the STAS

Department N  Mean SD

English Language Teaching 148 3,57 ,60627
German Language Teaching 20 3,55  ,41087
French Language Teaching 27 3,53 73700
Primary School Teaching 72 3,28 ,67430
Social Sciences Teaching 39 3,59 ,47838
Mathematics Teaching for Primary Schools 44 3,13  ,67176

Instructional Technologies and Computer Teaching 53 3,39  ,67962
All Departments 403 3,44 ,64201

As Table 1 indicates, student teachers were moderately anxious about the items in the
scale (M=3,44). When each department is taken into consideration, it is seen that
student teachers from the Department of Mathematics Teaching for Primary School
form the less anxious group among all groups (M=3,13). On the other hand, student
teachers from the Department of Social Sciences Teaching (M=3,59) and English

Language Teaching (M= 3,57) were among the most anxious groups.

In order to find out whether there were any significant differences among the anxiety
levels of the student teachers from different departments at the beginning of the

practicum, a one-way ANOV A was conducted (Table 2).

Table 2.
One-way ANOVA Results for Differences among Seven Departments

Sum of df Mean Square F Sig.
Squares
Between Groups 9,933 6 1,656 4,209 ,000
Within Groups 155,763 396 ,393
Total 165,696 402
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The results of the ANOVA analysis showed that there was a significant difference
among the level of anxiety of student teachers from different departments (F= 4,209,
p=-000, p<.05). Moreover, in order to see the specific differences among the
departments, a post hoc test was run. As the homogeneity of variance assumption was
met [Levene’s test was not significant (p=.066, p>.05)], Scheffe’s multiple comparison
test was selected and run (See Appendix 9). The analyses revealed that the mean
difference between the anxiety level of student teachers from the English Language
Teaching Department (M= 3,57, SD= .61) and the anxiety level of the student teachers
from the Mathematics Teaching for Primary School (M= 3,13, SD= .67) was significant
(p=.012, p<.05).

In order to find out whether the level of anxiety experienced by student teachers at the
beginning of the practicum in the English Language Teaching department was different
from student teachers from other disciplines, independent samples t-test was conducted

(Table 3).

Table 3.
Independent Samples T-Test Results for ELT vs Other Disciplines

Department N Mean SD t Sig.
ELT 148 3,5650 ,60627 -4,355 ,004
Other 255 13,3727 ,65268

As Table 3 indicates, the anxiety level of student teachers in ELT department is
significantly higher than the ones in all other departments at the beginning of the
practicum process (t=-5,355, p=.004, p<.05).

In order to find out whether the level of anxiety experienced by student teachers in the
Foreign Language Teaching (FLT) departments (English Language Teaching, German
Language Teaching and French Language Teaching) at the beginning of the practicum
was different from student teachers from other disciplines, another independent sample

t-test was conducted (Table 4).

55



Table 4.
Independent Samples T-Test Results for FLT vs Other Disciplines

Department N Mean SD t Sig.
FLT 195 3,5586 ,60663 -2,113 ,000
Other 208 3,3352 ,65675

As Table 4 indicates, the anxiety level of student teachers in FLT departments is
significantly higher than the student teachers from the remaining departments beginning

of the practicum process (t=-2,113, p=.000, p<.05).

4.1.2. Student Teacher Anxiety: The Second Administration:

In order to find out the anxiety levels of student teachers at the end of the practicum
process, the Student Teacher Anxiety Scale (STAS) was administered at the end of the
teaching practicum. 348 of the student teachers who had participated in the first
implementation from seven departments answered the STAS once again. Table 5
presents the descriptive statistics related to student teacher anxiety at the end of the

teaching practicum for each department.

Table 5.

Descriptive Statistics of the Second Administration of the STAS

Department N Mean SD

English Language Teaching 137 3,14  ,85325
German Language Teaching 20 3,64 ,51623
French Language Teaching 27 3,77  ,63383
Primary School Teaching 63 3,44  ,64506
Social Sciences Teaching 30 3,67 ,71018
Mathematics Teaching for Primary Schools 24 336 ,87697

Instructional Technologies and Computer Teaching 47 3,40  ,63055
All Departments 348 3,37 77237
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As Table 5 indicates, student teachers were moderately anxious about the items in the
scale (M=3,37). When each department is taken into consideration, it is seen that
student teachers from the ELT department form the less anxious group among all
groups (M=3,14). On the other hand, student teachers from the French Language

Teaching department were the most anxious group (M=3,77).

In order to find out whether there were any significant differences among the anxiety
levels of the student teachers from different departments at the end of the practicum, a

one-way ANOVA was conducted (Table 6).

Table 6.
One-way ANOVA Results for Differences among Seven Departments

Sum of df Mean Square F Sig.
Squares
Between Groups 16,083 6 2,680 4,787 ,000
Within Groups 190,924 341 ,560
Total 207,007 347

As Table 6 presents, there was a significant difference among the level of anxiety of

student teachers from different departments (F= 4,787, p=.000, p<.05).

Moreover, in order to see the specific differences among the departments, a post hoc
test was run. As the homogeneity of variance assumption was not met [Levene’s test
was significant (p= .004, p<.05)], Tamhane’s multiple comparison test was run to see
the specific differences among the departments. The analyses revealed that the
differences between English Language Teaching and German Language Teaching
(p=.017, p<.05), English Language Teaching and French Language Teaching (p=.001,
p<.05), and English Language Teaching and Social Sciences Teaching (p=.017, p<.05)
were significant (See Appendix 10).

In order to find out whether the level of anxiety experienced by student teachers at the

end of the practicum in the English Language Teaching department was different from
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student teachers from other disciplines, independent samples t-test was conducted

(Table 7).

Table 7.
Independent Samples T-Test Results for ELT vs Other Disciplines

Department N Mean SD t Sig.
ELT 137 3,14 85325 -4,575 ,000
Other 211 3,52 ,67678

As Table 7 indicates, the anxiety level of student teachers in ELT department is
significantly lower than the ones in all other departments at the end of the practicum

process (t=-4,575, p=.000, p<.05).

In order to find out whether the level of anxiety experienced by student teachers in the
Foreign Language Teaching departments (English Language Teaching, German
Language Teaching and French Language Teaching) was different from student
teachers from other disciplines at the end of the practicum, another independent sample

t-test was conducted (Table 8).

Table 8.
Independent Samples T-Test Results for FLT vs Other Disciplines

Department N Mean SD t Sig.
FLT 184 3,29 ,83049 -2,113 ,033
Other 164 3,46 ,69243

As Table 8 indicates, the anxiety level of student teachers in FLT departments is
significantly lower than the anxiety level of the student teachers from the remaining

departments at the end of the practicum process (t=-2,113, p=.033, p<.05).
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4.1.3. The Relationship between the Two Administrations of the STAS:
In order to find out whether there was a significant difference between the anxiety
levels of the student teachers at the beginning and at the end of the practicum process, a

paired samples t-test was run (Table 9).

Table 9.

Paired Samples t-test Results

N Mean SD t Sig. (2-tailed)

First Implementation- Second Implementation 348 ,096 ,89 2,013 ,045

As Table 9 presents, there was a significant difference between the two administrations,
that is to say, the student teachers, regardless of department, were significantly less

anxious at the end of the practicum (t= 2,013, p=.045, p<.05).

Furthermore, in order to find out the departmental changes between the two
administrations, a 7X2 Mixed-design ANOVA with seven departments and two times of
administration was conducted (See Appendix 11). The analysis showed that there was a
significant difference when time X department relationship was considered (F= 6,96,
p=.000, p<0.05) To better understand the issue, Figure 2 presents the level of each

department in the two times of administration.

It is clear from Figure 2 that student teachers from ELT department were having
considerably lessened levels of anxiety together with student teachers from ITC
department, who tend to show a slight decrease as well. All other student teachers, on
the other hand, were experiencing similar or higher levels of anxiety at the end of the

practicum.
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Figure 2. Differences between the First and Second Administrations of STAS According

to Departments.

4.1.4. Foreign Language Student Teacher Anxiety:

In order to find out the level of foreign language student teacher anxiety, the Foreign
Language Student teacher Anxiety Scale (FLSTAS) was developed and used. The scale
was administered to the student teachers in three different times: before the
microteaching experience, before the teaching practicum, and after the practicum. The
overall findings and findings according to the six factors of the scale are presented in

the following subsections.

4.1.4.1. Foreign Language Student Teacher Anxiety: The First Administration:

In order to find out the level of foreign language student teacher anxiety before the
microteaching experience, the FLSTAS (0=.858) was administered to 150 student
teachers in the English Language Teaching Department. Table 10 shows the descriptive

statistics related to factors of foreign language student teacher anxiety.
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Table 10.
Descriptive Statistics for the FLSTAS

FLSTAS N First Second Third

Administration Administration Administration

Factors 150 Mean SD Mean SD Mean SD
Relationship with the

2,78 ,81 2,53 , 76 2,32 ,83
mentors
Language proficienc

sHagep Y 2,45 ,59 2,29 ,03 2,12 ,03

Feelings about

2,26 ,64 2,13 ,67 1,99 ,69
academic incompetence
Fear of being criticized

2,57 ,67 2,56 ,73 2,22 ,75
by peers
Fear of what others

2,46 ,065 2,33 ,64 2,18 ,78
think
Student effects

2,80 ,72 2,77 ,72 2,62 ,80
Total

2,54 48016 2,41 52071 2,22 ,62732

As Table 10 indicates, student effects and student teachers’ relationship with their
cooperating teachers and university supervisors caused the highest levels of anxiety
among the six factors (Mean scores=2,80 and 2,78 respectively). On the other hand,
student teachers’ feelings about their academic incompetence caused the lowest level of

anxiety among the six factors (Mean Score= 2,26).

4.1.4.2. Foreign Language Student Teacher Anxiety: The Second Administration:
In order to find out the level of foreign language student teacher anxiety after the
microteaching experience and just before the practicum, the FLSTAS (0=.895) was

administered to the same 150 student teachers in the first administration. Table 10
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shows the descriptive statistics related to factors of foreign language student teacher

anxiety.

As Table 4.10 indicates, student effects caused the highest levels of anxiety among the
six factors (Mean score=2,77). On the other hand, student teachers’ feelings about their
academic incompetence caused the lowest level of anxiety among the six factors (Mean
score=2,13). These findings are consistent with the first administration although the

mean scores show a decrease in the second administration.

4.1.4.3. Foreign Language Student Teacher Anxiety: The Third Administration:

In order to find out the level of foreign language student teacher anxiety at/through the
end of the teaching practicum, the FLSTAS (0=.938) was administered to the same 150
student teachers who participated in the second and third administrations. Table 4.10
shows the descriptive statistics related to factors of foreign language student teacher

anxiety.

As Table 4.10 indicates, student effects caused the highest levels of anxiety among the
six factors (Mean score=2,62). On the other hand, student teachers’ feelings about their
academic incompetence caused the lowest level of anxiety among the six factors (Mean
score=1,99). These findings are similar to both the first and the second administration

although a decrease in mean scores is observed.

4.1.5. The Relationship among the Three Administrations of the FLSTAS:
When it comes to the six factors, all factors but Factor 6 (Student effects) were found to
show a significant difference among the three administrations. Pairwise comparisons

were also conducted to clearly see the differences and the sources of these differences

(See Appendix 12).

4.1.5.1. Overall Relationship:
A one-way repeated measures ANOVA was conducted to compare the mean scores in
the first, second, and third implementation of the FLSTAS. The results revealed that the

decrease in the mean scores among the three administrations for the overall anxiety
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scores of the participants was significant [Wilks’ Lambda= .74, F= 26.17, p=.000,
p<.05].

Furthermore, in order to find out the exact relationships among the three times of
administration, pairwise comparisons were calculated. The findings revealed that all

administrations were significantly different from each other.

4.1.5.2. Relationship According to Six Factors:

Factor 1: Relationship with the mentors

A one-way repeated measures ANOVA was conducted to compare the mean scores in
the first, second, and third implementation of the FLSTAS. The results revealed that
there was a significant decrease in the three mean scores obtained in the three

administrations in Factor 1 [Wilks” Lambda= .77, F= 22.38, p=.000, p<.05].

Furthermore, in order to find out the exact relationship among the three times of
administration, pairwise comparisons were calculated. The findings revealed that there
was a significant difference between the first administration and the second and
between the first administration and the third administration whereas there was no
significant difference between the second and the third administration. In other words,
the student teachers were significantly more anxious about their relationships with their
mentors at the beginning of the practicum when compared to their level of anxiety at the

end of the microteaching experience and at the end of the practicum process.

Factor 2: Language proficiency

A one-way repeated measures ANOVA was conducted to compare the mean scores in
the first, second, and third implementation of the FLSTAS. The results revealed that
there was a significant difference among the three administrations for the scores of the
participants in Factor 2, which showed a decrease in the mean scores [Wilks’ Lambda=

79, F=19.60, p=.000, p<.05].

Furthermore, in order to find out the exact relationships among the three times of

administration, pairwise comparisons were calculated. The findings revealed that there
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was a significant difference between the first administration and the second
administration and between the first administration and the third administration whereas
there was no significant difference between the second and third administrations as it
was the case for Factor 1. In other words, the student teachers were significantly more
anxious about their language proficiency at the beginning of the practicum when
compared to their level of anxiety at the end of the microteaching experience and at the

end of the practicum process.

Factor 3: Feelings about academic incompetence

A one-way repeated measures ANOVA was conducted to compare the mean scores in
the first, second, and third implementation of the FLSTAS. The results revealed that
there was a significant difference among the three administrations for the scores of the

participants in Factor 3 [Wilks’ Lambda= .89, F=9.27, p=.000, p<.05].

Furthermore, in order to find out the exact relationships among the three times of
administration, pairwise comparisons were calculated. The findings revealed that only
the first administration was significantly different than the third administration. On the
other hand, there were no significant differences between the first and the second
administration and between the second and the third administration. In other words, the
student teachers were significantly more anxious about their feelings about their
academic incompetence at the beginning of the practicum when compared to their level
of anxiety stemming from their feelings related to their academic incompetence at the

end of the practicum.

Factor 4: Fear of being criticized by peers

A one-way repeated measures ANOVA was conducted to compare the mean scores in
the first, second, and third implementation of the FLSTAS. The results revealed that the
decrease was significant for the scores of the participants in Factor 4 [Wilks’ Lambda=

83, F=14.96, p=.000, p<.05].

Furthermore, in order to find out the exact relationships among the three times of

administration, pairwise comparisons were calculated. The findings revealed that there
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was no significant difference between the first and the second administration whereas
all other differences were significant: between the second and the third administrations
and between the first and the third administrations. In other words, the student teachers
were significantly more anxious about being criticized at the beginning of the practicum

when compared to their level of anxiety of being criticized at the end of the practicum.

Factor 5: Fear of what others think

A one-way repeated measures ANOVA was conducted to compare the mean scores in
the first, second, and third implementation of the FLSTAS. The results revealed that
there was a significant decrease in the three administrations for the scores of the

participants in Factor 5 [Wilks’ Lambda= .90, F= 8.52, p=.000, p<.05].

Furthermore, in order to find out the exact relationships among the three times of
administration, pairwise comparisons were calculated. The findings revealed that only
the first administration was significantly different from the third administration. On the
other hand, there are no significant differences between the first and the second
administration and between the second and the third administration. In other words, the
student teachers were significantly more anxious about others’ ideas at the beginning of
the practicum when compared to their level of anxiety stemming from others’ possible

negative ideas about their performance at the end of the practicum.

Factor 6: Student effects

A one-way repeated measures ANOVA was conducted to compare the mean scores in
the first, second, and third implementation of the FLSTAS. The results revealed that
there was no significant differences among the three administrations for scores of the
participants in Factor 6 [Wilks’ Lambda= .97, F= 2.58, p=.079, p>.05]. In other words,
student teachers reported to experience similar levels of anxiety at the beginning of the

practicum, at the end of the microteaching, and at the end of the practicum process.

In conclusion, it was found that participants’ anxiety related to language teaching as

practice teachers decreases significantly from the beginning towards the end of their
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student teaching experiences except one case, which is about their relationships with the

students they are teaching.

4.1.6. Language Proficiency as an Indicator of Foreign Language Student Teacher
Anxiety:

In order to find out the relationship between participants’ language proficiency levels
and foreign language student teacher anxiety, first, students’ language proficiency
scores were obtained (Table 11). As seen, the average TOEFL-PBT score for the 98
participants who took the test was 533.

Table 11.
TOEFL-PBT Scores of the Participants

N Minimum Maximum Mean

TOEFL Scores 98 440 633 532,39

Second, Pearson’s correlation was calculated to find out the possible relationships
between the language proficiency of the student teachers and their level of foreign

language anxiety (Table 12).

Table 12.

Pearson Correlations between Language Proficiency and the Three Administrations

Language First Administration Second Third Administration
Proficiency Administration

Language Proficiency

First Administration -, 121

Second

o -, 152 ,547*

Administration

Third Administration  -,064 ,482% 275%

*p <0.05

The analysis indicated that there was no significant relationship between language

proficiency and level of student teacher anxiety in all three stages of the practicum
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process (before the practicum, after the microteaching, and after the practicum), which
took us to the finding that language proficiency is not an indicator of foreign language

student teacher anxiety.

In order to find out the possible relationship between participants’ actual language
proficiency determined by a language proficiency test and their level of anxiety related
to their language proficiency, another Pearson correlation analysis was run between
their language proficiency test and Factor 3 (Language proficiency) as one of the factors

contributing to foreign language student teacher anxiety (Table 13).

Table 13.
Pearson Correlations between Factor 3 (Language Proficiency) and the Three
Administrations

Language First Administration Second Third Administration
Proficiency Administration

Language Proficiency

First Administration -,003

Second

o -,005 .388%*
Administration
Third Administration  -,047 321% .280%
*p <0.05

The results indicated that language proficiency was not correlated with language
proficiency as a factor contributing to foreign language student teacher anxiety in all
three stages of the practicum process (before the practicum, after the microteaching, and

after the practicum).

4.2. Analysis of the Qualitative Data

Analysis of the qualitative data obtained through diary entries of the participants
indicated six main categories as the sources of anxiety experienced by foreign language
student teachers throughout teaching practicum. The main categories as the sources of

foreign language student teacher anxiety are given in Table 14.
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Table 14.
Sources of Foreign Language Student Teacher Anxiety

Categories N %
Students and Class Profiles 142 48,1
Classroom management 58 19,7
Teaching procedures 50 17,0
Being observed 29 9.8
Mentors 11 3,7
Miscellaneous 5 1,7
TOTAL 295 100

N= Number of Communication Units

As Table 14 presents, the highest number of communication units belong to student
teachers’ anxieties related to students and class profiles (N= 142, 48,1 %). The second
highest ranking category is classroom management (N= 58, 19,7 %). Teaching
procedures (N= 50, 17 %) and being observed are other two categories as sources of
foreign language teacher anxiety. Mentors (N= 11, 3, 7%) as sources of anxiety and
some miscellaneous concerns (N= 5, 1,7 %) are the other two categories. The remaining
subsections explain each category in detail with communication units that fall into each
category and extracts from student teachers’ diaries (See Appendix 13 for the list of

communication units in each category).

4.2.1. Students and Class Profiles:

Anxieties related to students in the classrooms that student teachers are supposed to
deliver their lessons comprise the most frequently stated type of student teacher anxiety
in the diaries. This category consists of anxieties about either individual student
behavior or the class profile. An important number of students indicated in their diaries
that the source of their anxiety was because of their unfamiliarity with the classes they
would teach. In other words, the students were anxious about not knowing what is
waiting for them in those classrooms. Although most of the diary entries on this issue
were reported for the first-time of teaching —the beginning of the term, some cases were

also identified even in the end of the practicum process because the student teachers
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were sometimes supposed to teach in classrooms that they had never delivered a lesson
before the end of the practicum. One student teacher wrote in her diary (this extract and
all the others that follow written in participants’ native language, Turkish, were
translated into English by the researcher; the ones written in English were written

exactly in student teachers’ wording):

Ikinci dénemim olmasina ragmen ilk giinkii kadar heyecanlandim. Sinifi
tanimamam, ilk haftada konu anlatimi yapmam beni heyecanlandirdi. Ciinkii
anlattigim konuyu anlamazlarsa iki saatin bosa gitme ihtimali vardi ve bu beni
kaygilandirtyordu.

1 was excited as it was my first day although it was my second semester. What
made me excited was the fact that I didn’t know about the class and I was
presenting in the first week. It was because of the feeling that two hours would
be just wasted if they do not learn.

Bu hafta ilk defa 4. smiflara ders anlatacaktim ve kaygi diizeyim oldukga
yiiksekti. Ik defa dortlere giriyordum ve en ¢ok Ingilizce kullanimi konusunda
kaygilarim vardi. Ingilizce bilgileri ¢ok kisitl oldugu igin anlamamalarindan
korkuyordum ama tek sansim presentation degil, practice yaptirtyordum.

This week I was to teach the fourth grades for the first time so my anxiety
level was so high. [ was teaching fourth grades for the first time and I was most
anxious about using English. 1 fear that they may not understand because of
their insufficient language knowledge but it was my only luck that I was not
presenting the topic instead, I was letting them practice.

Ogrencileri hi¢ tammadigim igin onlardan nasil bir tepki alacagimi
bilmiyordum. Bu durum beni biraz kaygilandirdi. Ciinkii &grencilerin
seviyelerini, 6zelliklerini hi¢ bilmiyordum.

1 didn’t know how they would react as I didn’t know them at all. This situation
made me a little anxious because I didn’t know about students’ levels and
characteristics.

6-A’ya ilk defa ders anlatacaktim. Her hafta farkli siniflara giriyor olmam bu
konudaki endigemin tekrarlanmasina neden oldu.

1 was to teach 6-A for the first time. That I was teaching different classes each
week caused the replication of my anxiety.

Another major concern of the student teachers related to the students is the low
proficiency level of the students in the classrooms. Since they are expected to deliver
their lessons in English (L2), they were quite afraid that the students would not be able
to understand their speech in the classroom including their instructions, explanations,
even their praises. In addition, when students’ proficiency level is low, they were
anxious that they would not respond to the questions asked by the student teachers. One

of the student teachers explains her fears as follows:
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Hem konu zor oldugu i¢in hem de sinifin seviyesi diisiikk oldugu i¢in oldukca
endigeliydim. Inductive giris yapmay1 planlamam da etkiliydi kaygilarimda.
Kurali ¢ikartamayacaklarini, anlamayacaklarini, tepki vermeyeceklerini, itiraz
edeceklerini veya basta anlamis gibi  goriinseler de sonradan
kullanamayacaklarini diigtindiim.

I was rather anxious not only as the topic was hard and as the level of the
class was low. My planning of an inductive introduction was also influential in
my anxiety. I thought that they could not figure out, understand and react, that
they would object to or that they could not use the rule of the structure in spite
of seeming that they understood at the beginning.

As some of the student teachers indicated in their diaries, the way student teachers
approach teaching and the actual classroom teachers —the cooperating teachers- were
different from each other. While cooperating teachers adopted a traditional grammar-
based language teaching, the student teachers employed more communicative activities
in the practicum classrooms. Although this seems something positive, it is one of the
most frequent types of anxiety experienced by student teachers: the students’
unfamiliarity with the classroom activities that student teachers apply. A student teacher

wrote her concerns about her activity where she had doubt about her students’ response:

Before the lesson I had anxiety related to the pre-reading stage because
students aren’t familiar to telling their ideas without thinking whether they
are true or false. For them if they are asked questions, there is always a correct
answer.

As for the availability of the schools most of the student teachers were placed in state
primary schools in which they were supposed to teach students from 4™ to 8" grades.
Especially for teaching the 4™ and 5™ grades (10-12 year-olds), the student teachers had
the anxiety of employing strategies particular to teaching young learners English.
Although the student teachers took courses in their 3™ year on how to teach English to
children, their concerns did not diminish. One student teacher expresses her feelings

about teaching young children in these words:

Ilk haftamda 4.smifa anlatmak beni ¢ok endiselendirmisti. Daha cok kisa bir
siire olmustu Ingilizce 6grenmeye baslayali. Seviye diye bir seyleri yoktu. Tek
bildikleri “What is your name?, have got/has got, this/that”. Bunlarin disinda
Ogretilecekler sadece bunlar1 kullanarak c¢ok zor olacakti. Cocuklar cevap
vermek yerine benim sdylediklerimi tekrarlamaya bagladilar. Ben “How are you
today?” diyorum onlar da “How are you today?” diyorlar. Bu endisemin biraz
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daha artmasina neden olmustu. Bu kalibi bile anlamadan sdyledikleri ¢ok
belliydi.

I was uneasy about teaching fourth grades in my first week. It was only a
short time that they started learning English. They didn’t have anything like
level. The only things they know were “What is your name?, have got/has got,
this/that”. The things that would be taught except for them would be very
difficult by using only these. The children started to repeat what I say instead of
answering. I tell “How are you today?” they tell me “How are you today?” too.
This caused my anxiety to rise. It was very clear that they tell even this form
unconsciously.

As one of the nation-wide problems of language teaching in state schools, students’
disinterest in English classes caused anxiety on student teachers in this study. The
student teachers indicated that they were highly anxious about students’ indifference in
their lessons despite all those colorful handouts, and their efforts in front of the board.
They were also sorry about the students because they thought that they would easily
learn with their enjoyable and communicative activities by only being interested in the
lesson. This concern of the student teachers is parallel to their concerns about student
participation in the lessons. Possibility of lack of participation in the classroom
activities would lead to the collapse of the lesson plans prepared by the student teachers.
Student teachers were experiencing the sense of fear of helplessness and loneliness in
front of the whole class with a failed lesson plan in hand. One of the student teachers

specified her concerns on this issue as follows:

Because some of the students weren’t interested in the lesson. They didn’t
want to join the activities no matter how I tried. They made me nervous. I asked
to myself “What will happen next week?”.

The anxiety of some of the student teachers centers on the feeling of ‘What if students
cannot learn?’ This is a case expressed by the student teachers stemming from students’
learning rather than their teaching. They are concerned that students would not be able
to learn despite the fact that they do everything to make them learn. A different, even a
contrasting feeling represents another type of anxiety that one of the student teachers
indicated in her diary: teaching a subject that students know very well. If the students
had been studying the subject for a long time they could easily finish the student
teacher’s activities brews the fear of being useless or unable to teach something new.
Another point made by a student teacher was her fear concern about the students when

they couldn’t do the activity correctly. Besides, students’ previous experience about
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language teaching was identified as a source of anxiety by a student teacher. She

explains the situation as follows:

Bu hafta hazirladigim plandan dolay1 tedirgin olarak staj okuluma gittim.
Cocuklar genellikle gramer {zerine egitim aldiklan ic¢in diger becerileri
yaptirirken sorun yastyorum. Bu da bende kaygi olusturuyor. Basit bir yazma
becerisi lizerinde durdum bu hafta. Ancak cocuklar buna ragmen istedigim
performansi gosteremediler. Ornek olarak gosterdigim postkartin ciimlelerini
aynen yazan bir¢cok 6grenci vardi. Ama bunda asil etkili olan neden basta da
sOyledigim gibi gramer iizerine yogunlastiklarindan dogru diizgiin kelime
bilgileri olmamasidir. Bu da yazma becerisinde onlar1 sikintiya diisiiriiyor. Ben
de onlara en basit sekliyle 6gretmeye caligsam da kendi igimde ¢elisiyordum.
Kaygilaniyorum. “Ben mi 0gretemedim acaba? Bende mi sorun var?” diye
diigiinliyorum. “Bazen savunma mekanizmasti mi kuruyorum?” diye
diisiiniiyorum ve isin i¢inden ¢ikamiyorum.

This week I went to my practice school uneasily because of the lesson plan |
prepared. As the children were mostly taught grammar, I have problems while
teaching other skills. This creates anxiety for me. [ laid stress upon a simple
writing skill this week. However, the children couldn’t perform as I wanted.
There were many children who wrote identically same sentences of the postcard
1 showed as a sample. But the reason which is actually influential in it was, as |
told at the beginning, that they focused on grammar and they haven’t got
accurate lexical knowledge. This also causes trouble for them in writing skills.
Although I tried to teach them in the easiest way, I contradicted myself. I was
anxious. I was thinking of whether I couldn’t teach or there is a problem with
me. I sometimes thought that I was using defense mechanism and couldn’t get
out of this situation.

Dealing with students outside the box was among the anxieties of the student teachers.
For example, dealing with inclusion students (almost each class has one) was a great
concern for a student teacher. According to this student teacher, it is very difficult to
deal with that particular student even for the classroom teacher, and she was afraid that
she would fail to teach this student without any experience. Disruptive students in the
classroom were also shown as the source of anxiety before student teachers delivered
their lessons. The student teachers were really afraid of some of the students in the
classrooms who are known for their disruptive behavior during the lessons. According
to student teachers it was not their job to discipline these students; rather their job was
to deliver their lessons in the specified time and specified manner. However, the
existence of these students in the class was making them anxious about the possibility
that they would lose the control of the class or would not give the instructions properly.
What is more, the highest concern was on the idea that these disruptive students would

influence other students negatively and the student teachers’ lesson would turn into
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failure. One of the student teachers explains her fears about a real trouble-maker in the

class as follows:

Bu smifta ders anlatmak konusunda beni kaygilandiran en biiyiik sey, sinifta
hapisten yeni ¢ikmig bir 6grencinin olmasiydi. Ciinkii stirekli ¢evresini rahatsiz
ediyor, 6gretmeni pek kale almiyordu. Diger 6grencilerin yani sira onunla da
ugrasmak zor olacakti. Sinifa girdigimde o 6grencinin olmadigini fark ettim ve
rahatladim.

The biggest thing that makes me anxious about teaching this class was that
there was a student who had just released from the jail. It was because he was
constantly disturbing the people around and didn’t care his/her teacher at all.
Dealing with him together with the other students would be difficult. When [
entered the class, I was relieved to notice his/her absence.

Students’ reluctance to perform in certain classroom events lead to anxiety in student
teachers, too. Their reluctance to write, which students view as a hard task to complete,
their reluctance to read, their reluctance to attend the class just because it is towards the
end of the year, and their reluctance to use L2 in the class are among those concerns.
The student teacher who was anxious about students’ not using English in her classroom

activity wrote in her diary:

Bugiin speaking aktivitesi yaptirdik. Haftalar gectik¢e heyecan seviyemin
azaldigimi fark ettim. Ama ders esnasinda beni kaygilandiran bir durum oldu.
Nedeni ¢ocuklarin aktivite yaparken Tiirk¢e konusmalartydi. Onlarin yanina
gidip aktiviteyi nasil yapmalar1 gerektigini bir kez daha anlatinca aktiviteyi
amacina uygun olarak yaptilar. Bu da kaygiy1 azaltti.

We did speaking activity today. I noticed that my anxiety level decreased as the
weeks passed. But a case which makes me anxious happened. The reason was
students’ speaking Turkish [L1] during the activity. When I got closer to them
and explained how to do the activity once again, they completed the activity
according to its aim. This reduced the anxiety.

Some of the anxieties experienced by the student teachers related to the students in the
classes were reported by the student teachers as having appeared in the middle of the
lesson. Students’ lack of background knowledge about a subject, students’ unexpected
silence, their sudden panicking due to not understanding the subject well were among
those anxieties. Moreover, an unexpected question or an unexpected answer from the
students made the student teachers feel helpless in the middle of the lesson. Similarly,
as middle-of-the-lesson cases, the following can be counted: students’ starting a fight,

some of the students’ leaving the class, students’ overreaction to classroom events, their
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making fun of student teacher’s mimes and gestures while a student teacher was trying
to teach them through mimes and gestures, and even students’ sabotage in the lesson as

a whole. One student teacher wrote:

Sometimes, the students diverge the topic from my presentation; thus, I feel a
little bit excitement for fear that the topic I present is scattered by the
students.

Bu hafta e-mail yazma konusunu isledik. Ben presentation kismini yaptim.
Acikeasi ¢cocuklarin e-mail konusunda bilgi sahibi olduklarii ve bu yiizden ¢ok
da problem yasamayacagimizi diisiiniiyordum ama cocuklarin internetle ilgili
diinya bilgileri ¢ok azdi. Bu ylizden derste bir anda beklemedigim bir durumla
kargilagsmis oldum ve biraz panikledim.

This week we taught writing e-mail. I presented the topic. In fact I thought that
the students had some knowledge about e-mail and therefore they would not
experience any problems at all, however they had limited world knowledge
about the Internet. Therefore, in the lesson I was in such a situation that 1
had never expected and I panicked a little bit.

The last portion of student teacher anxieties caused by students is related to the class
profiles rather than one or a few students in the classroom. One of them was the bad
reputation of a class. When the student teachers were supposed to deliver a lesson in
one of these classes, their anxiety was high due to the feeling that they would not be
able to finish their lessons as they wished. Students’ prejudices about English and their
perception of student teachers as brothers and sisters rather than teachers also affected

student teachers in a negative way and caused a teaching anxiety.

4.2.2. Classroom Management:

The analysis of the diary entries revealed that student teachers were highly anxious
about classroom management issues. Maintaining discipline has the second highest
frequency among the anxieties of student teachers when communication units are
computed. Many of the student teachers indicated that they were concerned about
maintaining discipline in the class at least once throughout the practicum in their
diaries. According to them, controlling the class means almost everything in a lesson.
They think even long before their teaching time about the fact that their entire lesson
could collapse if they cannot establish a class control. Similarly, their concerns do not
end when they start teaching. Some of the student teachers indicated that anxiety

appeared during the class hour when students seemed to get out of their control. Two of
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the student teachers explain their stressful moments related to maintaining discipline in

the class in these words:

7-B’nin en son saatte ¢ok giiriiltii yaptigin1 ve kontrol edilmesinin zor oldugunu
bir 6nceki hafta gordiigiim i¢in ¢ok kaygiliydim. Ciinkii son dersi ben almigtim.
Acikeasi o smifta ders anlatmak konusundaki kaygilarim azalacagi yerde artt1.
Umarim daha sonraki derslerimde 7-B ’yi daha disiplinli olmaya calisma
konusunda daha fazla etkileyebilirim.

I was very anxious as last week I saw that 7-B was making a lot of noise in
the last lesson and it was hard to control them. I had taken the last lesson. In
fact my anxiety about teaching this class rose though it was to decline. I hope in
the following lessons I can make 7-B be more disciplined and work harder.

Bu smifin dordiincii sinif olmasi dolayisiyla kontrolde biraz giicliik ¢ekebilirim
diye diistindiim. Ciinkii kiigiik ¢ocuklarin giidiilenme siireleri daha kisith oldugu
icin diger siniflara goére biraz daha fazla caba gostermek gerekli diye
diigiinliyorum. Agikcast hocamiz bile bu smnifa ders anlatirken zorlaniyordu.
Cocuklar derse karsi ilgililer fakat ders anlatma tarzindan dolayi oldugunu
diisiiniiyorum, biraz sikiliyorlar dersin ilerleyen bdliimlerinde kendi aralarinda
konusmaya, oyun oynamaya bagliyorlardi. Bu konuda biraz endiselerim oldu ilk
bastan bunu Onlemek icin derse bol materyal ve resimle gittim, bunlar da
cocuklarm ilgisini ¢ekti ve derse ilgiyi kaybetmediler uzun siire.

1 thought I might have difficulty in classroom management, as they were fourth
grades. As the motivation span of little kids is more limited I thought it was
necessary to struggle more when compared to the other classes. Frankly, even
our teacher [the cooperating teacher| had difficulty teaching this class. The
children are interested in the lesson but I think it is related to the way he
teaches the lesson. They were a bit bored and in the following sections of the
lesson, they started chatting and playing games. I was worried about this
issue, in order to prevent this situation from the beginning of the lesson, |
brought lots of materials and pictures, these appealed the children and they
kept their interest in the lesson for a long time.

Benden oOnce anlatan arkadasimi dersinde simif g¢ok giiriiltii yaptt ve smif
yonetimini saglamak biraz giigtii. Bu yiizden o saat boyunca “sinif yonetimini
nasil saglarim” diye diisliniip durdum. Ben bilgi aktarirken ses yapan, beni
dinlemeyen bir sinifa ne verebilirim ki? Bu yilizden derse girmeden Once
oldukea kaygiliydim.

The class made so much noise in my friend’s lesson who taught before me and
classroom management was difficult to achieve. Therefore, I constantly
thought of “how I can keep classroom management” throughout the entire
lesson. What can I teach a class who doesn’t listen to me and makes noise while
1 am teaching? Therefore, I was rather anxious before the class.

Anxieties related to classroom management do not end with discipline issues. Other
components of classroom management were also the sources of anxiety for the student
teachers. For example, pacing the lesson and time management were two important

factors contributing to high levels of foreign language student teacher anxiety. To
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differentiate these two concepts, in this study, pacing the lesson is used to mean “the
extent to which a lesson maintains its momentum and communicates a sense of
development” (Richards & Lockhart, 1996, p. 122). Time management, on the other
hand, is used to mean student teachers’ timing the classroom activities and tasks in their
lesson plans before delivering a lesson. Two student teachers indicated their concern

about time management as follows:

Bugiin 8. siniflara reading yaptim. Reading oOncesi 7 kelime O6gretmem
gerekiyordu. Sonra pre-reading, while-reading aktiviteleri vardi. Hepsi bu derste
bitmeyecegi i¢in biraz endiseliydim. Derslerimi ¢ok iyi planliyordum, zamani
da iyi ayarladigimi diisliniiyorum, ama uygulamaya gelince zamani1 planimda
yazdigim gibi kullanamiyorum ve bu biraz kaygiya neden oluyor.

Today I had reading class for the eighth grades. I was to teach seven words
before reading session. Then we had pre-reading and during-reading activities.
As not all of them would finish in this lesson, I was a bit worried. I made good
lesson plans, also, I decently allocated time; however, in practice I cannot
manage the time as I noted in my lesson plan and this situation causes
anxiety a little.

Furthermore, some student teachers indicated that that they were stressful about how to
deal with the noise in the classroom. They reported that noise was an effective factor in
the success of their lessons since it would break the communication between them and
the students. Similarly, one student teacher expressed her concerns about how to deal

with students in a game-like activity which required movement and noise in her diary:

My last activity was a game. Students were going to be three groups and there
would be only one winner. In fact, I was really anxious about the noise. They
are already very noisy. I can’t imagine their noise level during the game. They
like it but the class is out of control. I thought they would shout all together.
And things happened like that...

4.2.3. Teaching Procedures:

The analysis of the diaries also reflected that teaching procedures were an important
source of foreign language student teacher anxiety. Although some of the concerns of
student teachers in this category are related to general teaching procedures regardless of
discipline, most of the anxieties were related to the specific issues of foreign language
teaching. The most frequent anxiety in this category was student teachers’ concerns of
teaching a difficult subject or teaching a subject for the first time in their teaching

experience. Student teachers in this study believed that some subjects (including
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speaking and writing) are more difficult to teach in the classroom than others such as
grammar, vocabulary, and reading. According to them, this difficulty comes from their
nature. For example, students need to produce the language in speaking and writing
classes as they are the two productive skills. Besides, listening is a difficult subject to
teach as most of the classroom activities in language classrooms are based on grammar

and vocabulary. One of the student teacher explains her concerns as follows:

Bu dersi anlatacagim zaman biraz kaygiliydim. Bunun sebebi ¢ocuklarin kendi
dillerinde olmayan zaman =zarfimm Ogrenmekte zorluk ¢ekeceklerini
diisiinmemdi. Ozellikle “just” ve “already” arasindaki zaman farkin1 ve ne
zaman hangisini kullanacaklarini agik bir sekilde anlatabilmek gii¢c olacak diye
diisiiniiyordum. Haksiz da ¢ikmadim. Ogrenciler “yet”i kolay anladilar ama
“just” ve “already”yi karigtirtyorlardi.

I was a bit anxious when I was to teach this lesson. The reason of this
situation was that I thought they would have difficulty learning the adverb of
time, which does not exist in their mother language. Especially, I thought that
it would be difficult for me to teach the difference between ‘just” and
“already” and when to use each. I was not wrong. They easily picked up “yet”
but they were confusing “just” with “already”.

I had some suspect about my lesson topic. I would teach the family
relationship, and I’m afraid of the students mixed it. Unfortunately, my fear
came true. I used colorful pictures, I achieved to motivate the students. I draw a
schema to make easily understand the family relationship. They understand a
part of relationship such as father, mother, grandmother, etc., but they lost in the
other part such as uncle, aunt, my father’s sister/brother. I tried to do my best. |
draw small schemas that show relationship. Again they didn’t get so this make
me crazy, nervous. I felt very bad myself. The course didn’t go on my wishes.
Before I prepared my lesson plan, I thought that they can mix it. But I believed
that I can control this problem with drawing schema. Although I did everything,
I couldn’t provide the students learn the family relationship. So, I am very
sorry, and unhappy.

As one of the sources of anxiety related to teaching procedures was student teachers’
stress about getting students’ attention. According to many student teachers, when they
are able to attract students’ attention successfully, whether their activities are
informative or not, their lesson achieves the success level they desire. Therefore, they
give great importance to getting students’ attention. One student teacher focuses on her

stress about getting students’ attention before her lesson:

Dersin ilk dakikalarinda heyecanliydim, her zamanki gibi konunun ilgilerini
cekip c¢ekmeyecegi kesin degildi. Purpose vermeme ragmen okumak
istemediler. While activity’ye gelince kontrolii tekrar topladim, aktiviteyi
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gerektigi gibi yaptilar, bu da giivenimi tekrar kazanmami sagladi. Kaygi
diizeyim tekrar normale dondii.

At the first moments of the lesson I was excited, as always I was not certain
about whether the topic would catch their attention or not. They didn’t want to
read despite my giving purpose. In during-reading section I took the control of
the class back, they did the activity in the way they were to do, this caused my
re-gaining my confidence. My level of anxiety turned to be usual.

Furthermore, making students’ speak is a noticeable concern of student teachers. Most
student teachers do not like silence in the classroom; silence means failure for them, so
they try hard to make students speak. Similarly, their lesson plan requires them to get
certain answers from the students so that they will be able to move to the next step.
Therefore, student teachers experience the anxiety of not making students speak during
the lesson. In a similar point of view, one student teacher indicates her fear of making
her students bored during the class hour because bored students would mean an
unsuccessful lesson. Similar concerns of student teachers on this issue are not being
able to teach effectively and not being able to communicate with the students
effectively. In addition to the concerns stated above, student teachers’ previous
experience about teaching is a factor contributing to anxiety. One student teacher

clarifies how her previous experience about teaching made her anxious about teaching:

Bu hafta 7-B sinifina future tense ”will” konusunu igleyecektik. Derse girmeden
once ¢ok endiseliydim. Gegen hafta bu sinifta anlatmistim ve sinif kontrolii ¢ok
giiclesmisti. Sinifa bu kaygiyla girmistim. Ister istemez bu endise etkilemisti
beni.

This week we were going to teach “will” as a future tense. I was very anxious
before the class. Last week I taught this class and the classroom management
was very hard. [ entered the class with this concern. I was involuntarily affected
by this anxiety.

Some other classroom issues were also anxiety-provoking for the student teachers: One
student teacher was concerned about using her voice effectively in the class; she thought
that students would not understand her and she would not control the class if she could
not use her voice effectively. One of the student teachers reported experiencing stress
when she had to proctor the students during a classroom test. Finally, a student teacher
was anxious when she had to teach a lot of vocabulary items at the same time because
she thought that students would not grasp the meaning of those words at once. She

explains her stress as follows:
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4.siniflara “foods and drinks” kelimelerini 6gretmem gerekiyordu. Toplamda 21
kelime vardi. Miimkiin degildi sindirerek rahatca Ogretebilmek. Vegetables,
fruits diye bdlmeye caligsak da Ogrenciler igin gercekten ¢ok zor olacakti ve
aktiviteleri yapamayacaklardi. Onceden bilmiyor olmalari isimi daha da
zorlastirtyordu. Yazdigim plant uyguladim. Fakat o kadar seri olmam
gerekiyordu ki ¢ok telas yapmaya bagladim. Kaygim tabi ki sinifa da yansidu.

1 was to teach the words of the topic “foods and drinks”. There were 21 words
in total. It was not possible to teach them slowly and with ease. Even though
we tried to divide them into vegetables and fruits, it would be difficult for them
and they would not be able to the activities. That they didn’t know them
beforehand got the things harder. I applied the plan I prepared. But I had to be
so quick then I got panicked. Apparently, my anxiety affected the class.

The analysis of the data suggested that inadequate preparation of the student teachers
caused anxiety on them. For instance, in two of the cases, student teachers talked about
the difficulty level of a classroom activity. According to them, since they did not choose
the level of the activity according to the level of the students, they suffered from anxiety
a lot. In another case, a student teacher was anxious about choosing an activity which
could cause a problem with a specific student, and she explains the situation in her diary

as follows:

Everything is alright until I realized there was a kind of fat student in that
class. I got worried that time, because one of my pictures was about a fat
girl. I immediately decided not to use that picture. After that a sudden worrying,
I behaved as if nothing was wrong and kept on presenting the subject.

Language-related anxieties were also reported by the student teachers in three types of
communication units: using L2 (English) in the classroom, modifying their language
according to students’ level, and giving instructions in L2. As it is the general principle
in language teaching, student teachers are supposed to deliver their lessons in L2.
However, as most student teachers stated, very few of the cooperating teachers use L2
in their classrooms, which result in an expectation by the students that student teachers
will also teach in L1 (Turkish). This is one of the main concerns of the students as

indicated in the following extracts:

Bu derste, her zaman yasadigim sabit kaygiy1 yasadim. Ogrencilerin seviyeleri
heniiz fazla yiiksek olmadig1 igin, biitiin dersi Ingilizce anlatmamiz miimkiin
olmuyor. Ben de miimkiin oldugunca ¢ok Ingilizce duymalarm istedigim icin
bu smnifta ders anlatirken kaygi diizeyim biraz yliksek oluyor. Bu problemi
asmak i¢in 6nce Ingilizce sdyledigim ciimleyi anlamadiklarinda tahtaya cizerek
veya isaret ederek, gostererek anlatmaya calistyorum. Son ¢are olarak Tiirkce
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kullandigimda ise 6grencilerin Tiirkge kullanmama alisabileceklerini diisiinerek
biraz endiseleniyorum.

In this lesson, I experienced the same anxiety that I always face. As the level
of the students is not high yet, it is not possible for us to teach the whole
lesson in English. As [ want to let them hear English as much as possible, while
teaching this class, my anxiety level gets a little higher. In order to solve this
problem, at first I try to explain what I said in English by drawing on the board
or illustrating. Then when I use Turkish as the last solution, I feel anxious,
thinking of their getting used to my Turkish language use.

Dersi tamamiyla ingilizce konusarak yuriittiiglimiiz i¢in, agikgasi smifa
girmeden 6nce biraz endiseliydim. Ogrencilerin beni anlayamamas, dili basite
indirgeyemez isem diye tedirgindim.

Before entering the class, I was a little anxious as we speak in English
throughout the whole lesson. [ felt uneasy in case they could not understand
me or I could not rough-tune the language.

This was an unknown class for us. We had a lesson with them for the first
time and they were 5 grades so we were a bit anxious. We were afraid that
they couldn’t understand us because even the 8th grades didn’t understand us.

Some personal issues related to physical well-being like being sleepy and tired on the
day of practice teaching and a personality trait such as perfectionism were also among
the sources of anxiety experienced by the student teachers. One of the student teachers

explains how perfectionism in his sense causes anxiety in the following extract:

Konuyu ¢ok iyi bildigimi diisiinmeme ragmen, 8. siif Ogrencilerinin
seviyelerine inerek konuyu tamamen anlasilir kilabilecegim konusunda
kendimden emin olamadim ve staj giiniine kadar tam bir hafta ¢ok asir1 stres
yasadim. Ayrica, milkemmelliyet¢i oldugum i¢in aklimda tasarladiklarimi ve
elimdeki materyallerle alistirmalar1 bir araya getirip de ders plani yazmaya
baglayamadim, baslaymca da bitirebilmek igin iizerinde iki giin ¢alistm. Bu
stirecte biriktirdigim stres sunum yaptigim giinde performansimi olumsuz
etkiledi ve sinifin karsisinda tam olarak rahat hissedemedim.

Although I knew everything related to the subject matter, I was not sure of
modifying my teaching according to students’ level; therefore, I was very
stressed until the day of practice teaching. Besides, I couldn’t start writing my
lesson plan bringing my plans in mind, activities, and materials together; and
when [ started I had to study for two whole days. The stress I collected during
those days, affected my performance negatively on the day of presentation and 1
never felt completely relaxed in front of the students.

4.2.4. Being Observed:
The analysis of the student teachers’ diaries put forth that they were experiencing a high
level of anxiety when they were supposed to be observed by others while teaching.

Interestingly, student teachers very rarely mentioned about being observed by their
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cooperating teachers or by their peers (two cases and one case respectively) although
the cooperating teachers and their peers were always observing their teaching and
commenting on their performance. Almost all students, on the other hand, indicated in
their diaries that their university supervisor’s existence caused a high level of anxiety
just before the class time since supervisors visited schools unexpectedly. They indicated
that even the existence of the university supervisor there, although they know him/her
very well, caused great anxiety and even caused in physical reactions such as sweating,
shaking hands, trembling voice, etc. The following extracts from student teachers’
experience about their stress when they were about to be observed would be enough to

clarify the issue:

I saw our instructor at the moment I entered the teacher’s room. I wanted
to think it was only a joke because of the date “April 1”. I saw how my
hands were trembling. I drank some water but it didn’t help. When it was their
turn to write the sentences on their notebooks, these naughty boys were very
reluctant and they told me really childish and even silly excuses not to copy the
sentences on their notebooks. | was very anxious that I wasn’t able to cope with
these boys. I tried my best but I couldn’t manage to calm down them truly.

Bu hafta gozlem haftamizda basta ¢ok heyecanlanmistim. Goézlemlenecegini
hissetmek anlik da olsa insami telaslandiran bir durum. Hatta bir ara ne
yapacagimi unutmus durumdaydim.

At the beginning of our observation week I was anxious. Feeling that you will
be observed is a situation that causes anxiety even it lasts short. In addition, 1
was in such a situation that I forgot what to do next.

Bu dersi anlatirken en biiyiikk kaygi kaynagim siiphesiz gozleme gelen staj
hocamdi. Aslinda rahattim ama gozleniyor olmak hayli geriyor insani.
Aktivitelerde gayet iyilerdi. Ama ben yine de rahat eedemedim. Ben kurali
cikarip yazdik¢a gozlem hocamin suratinin eksimesi beni ¢ok etkiledi ama yine
de elimden geleni yaptim...

While teaching the lesson the biggest source of my anxiety was undoubtedly,
my supervisor who had come to observe me. In fact, I was calm but being
observed makes people rather nervous. They were quite good at activities. But |
could not manage to be relaxed. As I elicited the rule and wrote it on the board,
the facial expression of my supervisor affected me, yet I tried my best.

Bu ders altinct stajimizdi. Ben yine 7-A’ya anlatacak olamama ragmen sabah
okula gittigimde acayip bir heyecan vardi iizerimde. Ellerim titriyordu, soguk
terler dokiiyordum, gozlerim karartyordu. Ciinkii staj hocamiz XXX gozleme
geliyordu! Smifa nasil gittgimi, tahtanin Oniine nasil g¢iktigimi  hig
animsamiyorum. Cocuklarm yiizlerine baktim, sanki o an bakislarinda “merak
etmeyin hocam hersey yolunda gidecek” ifadesini gordiim, belki de Oyle
gormek istedim, bilmiyorum, i¢imden “hadi kizim basaracaksin bu isi” dedim
ve yliziime en giizel giilimsememi oturtarak bagladim derse.
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This lesson was in our sixth week of our teaching practice. Even though [ was to
teach 7-A again, when I went to school I was rather anxious. My hands were
trembling, I broke out in a cold sweat, and I felt dizzy because our supervisor
Ms. XXX was coming to observe us. I cannot remember how I entered the
class, came to the board. I looked at the children, I felt that they said “Don’t
worry, everything will be all right”. Maybe I wanted so I don’t know. 1
whispered: “go on, you will succeed”. With the most beautiful smile on my face
1 started teaching.

Bu hafta staj hocamiz bizi gozlemlemeye geldi. Her ne kadar gelecegini tahmin
etsem de, ilk gordiigiim an biraz heyecanlandim. Derse ilk girdigim anda biraz
heyecanliydim. Dersi anlatmaya basladigim zaman biraz rahatladim ama
sordugum sorulara Ogrencilerden cevap gelmeyince bir an ne yapacagimi
bilemedim. Bunda staj hocamin da beni goézliiyor olmasmin etkisi oldugunu
diisiiniiyorum. Gozlendigim igin biraz fazla huzursuz oldum. Ozellikle Tiirkge
kullanirken bu etkiyi daha da fazla hissettim. Onceki derslerde Tiirkge’yi biraz
daha rahat kullantyordum ama bu hafta gézlemlendigim i¢in Tiirk¢e kullanmak
beni biraz korkuttu. Bunlarin etkisiyle, diger haftalara gore bu hafta biraz daha
kaygilrydim.

This week our supervisor came to observe us. Even though I had anticipated
that s/he would come, I got a bit excited when I first saw him/her. | was a bit
excited when 1 first entered the class. When [ started teaching, I got a bit
relaxed but as the students didn’t answer the questions I asked, I couldn’t
decide what to do. I think my supervisor’s observation of me was influential in
this situation. I was a bit too uneasy as I was observed. Especially while using
Turkish 1 felt this effect more. In the previous lessons, I had used Turkish more
easily but this week using Turkish frightened me as I was being observed. As a
result of all these matters, I was a little more anxious when compared to the
previous weeks.

4.2.5. Mentors:

Analysis of the data also revealed that mentors including the cooperating teachers and
the university supervisors were among the sources of anxiety experienced by student
teachers. Within this category, cooperating teachers’ interference in the lesson delivered
by the student teachers play an important role. According to student teachers, it is a very
humiliating act performed by the cooperating teachers in front of the students. These
cases belong to student teacher anxieties that appear at the time of teaching rather than
before-the-class feelings. Two student teachers explain how they felt about being

interrupted by their cooperating teachers in the middle of the lesson:

Bugiin ikinci defa ayni sinifa derse girdim. Sinifla biraz daha kaynastigimizi
sOyleyebilirim ama sinifin diger siniflara gore seviyesinin daha diisiik oldugunu
da 6grenmis oldum. Bugiin farkli bir durum ortaya ¢ikti. Hocamiz isimize
karigmaya bagladi sanki. Sinifin 6nilinde bir sey anlatirken hocanin bir seyler
sOylemesi Gyle yapma boyle yap demesi rahatsiz etti agikcasi beni.
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Today it was the second time I taught this class. I can state that we have got
more acquainted with each other but I happened to learn that the level of this
class was lower than the other classes. Today another event has occurred. It
seems that our teacher started to interfere in our teaching. In fact, the
teacher’s saying what to do and what not to do disturbed me while I was
teaching in firont of the class.

Cocuklar olumlu ciimlede passive’in nasil yapildigini kesfettiler ve kurali
sOylediler. Tam bu sirada siniftaki 6gretmenimiz beni ¢agirarak bdyle anlatma
dedi dersin ortasinda ve bana kagida yazdig1 kurali gosterdi. Bunlar1 yaz sonra
ornekleri tahtaya yaz dedi. Bu benim konsantrasyonumu tamamen bozdu ve
tahtada afalladim diyebilirim. Kural yazmak kolay tahtaya ama bu gergekten
benim sinirlerimi bozdu ve gerisini de nasil yaptigimi hatirlamiyorum.

The children discovered how to make an affirmative passive sentence and told
the rule. Just as we did so, the teacher in the class called me and told me not to
teach in this way but to write the rules s/he jotted down and the sample
sentences on the board. This act distracted me and I can tell that I got puzzled
in front of the class. It is easy to write a rule on the board but this really
irritated me and I don’t remember how I went on.

In addition to interference by the cooperating teachers, the student teachers reported that
they were anxious when their cooperating teacher saw them as students rather than
teachers, when they criticized them about their teaching techniques which are different
from theirs, when they ask them to change an activity in the last minute, when they had
to teach without a plan because of the cooperating teacher, and when they are too
demanding. The following extract exemplifies how a student teacher is affected from

the demands of the cooperating teacher:

Genelde iyi gidiyorum ama hoca benden siirekli biseyler istiyor. Onu da ver
bunu da ver. Ogrenciyi sustur, tahtaya yaz, vs. Ben hepsini nasil yapayim?
Geriliyorum tabi.

Generally it’s going well but the teacher [the cooperating teacher| asks for
more. teach this and that, keep students silent, write on the board, etc. How can
I handle all of them? Of course, I’m stressed.

Most of these concerns, according to the student teachers, are the results of the fact that
the cooperating teachers are rather old and not innovative about language teaching
methodologies and classroom procedures. In contrast to cooperating teachers’ becoming
old and far from new teaching methods as a source of anxiety, one student teacher
reported that she was experiencing stress because her cooperating teacher is young and
knowledgeable about new trends in language teaching. She explains the situation as

follows:

83



Staj okulumdaki &gretmenin gen¢ olmast ve egitim alanindaki son
gelismelerden haberdar olmasi, bizden beklentisinin daha fazla olabilecegini
diisiindiirdii. Ik uygulama giininde de bu beklentinin var oldugunu
Ogretmenimiz bize belirtti. Daha giincel bilgilere sahip olmamiz gerektigi ve
bunlar1 uygulama becerimiz gozlemlendigi i¢in biraz heyecan duydum. Sahip
olunan bilginin her zaman istendigi gibi uygulamaya dokiilemedigini, ilk donem
uygulamalarinda zaman zaman tecriibbe ettigim icin ders Oncesi biraz
endiselendim.

That our cooperating teacher is young and knowledgeable about the recent
developments made me think that her expectations were high. In our first
practice day, our teacher expressed the existence of this expectation. I felt
excited, as we were to know the recent developments and the application of
these issues were observed. By experiencing at the practices of the first
semester 1 learnt the lesson that it is hard to apply the knowledge we had,
therefore [ was a little anxious before the lesson.

In addition to cooperating teacher effect, supervisor interference was the only anxiety-

provoking situation for one student teacher as stated in the diaries.

4.2.6. Miscellaneous:

Other teachers’ negative ideas about student teachers and students in the classrooms and
some technical issues fall into this category. The results of the analysis indicated that
other teachers in the practicum school were the sources of anxiety experienced by
student teachers. In one case, a student teacher was anxious due to the ideas of other
teachers about their role in the schools. In another case, the student teacher is stressful
about teaching a class, about which she was informed by a teacher in the teachers’ room

just before she entered the lesson. The following extract explains her feelings:

Ders anlatacagim siniftan biitiin 6gretmenleri yaramaz olarak bahsettiler ve ders
dinlemek istemediklerini ve &zellikle Ingilizce 6grenmek istemediklerini
belittiler. Bunlar1 duymak beni endiselendirmisti. ilk hafta gézlem yaparken de
bunu farketmigtim.

All teachers expressed that the class I was to teach was naughty, that they
didn’t want to listen to the teacher and especially that they don’t want to learn
English. I was anxious to hear that. I had noticed that in the first week while
observing.

Certain technical issues were also among the factors contributing to anxiety in student
teachers’ teaching experiences. While one student was concerned about the teaching
material in the book, another student teacher was anxious about the possibility of the

situation that OHP would not work on the day of teaching. Another student, similarly,
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stated experiencing a sudden feeling of anxiety when she saw that the class board was
not magnetic, which was an absolute must for her because she needed to attach her

pictures on. She explains the situation as follows:

Tahtaya resim yapistiracaktim, tahtanin miknatisli oldugunu diistinmiistiim
derse gelmeden ve ona uygun olarak da miknatis gotiirdiim. Ama o da ne?!?!
Tahta miknatisli degilmis. O an elim ayagima dolasti, ne yapacagimi
bilemedim, gozlerim doldu biraz. Allahtan ki siniftan bir kiz “Hocam bant
vereyim mi?” dedi de soguk soguk ter dokmekten kurtuldum. Ve biiyiik bir
minnetle aldim banti. Aslinda bu olay sunu ogretti, her zaman olumsuz bir
durum olursa diye yaninda ekstradan bir seyler bulundurmaliyim. Bunu hemen
beynimin bir kdsesine yazdim.

1 was going to stick some pictures on the board, I thought that the board was
magnetic and I brought the magnets accordingly. Then what!? The board was
not magnetic. I was stunned, I didn’t know what to do, I was about to cry.
Fortunately, a girl from the class offered a roll of tape and I got rid of cold
sweat. I took the tape with great appreciation. Actually, this event taught me
that I should always bring extra materials in case something extraordinary
might happen. I immediately decided to bear it on my mind.

4.3. Summary of the Results in the Light of the Research Questions

The first research question asked ‘What is the level of student teacher anxiety that
student teachers from different majors of study experience?’. As for the answers to the
STAS, the mean scores according to the first administration of the scale at the beginning
of the practicum and at the end of the practicum were as follows: Student teachers from
the English Language Teaching department: 3,57 / 3,14; German Language Teaching:
3,55 / 3,64; French Language Teaching : 3,53 / 3,77; Primary School Teaching: 3,28 /
3,44; Social Sciences Teaching: 3,59 / 3,67; Mathematics Teaching for Primary
Schools: 3,13 / 3,36; Instructional Technologies and Computer Teaching: 3,39 / 3,40;
and Overall: 3,44 / 3,37. The results, then, indicated that student teachers from different
majors of study experience a moderate level of anxiety both at the beginning and at the

end of the practicum.

The second research question asked ‘Is there a difference between the anxiety levels
experienced by student EFL teachers and student teachers from other disciplines?’. The
results of the study showed that student teachers from ELT department were
experiencing significantly higher levels of student teacher anxiety at the beginning of

the practicum and significantly lower levels of anxiety at the end of the practicum. The
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results also showed that student teachers from three foreign language teaching
departments (English, French, and German) were experiencing significantly higher
levels of student teacher anxiety at the beginning of the practicum and significantly
lower levels of anxiety at the end of the practicum. Therefore, the level of anxiety
experienced by student EFL teachers was different from the anxiety experienced by

student teachers teaching in other disciplines.

The third research question of the study asked ‘Does the level of student teacher anxiety
that student teachers from different majors of study experience change throughout the
practicum?’. The results of the study indicated that there was a significant difference
between the anxiety levels of the student teachers from different majors of study at the

beginning and at the end of the practicum.

The fourth research question of the study asked ‘What is the level of foreign language
teaching anxiety experienced by student EFL teachers?’. As for the answers to the
FLSTAS, the mean scores according to the first, second, and third administration of the
scale were as follows: Overall: 2,54 / 2,41 / 2,22; Factor 1 (Relationship with the
mentors): 2,78 / 2,53 / 2,32; Factor 2 (Language proficiency): 2,45 / 2,29 / 2,12; Factor
3 (Feelings about academic competence): 2,26 / 2,13 / 1,99; Factor 4 (Fear of being
criticized by peers): 2,57 / 2,56 / 2,22; Factor 5 (Fear of what others think): 2,46 / 2,33 /
2,18; Factor 6 (Student effects): 2,80 / 2,77 / 2,62. According to the results of the study,
student EFL teachers experience a moderate level of foreign language teaching anxiety
before the teaching practice, after the microteaching experience, and after the practicum

process.

The fifth research question of the study was: ‘Does the level of foreign language
teaching anxiety experienced by student EFL teachers change throughout the practicum
process?’ The results of the study indicated that there is a significant difference among
the anxiety levels of the foreign language student teachers before the teaching practice,
after the microteaching experience, and after the practicum process. As for the six
factors, all factors affecting foreign language student teacher anxiety showed a decrease

at the end of the practicum except Factor 6 (Student effects).
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The sixth research question of the study asked ‘Is there an effect of language
proficiency on the anxiety experienced by student EFL teachers?’ The results of the
study indicated no significant effect of language proficiency on overall foreign language

student teacher anxiety and Factor 3 (Language Proficiency).

The seventh research question asked ‘What are the sources of anxiety experienced by
student EFL teachers?’ The results of the study suggested six main sources of foreign
language student teacher anxiety. The categories with the number of communication
units and percentages are as follows:

X4 anxiety related to students and class profiles (N= 142; 48,1 %)

<> anxiety related to classroom management (N= 58; 19,7 %)

<> anxiety related to teaching procedures (N= 50; 17 %)

<> anxiety related to being observed (N=29; 9,8%)

> anxiety related to mentors (N= 11; 3,7%)

X8 anxiety related to miscellaneous concerns (N=5; 1,7 %)
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5. DISCUSSION

This chapter discusses the quantitative and qualitative findings of the present study
along with the relevant literature on student teacher anxiety, foreign language learning

and teaching anxiety, and foreign language student teacher anxiety.

5.1. Student Teacher Anxiety

In order to find out the level of anxiety of student teachers from different majors of
study at the beginning of the practicum, 403 student teachers were given a ‘Student
Teacher Anxiety Scale (STAS) before they started teaching practice. The descriptive
analysis of the quantitative data showed that student teachers answering the scale were
moderately anxious with a tendency to be highly anxious about the items in the scale at
the beginning of the practicum (M=3, 44). Furthermore, the analysis showed that the
most anxious groups of student teachers were from English Language Teaching and
Social Sciences Teaching whereas the lowest level of anxiety belonged to Mathematics

Teaching for Primary School.

In addition to the descriptive findings, the results of the statistical analysis revealed that
there was a significant difference among the level of anxiety of student teachers from
different departments. In a more detailed analysis, it was found that there was a
significant difference between the anxiety levels of student teachers from English
Language Teaching and Mathematics Teaching for Primary School. To explain further,
student teachers from the English Language Teaching program were significantly more
anxious than student teachers from Mathematics Teaching for Primary School program.
Moreover, the analysis revealed that the anxiety level of student teachers from English
Language Teaching department at the beginning of the practicum was significantly
higher than all other student teachers from the other disciplines (Computer Education
and Instructional Technologies, Mathematics Teaching for Primary Schools, Social
Sciences Teaching, Primary School Teaching, German Language Teaching, and French

Language Teaching). Similarly, when all language-related fields are considered
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(English Language Teaching, French Language Teaching, and German Language
Teaching), the student teachers who were supposed to teach a foreign language had
significantly higher levels of anxiety than student teachers from the aforementioned
programs. Although literature does not suggest any findings related to the possible
differences between the level of anxiety of student teachers of English Language
Teaching program and the other programs or the differences between the level of
anxiety of student teachers from Foreign Language Teaching programs and other
programs, a general conclusion can be made about the significant differences among

student teachers from various disciplines.

In order to find out the level of anxiety of student teachers from different majors of
study at the end of the practicum, the STAS was administered to the same group of
students once again at the end of their teaching practice experience. The descriptive
analysis of the quantitative data, this time, showed that student teachers answering the
scale were moderately anxious with a tendency to be highly anxious about the items in
the scale at the beginning of the practicum (M=3, 37). This finding provides us with the
information that student teachers were still experiencing anxiety although they almost
completed their teaching practicum and delivered a number of lessons as well as making
in-class observations of their cooperating teachers and peers. Furthermore, the analysis
showed that the most anxious groups of student teachers at the end of the practicum
were from French Language Teaching, and the lowest level of anxiety belonged to
student teachers of ELT department. Moreover, the anxiety level of student teachers
from ELT department at the end of the practicum was significantly lower than all other
student teachers from the other disciplines. Similarly, when all language-related fields
are considered (ELT, French Language Teaching, and German Language Teaching), the
student teachers who are supposed to teach a foreign language had significantly lower

levels of anxiety than student teachers from other programs.

The overall findings related to the levels of anxiety is no surprise bearing the fact in
mind that teaching practicum is one of the most important component of the teacher
education programs albeit being the most stressful part as well (MacDonald, 1992). The

findings of this study related to the levels of anxiety correlate with the previous studies

&9



which found that student teachers were moderately anxious about practice teaching
before they start teaching as practitioners (Capel, 1997; Cakmak, 2008). Moreover,
specific studies in the field have proved that when the subject matter differences are
scrutinized, teachers (Murray-Harvey et al., 1999) and student teachers may diverse
from each other in terms of the level and types of the anxiety they experience (Preece,
1979; Ngidi & Sibaya, 2003; Cakmak, 2008). As for the differences across disciplines,
the observed difference might be due to the fact that each department looks at the
implementation of the practicum process from different perspectives, and that there is
not a consistency in the organization of the teaching practice among departments and in

certain cases within a department itself (Paker, 2000).

5.2. Change in the Level of Anxiety among Student Teachers

Although the mean scores for the two administrations of the STAS look similar to each
other (M=3,44 and M=3.37 respectively), statistical analysis showed that student
teachers’ anxiety at the beginning and at the end of the practicum were significantly
different from each other. In other words, the student teachers, regardless of their
program, were less anxious in the second administration. This finding can be explained
by considering the fact that student teachers are gaining a sort of teaching experience
throughout their teaching practicum (Pigge & Marso, 1987; Gardner & Leak, 1994;
Canessa, 2003; Merg, 2004). According to Pigge and Marso (1987), the placement of
the student teachers in the real teaching contexts is a ‘sink or swim’ responsibility for
them. Besides, the student teachers are experiencing the ‘reality shock’ in their actual
teaching experiences which, undoubtedly, cause “intense concerns about self survival”
(Pigge & Marso, 1987, p. 114). Furthermore, Gardner and Leak (1994) asserted that
although teachers experience much of their anxiety at the beginning of their teaching,
intensely on the first day, an early exposure to anxiety may result in “inappropriate
behavior that reduces teaching effectiveness throughout the individual’s career” (p. 30).
This can be supported with the widely accepted notion concerning the novice vs. expert
teacher behavior. It is evident that novice teachers use exact course objectives to shape
structured lesson plans whereas expert teachers’ decision-making skills are formed
according to the needs of the learners together with planning (Westerman, 1991).

Therefore, the student teachers in our context, as novices, might be trying to structure
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their lessons very strictly at first, later might be slightly moving to better and more

flexible lessons through time.

Further analysis, on the other hand, demonstrated that the reason for the significant
decline in the level of anxiety experienced by student teachers was due to the effect of
the change in the scores of the student teachers from ‘English Language Teaching’
program as well as a very slight increase observed in the scores of student teachers from
‘Instructional Technologies and Computer Teaching’ program. The anxiety level of the
remaining student teachers from other programs such as German Language Teaching,
French Language Teaching, Primary School Teaching, Social Sciences Teaching, and
Mathematics Teaching for Primary Schools showed an increase from the beginning to
the end of the practicum. This is an interesting result when the context of the study is
considered. Although the teacher training policies are similar in terms of the lessons
taken, times for teaching, and placement in the practicum schools, some students are
said to be making use of their teaching practicum more effectively than others. The
student teachers from the English Language Teaching program and the student teachers
from Instructional Technologies and Computer Teaching program (to some extent), in a
similar perspective, were using the practicum process as a means to reduce their
teaching anxiety. On the other hand, students from other disciplines were still suffering
from the teaching anxiety. They seem that they are still experiencing the symptoms of

the reality shock.

In order to predict the above-mentioned findings, the researcher conducted further
interviews with the implementers and/or coordinators of the seven programs as the
student teachers in this study come from. It was noted that student teachers from six
programs including German Language Teaching, French Language Teaching, Primary
School Teaching, Social Sciences Teaching, Instructional Technologies and Computer
Teaching, and Mathematics Teaching for Primary Schools did not deliver any lessons
during their microteaching experience. They only observe their cooperating teachers,
write reports of observation, prepare worksheets, and internalize the class and school
rules. On the other hand, student teachers of the English Language Teaching were

delivering lessons by sharing a class-hour with their peers. Therefore, the appearing
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difference might be the result of the higher levels of teaching experience of the student
teachers from the English Language Teaching program, which helped them have a
diminished level of student teacher anxiety at the end when compared to the beginning

of the practicum process.

According to the results of the STAS, student teachers of ELT were the most anxious
group at the beginning of the practicum; however, they were seen as the least anxious of
all groups at the end of the student teaching experience. This can be an indicator of the
very idea that student teachers of English use the practicum process very effectively to
reduce their anxiety which could set a barrier to their teaching in a successful manner.
Furthermore, the findings indicate clearly that foreign language teaching anxiety is a
distinct phenomenon which should be investigated carefully because of the fact that
student teachers from ELT department differs from other fields in terms of the anxiety
experienced throughout the practicum process. Horwitz (1996, p. 367) explains the
distinct nature of language teaching when compared to other disciplines in connection

with the anxiety concept:

Teachers of any subject matter are expected to be experts in that area, and
language teachers, like any other teachers, have some knowledge gaps in their
teaching specialty. But while a mathematics or history teacher can prepare the
material necessary to a specific lesson, language teachers must always be
ready to speak the language in front of the class. If spontaneous language use
is valued, then the teacher will be unable to predict the path any classroom
conversation might take. Thus, there is the possibility of making mistakes and
vocabulary lapses at every moment of every class.

This quotation leads us to the discussion of the findings of the second phase of this

study: foreign language student teacher anxiety.

5.3. Foreign Language Student Teacher Anxiety

The findings related to anxiety experienced by different majors of study indicated that
foreign language student teacher anxiety is a special phenomenon. That is to say, there
are certain domains that make foreign language student teachers more or less anxious as
indicators of their level and types of anxiety during their apprenticeship in foreign

language teaching. As Horwitz (1996) states, all foreign language teachers are language
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learners as well; therefore, it is probable that they are suffering from anxieties that are
the results of the language they are teaching as a distinct construct. Although Horwitz’
(1996) words are for in-service language teachers, it is quite appropriate to generalize it
to pre-service context in which student teachers are both teaching and learning a foreign

language.

Bearing in mind the distinct characteristics of foreign language teaching anxiety in the
pre-service context, this study aimed to measure the level of the anxiety and the types of
anxiety with a separate instrument. The scale, first of all, was administered to the
foreign language student teachers (N= 150) at the beginning of the year, namely before
they performed any teaching tasks. At this time of administration, the student teachers
did not have any formal teaching experience different from demonstrations in front of
their methodology teachers and classmates as their peer teachers. The findings showed
that the student teachers were moderately anxious (M= 2.54). As the analysis suggested,
students to be taught and student teachers’ relationship with their cooperating teachers
and university supervisors caused the highest levels of anxiety among the six factors
(M=2,80 and M=2,78 respectively). On the other hand, student teachers’ feelings about
their self-perceived academic incompetence caused the lowest level of anxiety among
the six factors (M = 2,26). This finding puts forward that student teachers are more
concerned about the potential students they will be teaching in their teaching
experiences just before they started teaching. Similarly, student teachers are
experiencing the stress about their potential cooperating teachers at schools they will be
teaching and their university supervisors, who are also supposed to grade their
performance in planning and teaching. In contrast, student teachers were not fearful
about their academic competence. They probably thought that they were trained well on
how to teach and were feeling themselves quite ready for the teaching work. This may
be due to the fact that they may feel their curriculum provided them with sufficient

information.
Second, the scale was administered to the same student teachers at the end of their

micro-teaching experience and before the practicum. At this time of administration, the

student teachers had some degree of teaching experience, but limited to teaching one
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third of the lesson which they shared with their peer teachers. They also had the chance
to observe their peers and cooperating teachers while teaching. The findings showed
that the student teachers were again moderately anxious (M= 2.41); however, this score
was lower than the score they obtained in the first administration. The analysis
suggested that, this time, once again, students to be taught caused the highest levels of
anxiety among the six factors (M=2,77). This finding suggests that student teachers
were still concerned about the students in their classrooms. Thus, this may be the result
of the facing the ‘real world’ and seeing the ‘real monsters’. Although they had one
semester of teaching, they could not learn to deal with students in the way they
envisaged. On a parallel basis with the first administration, student teachers’ feelings
about their self-perceived academic incompetence caused the lowest level of anxiety
among the six factors for the second administration (M= 2,13). It can be argued that the
microteaching experience gave student teachers the necessary boost to build the self-

confidence about their academic achievements.

The role of the microteaching experience (School Experience II course) is fairly
outstanding based on these findings. It can be seen as a very valuable tool by the student
teachers. This is the course that gives them the chance to be introduced to the teaching
profession (Benton-Kupper, 2001). Almost forty years ago, Allen and Ryan (1969, p. 1)
had defined microteaching as “a training concept that can be applied at various pre-
service and in-service stages in the professional development of teachers”. The concept
of microteaching is still a very ‘in’ concept in teacher training. Although different forms
of microteaching are available, the general philosophy still remains (Benton-Kupper,
2001). Besides, preservice teachers see microteaching as a very meaningful learning
activity and it alleviates the heavy work load of the practicum by providing student
teachers with a rather pressure-free environment to plan, teach, and reflect on their
teaching (Amobi, 2005). In the context of this study, the results supported the
microteaching as a brilliant tool which provides valuable opportunities with the student
teachers. The decline in some of the anxieties after the microteaching experience is the
proof for these comments related to the benefits of the microteaching as one of the

students mentioned during the interviews:
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Ilk donem neleri elestirip neleri elestiremeyeceginizi, nelere dikkat edildigini
ogrendik, ilk donem feedback alirken biraz daha oturdu. Ikinci donem, daha
dogrusu her ders bunlara daha bir dikkat ettik ve ise yaradi.

During the first semester [in the microteaching] we learned what is criticized
and what is more important for you [university supervisors], it was
internalized during the feedback sessions in the first semester. In the second
term [in the teaching practicum], of course in every lesson, we were more
considerate about these and it worked.

Finally, the scale was administered to the student teachers at the end of their practicum
process. In this final administration, the student teachers had almost full teaching
experience which allowed them to teach whole class hours by themselves. In addition,
they had the chance to observe their peers for full class hours and cooperating teachers
while teaching. The findings showed that the student teachers were again moderately
anxious (M= 2,22). Nevertheless, their score this time was lower than the score they
obtained in the first and second administrations. The analysis suggested that, this time,
student teachers were experiencing the highest level of anxiety because of the students
they were supposed to teach (M=2,62). This finding implies that student teachers were
still concerned about the students in the classrooms although they completed their
practicum processes. The aforementioned ‘real world” and ‘real monsters’ were still in
student teachers’ mental world. In correlation with the first and second administration,
student teachers’ feelings about their self-perceived academic incompetence caused the
lowest level of anxiety among the six factors for the final administration (M = 1,99).
These two findings, of course, seem contradictory. In one level, student teachers feel
themselves ‘ready’ to teach, on the other hand, they are still afraid of ‘their students’.
This contrast in their attitude may stem from the fact that they lack the number of hours
of experience which render teachers their self-confidence and higher self-esteem as
teachers. Moreover, an explanation to this finding is the mere fact that students were
taking themselves as the ones at least more knowledgeable than the students they are
teaching. Their lesson plans and discussions with their peers, cooperating teachers, and
supervisors on a classroom teaching might have given them the idea once again that
they are equipped with the necessary knowledge and skills for teaching English as a
foreign language. However, these results must be approached with caution considering

the fact that student teachers are still experiencing anxiety related to their academic
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achievements; the point here is that their anxiety about their academic incompetence is
lower than other types of anxieties.

To summarize, student teachers in this study were experiencing a moderate level of
foreign language student teacher anxiety similar to those student teachers in Oman (EI-
Okda & Al-Humaidi, 2003) and in Korea (Kim & Kim, 2004). However, the possible
change in the levels of anxiety throughout the practicum for both overall anxiety levels
and certain factors contributing to anxiety is worth discussing. The rest of this chapter

will deal with these concerns.

5.4. Change in the Levels of Foreign Language Student Teacher Anxiety

This study also found that there was a significant difference among the three
administrations of the FLSTAS. In other words, the overall anxiety level of the student
teachers was gradually decreasing within the time periods: from the beginning to the
end of the teaching experience. This finding is quite logical and understandable within
the proposal that experience brings lower levels of anxiety. When student teachers
gained experience in teaching, they were more able to deal with various classroom
procedures. The findings of this study positively correlate Mer¢’s (2004) findings
related to student teachers’ problems stemming from their anxiety. On a parallel
perspective, Mer¢ (2004) had found that student teachers’ problems related to anxiety
had reduced noticeably from the beginning of the practicum process at the end of the
practicum. Moreover, Canessa’s (2003) pioneer study that applied experience as a
variable in language teaching anxiety had identified that while non-native foreign
language teachers gain experience, their level of teaching anxiety tend to decrease
gradually. Canessa (2003, p.17) stated that “they [non-native teachers] may feel
empowered by the gratifying thought that no matter how difficult their first years of
teaching experience may turn out to be, things are likely to get better for them”.
Although this statement is for beginning teachers, the findings of this study can easily
adapted to the pre-service context since experience of any king might result in lower

levels of teaching anxiety.
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5.5. Sources of Foreign Language Student Teacher Anxiety

The analysis of the factors affecting foreign language student teacher anxiety obtained
through the survey offered valuable results to explain the process of the teaching
experience of student teachers from the anxiety perspective. The qualitative findings of
the study, on a parallel basis to the quantitative results, revealed six major categories as
the sources of foreign language student teacher anxiety: students and class profiles,
classroom management, teaching procedures, being observed, mentors, and

miscellaneous.

Students to be taught play one of the most evident roles in student teachers’ teaching
experiences and their anxiety as our data suggest. According to the findings, student
teachers experience the highest level of anxiety related to their relationship with their
students at all stages of their student teaching experiences. These findings are highly
correlated to similar studies conducted in different research settings. For example, Kim
and Kim’s (2004) student teachers were concerned about their interaction with the
students they were supposed to teach. The study also showed that there were no
statistically significant differences among the three stages of the teaching practice when
the effect of students to be taught as the predictor of foreign language student teacher
anxiety is taken into consideration. This means that at any stage of teaching, how much
experience the student teachers are supposed to have gained, their concerns continue till
the end of the practicum. According to Kim and Kim (2004), student teachers may feel
uneasy when they teach specific types of students: unmotivated ones, uninterested ones,
the ones who lived in English-speaking countries before joining their classes. As Kim
and Kim (2004, p. 176) state, “a few poorly motivated students can ruin the class
atmosphere”. The student teachers cannot know when those students will be poorly
motivated or highly uninterested; therefore, they worry about these possible obstacles
throughout their teaching practicum. In accordance with these findings, earlier studies
reached similar conclusions on this specific theme such as acceptance by the pupils
(Thompson, 1963); pupil disruption levels in class (Hart, 1987); hostile comments from
students and providing inadequate answers to students’ questions (Gardner & Leak,
1994); interpersonal relationships with the students (Beach & Pearson, 1998); dealing
successfully with misbehaving pupils (Swennen, Jorg & Korthagen, 2004); meeting the
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needs of the diverse needs of the learners, violence and outside hate of the students, and
lack of respect (Rieg et al., 2007); and maintenance of students’ attention throughout the

course and motivating the students (Cakmak, 2008).

The qualitative data analysis suggested that classroom management was an important
contributing factor to foreign language student teacher anxiety. Classroom management
is one of the key concepts in student teaching (Preece, 1979) or in any type of teaching
experience (Emmer & Stough, 2001). According to Veenman (1984), classroom
management including time management was the most frequently reported and the most
serious problem among beginning teachers. Later studies found classroom management
as one of the major concerns of student teachers (Kwo, 1996; Capel, 1997; Mau, 1997,
Valdez et al., 2000; Aydin & Bahge, 2001; Chepyator-Thomson & Liu, 2003; Merg,
2004). For instance, Cakmak’s (2008) findings on student teacher concerns merely
focused on the impact of classroom management on the success of student teaching.
According to Cakmak (2008), the reason for the high number of concerns in this
category is the courses about classroom management, which could be revised according
to the needs and expectations of the prospective teachers. Besides, Chepyator-Thomson
and Liu (2003) claim that student teachers in their study gained the ability to control the
classroom after spending a great deal of time in an eight-week teaching practicum.
Furthermore, most student teachers in this study indicated that they were experiencing
anxiety related to classroom management and time management. Murray-Harvey et al.
(2000) indicate that student teachers are highly concerned with their abilities in
managing the time and managing the class. Therefore, it can be assumed that student
teachers might be experiencing problems related to these issues since they were highly
stressful and concerned about them. Similarly, Mer¢ (2004) had identified classroom
management and time management as the most frequently identified problem by the
student teachers themselves. Rieg et al. (2007) also documented that student teachers
were asking themselves the following crucial questions: ‘What if my lessons are too
long or too short?’. Thus, it is not surprising that student teachers in this study were
experiencing a high level of anxiety related to these classroom issues. The situation can
also be explained through the appropriate use of decision-making skills of student

teachers. As literatures suggests, student teachers are motivated to adapt their lesson
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plans according to timing and classroom management in comparison with more
experienced teachers (Vanci Osam & Balbay, 2004). Hence, it is not surprising that
time management and classroom management are the two noticeable sources of anxiety.
In addition, varied teaching contexts, such as cooperative learning or inclusion settings
require effective and flexible classroom management skills (Emmer & Stough, 2001).
When the nature of foreign language classrooms considered, in which learners are
intensely organized in pairs and groups, it is quite normal that student teachers with

limited classroom management skills suffer from higher levels of anxiety.

The analysis of the survey data put forward that student teachers’ relationship with their
mentors, namely the cooperative teachers and the supervisors, was a causal factor for
the anxiety experienced by the practitioners. Qualitative analysis of the data also yielded
to findings related to the role of the supervisors and the cooperating teachers. Although
the supervision component is not directly taking its place in actual classroom teaching
atmosphere, student teachers feel anxious about being observed by their supervisor at
least once throughout their teaching practicum. Of course, a high level of anxiety of
being observed by their supervisors would create pressure on the student teachers that
might result in an unsuccessful lesson. In earlier studies dealing with student teachers’
concerns, it was also identified that supervisors had a key role in student teacher
anxiety. Considering the nature of foreign language classrooms in which student
teachers are supposed to deliver their lessons in English, it is quite probable that student
teachers were anxious about making mistakes in front of their teacher, the university
supervisor. However, one must note that fear of being observed may not be limited with
the novice teachers and student teachers. Many experienced teachers may share their
sentiment. Concerns related to cooperating teachers, on the other hand, center on the
relationship of the student teachers with them. These problems, according to the
findings of this study, are because of the differences between how student teachers
perceive practice teaching and how cooperating teachers perceive student teachers’ roles
in practicum. However, according to Murray-Harvey et al. (2000), quality of the
cooperating teacher is the key element for success in the practicum. However, according
to Paese (1984), cooperating teachers often do not have effective observation

techniques, do not know what to observe, or which student teacher behaviors to try to
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change and which to try to develop further, and thus, they have a limited effect on
changing student teachers’ behavior in the classroom. Similarly, high expectations of
the cooperating teachers related to lesson planning and classroom management as well
as ineffective modeling of the cooperating teachers are the two factors contributing to
stress and failure in student teaching (Rieg et al., 2007). The cooperating teacher’s
anxiety and attitude toward the profession of teaching directly manipulate the preservice
teacher’s anxiety and vital attitude about the teaching job (Woolley, Woolley & Hosey,
1999). On the other hand, student teachers find observing cooperating teachers
enjoyable and beneficial especially when they are given the chance to make comments
on their teaching and have a chance for discussion of the classroom events, specifically
occurrences related to classroom management and teaching styles (Anderson, Barksdale
& Hite, 2005). Therefore, when cooperating teachers are more open and flexible about
discussing their own classroom applications with their student teachers, it is possible
that student teachers will experience lessened levels of anxiety related to their
cooperating teachers. The overall understanding of the relationship between these two
sides should be, then, learning from each other rather than criticism of each other.
Cooperating teachers, indeed, should see the practicum as “a genuine professional
development opportunity” (Hastings, 2004, p. 146). From another perspective, the
student teachers can be seen as the students of the supervisors and cooperating teachers.
Thus, when the findings from language learning anxiety research, which suggest that
the higher the students' evaluation of their teachers as supportive, encouraging, and
understanding, the lower the students' level of anxiety in foreign language learning
situations (Abu-Rabia, 2004). The negative evaluation of the supervisors and the
cooperating teachers by the student teachers, then, might be an explanation for the

anxiety of the student teachers stemming from their relationships with their mentors.

Moreover, the students’ anxiety related to their relationship with their mentors was
significantly higher at the beginning of the teaching practice than the end of the
microteaching experience and at the end of the practicum. On the other hand, student
teachers were experiencing a similar level of anxiety related to their mentors at the
beginning and at the end of the practicum. One possible reason for this situation might

be that student teachers were getting used to working with their mentors during the
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micro-teaching experience. Once they saw that the two types of mentors are there to
help them rather than to judge them, they might have a feeling of relief, knowing that
they would study with similar teachers for the second term, their concerns come to a

lower level.

Student teachers’ anxieties related to their self-perceived academic incompetence was
also prominent. Academic incompetence, in this context, refers to lack of any kinds of
theoretical knowledge and practical skills of the student teachers. Literature on student
teacher anxiety also suggests that academic and professional concerns lead to certain
levels of anxiety (Williams, 1991; Merg, 2004; Bell, 2005; Rieg et al., 2007) and 1is
chiefly called professional concerns anxiety (Hart, 1987).

Rieg et al. (2007) reached similar findings with their student teachers in terms of the
anxiety related to academic incompetence. According to them, content knowledge and
pedagogy are the two contributing factors to student teacher anxiety. The students were
asking the following crucial questions which are almost identical to the findings of this
study: “What if I cannot answer their questions? What if I make a mistake?” (Rieg et
al., 2007, p. 216). In contrast with factors such as relationship with mentors and
language proficiency, student teachers’ concerns related to their academic incompetence
showed that it is a real worry at the beginning stages of the teaching experience and
does not easily decrease throughout the teaching experience. In fact, academic
incompetence is the least concern to the student teachers in all periods of teaching
experience; nevertheless, the students constantly suffer from the feelings of anxiety
related to this concept. Although the student teachers think that they know better than
the students they are teaching or they feel self-confidence about the theoretical
knowledge and practical skills they possess, they always have a certain degree of stress
about their knowledge and skills. This might be due to the feelings of facing an
unexpected situation in which their knowledge and skills would not suffice to survive.
For example, one of the items in this factor is about the pair and group work
organizations. If a student teacher has hesitations about these kinds of organizations,
s/he might think about it at any stage of teaching. Student teaching experience, hence,

does not give him/her the required familiarity and comfort.
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Both the survey results and the diary entries by the participant student teachers indicated
the existence of a sort of anxiety caused by their peers. Peer, in our context, refers to the
other student teachers who are placed in the same practicum schools, and who are
required to work collaboratively with each other. In effect, peer teaching is one of the
components of practice teaching and peer observation partnerships can help teachers
develop their teaching practice, alter their educational perspectives, and build up
collegiality (Bell, 2005). Especially in microteaching experience, the student teachers
are placed in groups and are required to teach collaboratively. This also brings out
certain concerns related to being criticized by peers. The existence of this phenomenon
as one of the factors explaining the student teacher anxiety is quite common in similar
studies regardless of context or discipline. However, specifically for foreign language
teaching environment, the criticism by peers can be higher due to the fact that student
teachers need to complete certain tasks in a foreign language such as writing a lesson
plan, delivering a lesson in a foreign language, etc. Teaching practicum consists of
others as individuals: peers, cooperating teacher, university supervisor, other teachers in
the school, and students. Their ideas about a student teacher’s performance are also
important for him/her. In fact peers play an important role in the professional
development of the student teachers within the concept of ‘peer coaching’. Anderson et
al. (2005) list the benefits of peer coaching as increasing preservice teachers’ sense of
professionalism, reducing teacher burnout, improving retention, increasing ability to
reflect, affecting students’ learning positively, and building collegiality. Moreover,
peer-coaching results in lower levels of anxiety related to teaching (Williams, 1991).
Nevertheless, the failure is due to the misuse of the opportunity to benefit from one
another’s experiences. If, then, student teachers can make use of this opportunity to
coach each other, it will provide them with the maximum benefit in developing
themselves as teachers. Furthermore, these two factors contributing to anxiety (fear of
criticism by peers and fear of what others think) can be explained through socio-cultural
point of view as well as a psychological point of view. From a socio-cultural angle, as
members of a collectivist society, Turkish people are very concerned about others’ ideas
at any task in their daily lives (Goregenli, 1997). Therefore, one can expect its
reflections in teaching practice applications, too. In other words, the effect of culture

has a noteworthy role in practice teaching. Murray-Harvey et al. (1999) claimed in their
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study that cultural differences are quite possible and important in examining the stress
factors in teaching. Their Singaporean teachers were experiencing significantly higher
levels of anxiety than their Australian peers as the ones coming from a more exam-

oriented and less risk-taking culture (Murray-Harvey et al., 1999).

Another unique factor contributing to certain levels of teaching anxiety among the
student teachers is the fear of being observed. However, the arguments presented here
solely cover the fear of being observed without the inclusion of any other affective
factor. Not only the qualitative data but also the survey results showed that being
observed is a great concern to student teachers. Being observed, in our case, refers to
the existence of the cooperating teacher and peers in the classroom while a student
teacher is delivering a lesson as well as visits from the supervisors from time to time.
All these observations are for both providing feedback and evaluating student teachers’
performance except observations by peers. Although student teachers are
knowledgeable about the fact that they would be observed for their performance
throughout the practicum process, they are helpless when it comes to observation by
their mentors. This finding is similar to studies conducted before in terms of the
condition that being observed and evaluated is the highest concern to student teachers
(Thompson, 1963; Hart, 1987; Capel, 1997; Capel, 1998). Certain explanations can be
made for this situation. According to Kim and Kim (2004), teachers are sometimes
anxious because they lack self-confidence and they are quite conscious that they are not
self-confident enough about their language and teaching skills. The case may be similar
to student teachers in this study. Lack of self-confidence might have led these student
teachers to high levels of teaching anxiety. What's more, the aforementioned discussion
related to the socio-cultural basis of anxiety applies here as well. The Turkish students -
student teachers are still students in our case- are very much exam-oriented, and being
aware of the fact that their performance in teaching would turn into grades might have
created a lot of stress on them. One of the student teacher mentioned about this during

the interview as:

Not konusunda biraz daha rahat birakilabilir diye diisiiniiyorum. Ciinkii
hepimizin, ben kendi arkadaslarimdan da gordiigiim kadariyla, not sorunumuz
var. “Aman geger miyiz, son sinifta birakirlar m1? Cok sikiyorlar, devamsizlik
bile yapamiyoruz” durumlar var, belki biraz daha rahat birakilabilir.
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1 think they [university supervisors] can be more flexible about grading
because all of us, as far as I observed in my peers, have concerns about
grades: ‘Will we able to pass?’ or ‘Will they make us fail?’ They are very
strict; we don’t even have the chance of not attending. Maybe it can be more
flexible.

Moreover, it was found in the analysis that there were significant differences among the
time periods in terms of fear of being criticized by peers and fear of what others think
except the first and the second administration for the former and except the first and the
second administration and between the second and the third administration for the latter.
The results put forward that student teachers’ fear of being criticized by their peers and
others continued until they were almost over with their teaching experiences. The
aforementioned explanation related to the socio-cultural aspect of practice teaching play
its role in these findings, too. Student teachers’ concerns related to their peers and other
human constituents of the practicum are present at almost all stages of the teaching

experience.

5.6. Foreign Language Student Teacher Anxiety and Language Proficiency

One of the important findings of this study was that language proficiency level of the
student teachers did not correlate with their levels of foreign language student teacher
anxiety. The quantitative analysis did not indicate any significant correlation. However,
the student teachers’ anxiety related to their language proficiency was significantly
higher at the beginning of the teaching practice than the end of the microteaching
experience and at the end of the practicum. On the other hand, student teachers were
experiencing a similar level of anxiety related to their language proficiency at the
beginning and at the end of the practicum. These findings can be explained that student
teachers were concerned about their proficiency level in English. Most probably, they
were asking themselves questions like ‘What if I cannot speak English in the class?’,
‘What if I make mistakes?’ etc. According to Horwitz (1996), foreign language teachers
suffer from language issues because they are not strongly motivated or because they try
to reach an idealized level of proficiency in the language. However, once they start
teaching and see that they do not have trouble using English in the classrooms, they feel
less concerned about the language issue. From another perspective, these student

teachers might think that they are better in language proficiency than the students they
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are teaching, which may give them the confidence to think they needn’t worry about
their proficiency in English; however, let us not forget that they still do feel anxious
about them. Furthermore, when the analysis was double-checked by correlating the
language proficiency scores of the participants with their anxiety scores on statements
about language proficiency (Factor 3), once again, it was found that language
proficiency level of the student teachers did not have any relationship with their levels

of foreign language student teacher anxiety.

When the findings of this study related to language proficiency are considered, contrary
to common belief, anxiety level of the student teachers did not increase as their
proficiency level decreased. According to Horwitz (1996), language teachers are seen as
language learners and are supposed to have fears related to their language proficiency.
Ironically, student teachers answered statements related to language proficiency, and
language proficiency was found as one of the factors contributing to anxiety in this
study. When they are seen as language learners, the effect of low language proficiency
on higher levels of anxiety is probable as documented by several language learning
anxiety studies (Aida, 1994; Ganschow et al., 1994; Saito & Samimy, 1996; Ganschow
& Sparks, 1997; Sparks et al., 1997; Onwuegbuzie et al., 2000; Chen & Chang, 2004;
Bernaus & Gardner, 2008; Brown, 2008; Dewaele et al., 2008). In a very recent work,
on the other hand, it was found that high levels of anxiety did not result in low

achievement in foreign language learning (Marcos-Llinas & Garau, 2009).

One possible explanation to this finding might be the situation that student teachers with
higher levels of proficiency level were experiencing higher levels of anxiety or vice
versa. Maybe, more proficient student teachers felt themselves more responsible about
language-related issues in teaching. They were more concerned about making mistakes
because they know that they are good at English and they mustn’t make mistakes in the
classroom or in their lesson plans as it is the case for language learners (Marcos-Llinas
& Garau, 2009). Moreover, the dilemma is provoked by the fact that they are usually
looked upon as authorities of the subject matter they teach, i.e. English, and are
habitually likely to provide accurate models of language performance for their students

(EI-Okda & Al-Humaidi, 2003). Another possible explanation about this finding can be
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the situation that student teachers did not care about their language proficiency and its
effect on their lesson plans and lessons. Most probably, they thought that students, at
any class, are less proficient than themselves. The findings of this study, then, contradict
with the other studies in the field in terms of language proficiency effects. To illustrate,
the Korean student teachers in Kim and Kim’s (2004) study suffered from productive
skills such as writing and speaking, and this led to higher levels of anxiety. However, no
earlier study in the field measured the proficiency level of the participants or used
perceived language proficiency scores. Therefore, this study presents unique results in

terms of the possible correlation of the measured language proficiency and anxiety.
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6. CONCLUSION

This chapter consists of a brief summary of the study at the risk of sounding repetitive
as well as the conclusions drawn based on the findings of the study. It also presents
some suggestions for student teachers, cooperating teachers and university supervisors
as mentors as well as some implications for the teacher education programs. Finally,

some suggestions for further research are provided.

6.1. Summary of the Study

This study, first of all, aimed to find out whether foreign language student teacher
anxiety was different from the anxiety experienced by student teachers from other
disciplines. Second, it aimed at developing a valid and reliable scale measuring the level
of foreign language student teacher anxiety. Third, it aimed to find out the level and
sources of foreign language student teaching anxiety experienced by Turkish EFL
student teachers through both quantitative and qualitative measures. Fourth,
investigating the change in the level and sources of anxiety experienced by foreign
language student teachers throughout the teaching practicum process was among the
purposes of this study. Finally, the relationship between language proficiency level of
foreign language student teachers and the level of anxiety they experience was

examined.

Based on the specific purposes of the study stated above, the following research
questions were formed:

1. What is the level of student teacher anxiety that student teachers from different
majors of study experience?

2. Is there a difference between the anxiety levels experienced by student EFL teachers
and student teachers from other disciplines?

3. Does the level of student teacher anxiety that student teachers from different majors

of study experience change throughout the practicum?
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4. What is the level of foreign language teaching anxiety experienced by student EFL
teachers?

5. Does the level of foreign language teaching anxiety experienced by student EFL
teachers change throughout the practicum process?

6. Is there an effect of language proficiency on the anxiety experienced by student EFL
teachers?

7. What are the sources of anxiety experienced by student EFL teachers?

To answer these research questions, 403 student teachers from seven different
departments answered a Student Teacher Anxiety Scale (STAS) at the beginning and
348 of them toward the end of the teaching practice experience. Moreover, 150 student
teachers from English Language Teaching major were given a Foreign Language
Student Teacher Anxiety Scale (FLSTAS) at three different times: before teaching
experience, after microteaching experience, and after the practicum. At the same time,
student EFL teachers were asked to keep diaries documenting their anxieties throughout
the practicum process. Towards the end o the practicum, 30 of these student teachers

were interviewed.

6.2. Conclusions of the Study

Considering the answers to the research questions listed above and according to the
methodological design of the study, the following conclusions can be drawn. These are
the general conclusions and have been formed in the form of a summary. For more
information about the specific findings and a detailed discussion, please see Chapter 4
and Chapter 5 respectively.

<> Student teachers from seven departments (Computer Education and Instructional
Technologies, Mathematics Teaching for Primary Schools, Social Sciences Teaching,
Primary School Teaching, German Language Teaching, French Language Teaching,
and English Language Teaching) are moderately anxious at the beginning and at the end
of their teaching experience.

<> Student teachers from foreign language teaching departments (German

Language Teaching, French Language Teaching, and English Language Teaching) are

108



significantly more anxious than their peers from other subject matters. Besides, student
teachers from ELT department are significantly more anxious than all other student
teachers from different disciplines.

<> Student teachers, regardless of subject matter, are significantly less anxious
at/toward the end of the practicum than the beginning of the practicum. However, when
subject matters are considered, student teachers from ELT department have
considerably lessened levels of anxiety as the student teachers from ITC department,
who tend to show a slight decrease as well. All the other student teachers, on the other
hand, experience similar or higher levels of anxiety at the end of the practicum.

<> Student EFL teachers experience a moderate level of foreign language teaching
anxiety before the teaching practice, after the microteaching experience, and after the
practicum process.

<> The foreign language teaching anxiety level of the student EFL teachers is
significantly lower after the microteaching experience than its level at the beginning of
teaching practice and lower at the end of the practicum than its level after the
microteaching experience.

<> When it comes to the sources of foreign language student teacher anxiety, the
students to be taught whom student teachers struggle to teach play the most crucial role
as a factor causing anxiety. Although it is not a factor special to foreign language
teaching, it is noteworthy that trying to satisfy these students academically is very
important for student teachers. Not being familiar with students, the class profile, and
student needs are the outstanding sources of anxiety. In addition, students’ unfamiliarity
with them and their perception of the student teachers as students rather than teachers
cause a degree of concern on student teachers. Existence of students with disruptive
behavior in the classrooms also brings about anxiety. Teaching young and/or low
proficient learners can also be counted as factors contributing to student teachers’
anxiety. Moreover, the anxiety caused by students seems to be constant throughout the
teaching practicum.

<> Student teachers’ relationship with their mentors is a factor contributing to their
anxiety. It tends to diminish towards the end of the practice teaching when students gain

experience in teaching. Student teachers are basically worried about their supervisors’

and cooperating teachers’ negative comments on their performance. Moreover, their
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relationships with their cooperative teachers are among the sources of problems
analyzed within this category.

X Classroom management is another source of anxiety for student teachers.
Maintaining discipline in the classroom, managing the time, pacing the lesson and
dealing with noise are among the most important points as the anxiety-provoking
factors in student teaching.

<> Feeling of academic incompetence is a source of anxiety for student EFL
teachers. This portion of problems consists of several classroom applications bringing
together the theoretical knowledge and practical skills of the student teachers. This
anxiety especially appears when student teachers are required to teach a difficult
language skill or a subject in their lessons. Besides, being able to meet students’
expectations successfully and fulfilling the fundamental aspects of classroom teaching
such as using their voice effectively, organizing pair- or group-work activities, using L2
in the classroom, and giving comprehensive instructions.

<> Being observed by their cooperating teachers, university supervisors, and their
peers is another factor contributing to anxiety for many student teachers. Since it is
included in the content of the teaching practice, almost all student teachers experience it
at least once throughout their apprenticeship.

<> Finally, language proficiency of the student EFL teachers is a source of anxiety.
The concept shows itself in contexts where student teachers need to perform actions in
English such as writing lesson plans or delivering lessons in L2. However, language
proficiency is not a predictor of language teaching anxiety. In other words, high level of

language proficiency does not mean low level of anxiety or vice versa.

6.3. Implications for Teacher Education Programs

According to MacDonald (1992), when the concerns of student teachers are taken into
consideration in a teacher education program, it is quite probable to reach a more
meaningful and relevant practicum experience for student teachers. Therefore, student
teachers’ emotional and affective state of mind should be taken into consideration in
student teacher placement in the teaching practicum. Student teachers with similar
personal characteristics might be brought together as teaching partners as a way of

taking emotional and affective states of teacher candidates. Since the aim of this study
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was to explore the existence of foreign language student teacher anxiety along with its
sources, the findings are capable of drawing a number of implications for the teacher
education programs. When the differences among the anxiety levels of the student
teachers from different disciplines are taken into consideration, it can be suggested for
the faculties that they organize orientation sessions for the mentors and supervisors in
order to establish consistency in the implementation of the teaching practice courses
(Paker, 2000). If these sessions are already held, refining of the consistency in the

implementation of the practicum should be taken as a discussion point.

When findings of this study and the previous studies in the Turkish context are
considered (Merg, 2004; Yuksel, 2008), the student teachers seem to be suffering from
limited practice opportunities. Therefore, a lengthened practicum can allow student
teachers the necessary time to complete reflective processes and certain pedagogical
issues rather than only recognizing problems but not having enough time to try to cope
with those problems (Lee & Loughran, 2000). Furthermore, as a vital component of
teaching practice, microteaching is very important for student EFL teachers’ developing
themselves as language teachers (Allen & Ryan, 1969; Benton-Kupper, 2001; Amobi,
2005). However, it does not offer a solution to the problems and diminishing of the
anxieties experienced by student teachers. What teacher education programs can do is to

help their student teachers to make use of the experience as much as possible.

Although pre-service teachers' and novice teachers' classroom stressors are well-
defined, it is imperative to understand that the methods in which to assist in relieving
and/or alleviating these pressures are made available, as well (Rieg et al., 2007). In
response to anxieties resulting from mentors, Bourke (2001) suggests that the university
can organize a mentoring course for supervisors and cooperating teachers to make sure
that their theoretical and methodological backgrounds are in mutual levels of
understanding. Furthermore, Murray-Harvey et al. (2000) suggest that supervisors
might reduce their pressure on student teachers since student teachers take supervisors
as the major reference for their teaching behavior. Suggestions from student teachers

interviewed may explain the situation more clearly:
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Daha 1limli davransinlar. Mesela 6grenci sinifta sunumunu yaparken, dersini
anlatirken Ogrencilere gozleme gelen hocalarin hicbiri 6grenciye miidahale
etmesin. O bir kez oldugu zaman bir daha kopuyorsunuz hocam, o ¢ok kotii
oluyor.

They [university supervisors] should behave more moderately. For example,
the university supervisors observing the student teacher should not interfere
with the students while they are teaching. When this happens, you’re broken
away, and it’s very bad.

Another implication based on the findings of this study is for the pre-practicum courses
in teacher education programs. Student teachers experienced anxiety when what they
faced in real classrooms did not correspond to or deviated from what they had learned in
their courses or when they could not find the solution to the problem in their repertoire
of English language teaching. Therefore, it is vital for teacher education programs to
make connections between theoretical and methodological issues. The best place for
this type of education is the methodology courses where student teachers are introduced
to language teaching methodologies, several teaching and classroom techniques.
Halbach (2000) states that it is quite important to find an appropriate teaching
methodology in teacher education courses since student teachers are likely to take
teacher trainers’ teaching behaviors as models for their own teaching. For example, the
‘Fundamental Aspects of Language Teaching’ course, which the student teachers were
not given because the curriculum did not include, can put greater emphasis on teaching
certain classroom applications such as classroom management, using voice effectively,
organizing the class in different activities, using L2 in the classroom, and giving
instructions. One of the student teachers’ complaints about the ineffectiveness of a tactic

she was taught is noteworthy:

Soyle bir sey yok Milli Egitim’de; siz herkes konusuyorsa hadi bakalim 5
dakika sessiz durun size dikkatini verecektir. Oyle bir sey yok. XXX
arkadasimiz bunu denedi 5 dakika ellerini bagladi, bekledi ve c¢ocuklar
susmadilar, XXX aglayarak siniftan ¢ikti. Bu tarz metotlarin uygulanabilirligi
olanlarin bize verilmesini istiyorum.

The state schools do not have this: Stay silent for five minutes if everyone in
the class makes noise; and then they’ll give you their attention. No! It doesn’t
work! One of my peers tried it; she tied her arms for five minutes, waited, but
the students did not stop. She went out of class crying. I want to be trained
with techniques that are applicable in the classrooms.
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In such courses, the students need to be taught discretion and need to learn how to make
the right choice in different teaching environments. Similarly, A course like ‘Teaching
English to Young Learners’ offered at Anadolu University should try to equip student
teachers with the know-how so as to meet the expectations of the children. It is worth

mentioning to quote a student teacher’s words about this issue:

Bu acimasiz bir elestiri olabilir ama biz Cocuklara Yabanci Dil diye bir ders
goriiyoruz ve derste kukla dikiyoruz ya da kiip yapiyoruz mesela. Ben bu
kiiplin etrafin1 kagitla saracagima c¢ocuga ne derece nasil basit bir dil
kullanabilirim bunu égrenmemiz ¢ok daha iyi olur bizim i¢in. Ornegin reading
goriiyoruz, listening goriiyoruz  biitlin  skillleri  6greniyoruz  nasil
uygulayacagimizi ama bunlar genelde daha ileri siif &grenciler ig¢in Bir
dordiincii simif dgrencisine listening yapamiyoruz, ¢ok zorlaniyorlar, yeni
gordiikleri igin. Bence biraz daha alt seviyelere Ingilizce nasil &gretilir
bununla ilgili daha 6grenciye yardimci ¢alismalar yapilsa ¢ok daha iyi olur...
This can be a harsh criticism but we take a course titled ‘Teaching English to
Young Learners’, and in this course we tailor puppets or make cubes. Instead
of clothing that cube with a piece of paper, I would prefer learning how to
simplify my language to fit in the children’s level. For example, we learn how
to teach reading, listening, and all other skills; but these are generally for
higher levels. We are having trouble to teach listening to the 4™ grade
students, they're having hard times because it’s new for them. I think there
must be practices related to teaching English to lower levels of proficiency;
it’s better ...

Finally, teacher education programs can add a reflection component to the teaching
practicum providing teacher trainees with opportunities to discuss their teaching
experience what they have learnt throughout their education (Merg, 2004). Similarly,
the importance of reflection as a part of teaching practicum is emphasized within the
idea that when student teachers are given the opportunity to reflect on their teaching
behavior, they are also given the chance to evaluate their teaching and develop their
decision making skills Gebhard (1990). Student teachers’ reflecting on their practicum
experiences enhances their learning since it gives them the opportunity to identify what
is significant to them about their classroom experiences (Dubbins, 1996). Bearing all
these in mind, reflection can be a chance for reduced levels of anxiety and a stress-free
teaching practicum. The best place for reflection can be the ‘Microteaching’ and
‘Macroteaching’ courses, as parallel courses to ‘School Experience’ and ‘Teaching
Practicum’ courses respectively, set in the syllabus of the English Language Teaching

Program at Anadolu University. When these courses are placed well on the weekly
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schedules of the student teachers, the lesson plan conferences and reflection sessions
can be employed effectively, which would, no doubt, result in a better teaching practice

and lower levels of student teacher anxiety.

6.4. Suggestions for Student Teachers, Cooperating Teachers, and University
Supervisors

Although Chapter 5 and the previous sections of this chapter provide certain
suggestions and recommendations for teacher education program designers related to
foreign language student teacher anxiety, they do not directly address the student
teachers, cooperating teachers, and supervisors as the human components of teaching
practice. The following suggestions are a combination of the ones made by the student

teachers during the interviews and the ones obtained from previous research.

6.4.1. Suggestions for Student Teachers:

<> Recognize your own and your peers’ feelings of foreign language teaching
anxiety,
<> Never feel that all kinds of anxiety are harmful, a certain level of anxiety may

help you become more responsible and encouraged,

<> Be aware that learning how to teach is a life-long, on-going process and that the
practicum is just the first step of a long journey in professional growth,

<> Accept the fact that a native-like competence in the target language need not be
your crucial ambition as a non-native language teacher since you have also been taught
this language mostly by non-native teachers. This does not mean that you should try
your best to improve your proficiency in the target language,

<> Avoid underestimation and/or overestimation of your target language
proficiency as well as your language teaching capabilities,

<> Do not hesitate to use English in your lessons even if you make mistakes or your
students seem confused; it is a practice for you and exposure for your students,

*

> Become more aware of the language learning process,
<> Transform your theoretical knowledge related to classroom teaching into
practice as much as possible so that you will be better motivated to teach,

<> Practice relaxation exercises before anxiety-provoking situations,
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<> Be supportive of your peers and your students,
> Reflect on your own experiences by writing diaries documenting your teaching
experience as reflection will make you more mature both as an individual and as a

teacher.

6.4.2. Suggestions for Cooperating Teachers:

<> Be aware of the anxieties your student teachers might experience bearing in
mind the fact that you may also experience anxiety from time to time in your own
courses,

<> Be supportive of your student teachers and perceive their role as colleagues
rather than students,

<> Avoid superfluous negative comments during feedback sessions.

<> Use practical reasoning during those feedback sessions to improve student
teachers’ practical argument so that they may be able to uncover student teachers’
unspoken beliefs about language learning and teaching and help them change these
beliefs,

<> Attend any meetings, courses, or seminars regarding student teaching to follow
the new trends in teacher education,

<> Take teaching practicum as an actual opportunity for your professional
development and get the maximum benefit from what your student teachers bring with
them from the university,

> Make sure that you are important because good teaching “is a product that must

be certified by an acknowledged expert” (George, Worrell & Rampersad, 2002, p. 301).

6.4.3. Suggestions for University Supervisors:

<> Be aware of the anxieties your student teachers might experience bearing in
mind the fact that you are also experiencing anxiety from time to time,

<> Create a non-threatening and understanding ambiance for teaching practice,

<> Provide a lot of support to student teachers during this initial stage of learning
how to teach,

<> Inform student teachers in advance about what you expect from them to ensure

that they are not surprised in the mid-way,
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X/

> Avoid superfluous negative comments during feedback sessions,

<> Try not to compare student teachers with each other since competitiveness might
be harmful at the early stages of teaching,

<> Use practical reasoning during those feedback sessions to improve student
teachers’ practical argument so that they may be able to uncover student teachers’
unspoken beliefs about language learning and teaching and help them change these
beliefs,

X/

> Encourage collaboration, peer coaching and sharing of ideas,

<> Organize orientation sessions for your student teachers even by including
cooperating teachers if possible,

<> Attend any meetings, courses, or seminars regarding student teaching to follow
the new trends in teacher education,

*

<> Use alternative assessment tools such as reflective teaching portfolios,

<> Try hard to multiply your visits to practicum schools to make your presence in
the class more familiar for student teachers,

<> Make sure that you are important because good teaching occurs when “the
various components of a lesson have been well executed by a trainee, as determined by

the supervisor” (George et al., 2002, p. 301).

6.5. Suggestions for Further Research

This study is one of the first studies that focused on foreign language student teacher
anxiety, and there are several gaps to be filled within the scope of this issue. Therefore,
a lot more research needs to be conducted to better understand the concept of anxiety
from student teachers’ perspective. The following are some suggestions for further

research on foreign language student teacher anxiety:

This study is limited to student teachers completing their teaching practice at Anadolu
University, Faculty of Education. There are many teacher education programs all over
Turkey. Further studies should focus on investigating student teachers’ anxiety in one or
more of these institutions. Conducting other studies with other student teachers and
comparing the results of these studies with this study would provide much better

understanding of the concept.
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The results of this study revealed that student teachers from different subject matters
experience different levels of anxiety. It was also found that student teachers’ anxiety
changed from the beginning of the teaching practice to the end. However, these findings
are not enough to make generalizations about these conditions. Further studies should
be conducted with student teachers from a variety of disciplines both in the same
research context as a replication study and in different teacher education institutions.
Besides, the findings related to student teacher anxiety of student teachers from various
disciplines were obtained only through quantitative means. It is strongly recommended
that further research employ qualitative means as well as quantitative to shed more light

into student teacher anxiety research.

One of the aims of this study was to identify whether foreign language teaching anxiety
changed from the beginning of teaching practice to the end of microteaching
experience, and from that time to the end of the practicum process. The analyses
showed that foreign language student teachers were experiencing a moderate level of
anxiety at all stages, but with a significant decrease from the beginning to the end.
Therefore, microteaching experience was found to be a valuable experience to reduce
student teachers’ anxiety levels. Further studies should be conducted to explore the
dynamics of the microteaching experience in order to better understand its role on

student teacher anxiety.

The results of this study indicated that student teachers were experiencing problems
related to a number of factors. Each factor should be taken as a variable and
investigated in detail by conducting further studies. Classroom management, as one of
these factors, should be examined thoroughly by researchers to find out the specific
characteristics of classroom management to provide more information about its effect

on student teacher anxiety.

The relationship of student teachers with their mentors (the cooperating teachers and
university supervisors) has been found as a contributing factor to foreign language
student teacher anxiety. In order to better understand the role of these two components

of teaching practicum, further research is needed. Especially the interaction and
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communication among student teachers, cooperating teachers, and university

supervisors should be investigated by further studies.

Students that student teachers teach throughout their teaching practice were found to be
one of the major sources of anxiety experienced by student teachers. Further studies can
be conducted to better understand how students contribute to anxiety by examining the

students related to their perception of the student teachers.

Being observed is one of the sources of anxiety according to the results of this study.
Further studies should be conducted to better understand the dynamics of this concept as

a salient factor in foreign language student teacher anxiety.

Student EFL teachers’ self-perceived academic incompetence led to anxiety according
to the results of this study. To better analyze and evaluate the possible components of

this phenomenon, additional investigation should be made.

This study only attempted to explore the level and types of the anxiety experienced by
student EFL teachers. It did not address certain variables such as gender, practicum
school type, academic achievement, etc. Further studies, then, can be conducted to

document the variables affecting foreign language student teacher anxiety.

This study found that there was no significant relationship between student teachers’
level of foreign language teaching anxiety and their language proficiency levels. In
order to reach more robust conclusions related to the relationship of these concerns

further studies should be conducted.

This study consisted of student teachers from an institution, which provides its
practitioners with a face-to-face teacher education. This study can be replicated student
teachers who are trained through a distance teacher training model and the findings can
be compared with the findings of this study. Anadolu University, with a unique design
of distant foreign language teacher education program, can benefit a lot from this sort of

a study.
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In addition, a longitudinal study can be conducted with the same student teachers to find
out the level and types of anxieties they experience after they finish apprenticeship and
becomes real teachers. The findings can be correlated with the current study and

investigate whether or not experience in teaching makes a difference can be explored.
This study was centered on identifying and documenting the level and types of the

anxiety experienced by student EFL teachers. Further studies could focus on finding out

possible methods of coping with such anxieties.
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Appendix 1. Student Teaching Anxiety Scale (STAS) (from Hart, 1987)

This questionnaire is designed to measure the degree of anxiety
student teachers feel during their teaching practice. It has nothing
to do with your evaluation. But your co-operation will help us
improve this course. Your name is not required. Read the item and
tick the cell that clearly shows the degree of your agreement or
disagreement to each of the following statements.

Scale
<|lz|lg|7| 2z

[
S1elzle @
S-S -
£ 18 |8
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1 | How to give each child the attention he/she needs without
neglecting others

Being observed by my TP supervisor while I am teaching

Setting work at the right level for the children

Class control

DN~ W(N

Whether or not my performance is satisfactory from the point
of view of the class teacher

Wondering how the TP is going in my supervisor’s eyes

How helpful members of the school staff may be

e AN o))

Whether or not my schemes are adequate

9 | Problems within the class of individual disruptive children

10 | Completing lesson plans in the required forms

11 | Getting on with the school staff

12 | Wondering what my TP supervisor expects

13 | Incidents of misbehavior in class

14 | How the TP supervisor may react to one or more unsuccessful
lessons if they should occur

15 | Whether or not I am covering the material adequately

16 | (Primary School): Wondering whether the head teacher is
happy with my work

(Secondary School): Wondering whether the head of
department at the school is happy with my work

17 | Controlling the noise level in class

18 | How a member of the school staff may react to one or more
unsuccessful lesson if they should occur

19 | Selecting suitable lesson content

20 | Maintaining a ‘buoyant’ enough approach

21 | Co-operation with the school staff

22 | How to handle defiance from a child

23 | Maintaining a good enough standard of preparation

24 | Assessment by the TP supervisor

25 | Getting all the paperwork done in time

26 | What lesson the TP supervisor comes in to see
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Appendix 2. Student Teacher Anxiety Scale (Turkish Version)

OGRETMEN ADAYI KAYGI OLCEGI

Degerli Ogretmen Adayn,

Bu anket, 6gretmen adaylarinin siniflarda Ingilizce 6gretirken yasadiklar1 kaygi ve
endise durumlarini belirlemek amaciyla gelistirilmigtir. Anket bir doktora tez ¢alismasi
kapsaminda hazirlanmis olup sonuglar1 sadece bilimsel amaglarla kullanilacaktir.

Aractaki maddelerinin tiimiinii ve kisisel bilgi igeren sorulari (yas, cinsiyet, vb. gibi)
eksiksiz olarak cevaplamaniz verilerin saglikli sonuglar vermesi i¢in ¢ok dnemlidir.

Bu ankette yer alan higbir ifadenin ‘dogru’ ya da ‘yanlis’ cevabi yoktur. Tim ifadeleri
okuyup, her bir ifade ile ilgili size en uygun cevabi isaretlemeniz 6nemlidir. I¢tenlikle
vereceginiz cevaplar ¢calismamiza 6nemli bir katki saglayacaktir.

Yardimlarinizdan dolay1 ¢ok tesekkiir ederim.

Ogr.Gor. Ali MERC

Anadolu Universitesi

Egitim Fakiiltesi

Yabanci Diller Egitimi Bolimii
Ingiliz Dili Egitimi ABD

BOLUM I
KIiSISEL BiLGILER
Cinsiyet: M() F() Yas:
Boliim/Program: Uygulama Okulu:

) Ingilizce Ogretmenligi ( ) Ikdgretim Okulu

) Almanca Ogretmenligi ( ) Ozel 1lkdgretim Okulu
) Fransizca 6gretmenligi ( ) Genel Lise

) Smif Ogretmenligi ( ) Anadolu/Fen Lisesi

) Sosyal Bilgiler Ogretmenligi ( ) Ozel Lise

) IIkdgretim Matematik Ogretmenligi ( ) Diger (Liitfen Yaziniz)
) Ogr. Tek. Ve Bilgisayar Oretmenlifi =~ ceveeeveeeenereneeeeneeeneeennnns

o~~~
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BOLUM II: OLCEK

Bu anket 6gretmen adaylarimin 6gretmenlik uygulamasi boyunca yasadiklar: kaygi
diizeyini olgmek amaciyla hazirlanmistir. Anketin notlarinizla herhangi bir ilgisi yoktur.
gosterecektir. Her bir maddeyi okuyunuz ve belirtilen durumlarin kaygi kaynag
olusturmasi durumuna iligkin katilp katilmama derecenizi belirleyiniz.
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1 Digerlerini ihmal etmeden her bir 6grenciye ihtiyaci olan ilgiyi gosterme

2 Universitedeki 6gretmenim tarafindan gozlenme

3 Ogrencilerin diizeyine uygun ders ve alistirma hazirlama

4 Sinf kontrolii

5 Ders anlatisimi uygulama 6gretmenimin yeterli bulup bulmadig:

6 Ogretmenlik uygulamasimin {iniversitedeki Ogretmenimin goziinde iyi gidip
gitmedigi

7 Uygulama ogretmenim ve okuldaki diger &gretmenlerin bana yardimci olup
olmadiklari

8 Ders planlarimin benden beklendigi gibi olup olmadig1

9 Problemli 6grencilerin bulundugu siniflardaki sorunlar

10 | Ders planlarini istenen bigimde tamamlama

11 | Uygulama 6gretmenim ve okuldaki diger 6gretmenlerle iyi geginme

12 | Universitedeki gretmenimin benden ne bekledigi

13 | Sinifta davranis bozukluklar ile kargilasma

14 | Basarisiz ders anlatimlarim olursa buna iiniversitedeki 0gretmenimin nasil tepki
gosterecegi

15 | Ders malzemesini uygun olarak kullanip kullanmadigim

16 | Okul miidiirii/zimre baskani’nin benim ¢aligmalarimdan memnun olup olmadig1

17 | Smuftaki giiriiltii diizeyini kontrol etme

18 | Basarisiz ders anlatimlarim olursa buna uygulama Ogretmenimin nasil tepki
gosterecegi

19 | Uygun ders igerigi belirleme

20 | Yeterince neseli bir yaklagim sergileme

21 | Uygulama 6gretmenim ve okuldaki diger 6gretmenleriyle igbirligi yapma

22 | Ogrenciden gelen olumsuz tepkiyle basa ¢tkma

23 | Yeterince iyi hazirlanma

24 | Uygulama 6gretim elemaninin beni degerlendirmesi

25 | Tum kartasiye islerini (fotokopi, resim, vb.) zamaninda yapma

26 | Universitedeki 6gretmenimin ne zaman beni izlemeye gelecegi
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Appendix 3. Foreign Language Student Teacher Anxiety Scale for Piloting

Degerli Ogretmen Aday,

Bu anket, Ingilizce 6gretmen adaylarimin simiflarda Ingilizce 6gretirken
yasadiklar1 kaygi ve endise durumlarim belirlemek amaciyla gelistirilmistir. Anket
bir doktora tez ¢alismas1 kapsaminda hazirlanms olup sonuc¢lar1 sadece bilimsel
amaclarla kullanilacaktir.

Aractaki maddelerinin tiimiinii ve Kisisel bilgi iceren sorulari (yas, cinsiyet,
vb. gibi) eksiksiz olarak cevaplamamz verilerin saghkh sonu¢lar vermesi icin ¢ok
onemlidir.

Bu ankette yer alan hicbir ifadenin ‘dogru’ ya da ‘yanhs’ cevabi yoktur.
Tiim ifadeleri okuyup, her bir ifade ile ilgili size en uygun cevabi isaretlemeniz
onemlidir. Ictenlikle vereceginiz cevaplar calismamiza o6nemli bir Kkatk
saglayacaktir.

Yardimlarinizdan dolayi ¢ok tesekkiir ederim.

Ogr.Gor. Ali MERC

Anadolu Universitesi

Egitim Fakiiltesi

Yabanci Diller Egitimi Boliimii
Ingiliz Dili Egitimi ABD

BOLUM I
KIiSISEL BILGILER

Ogrenci No: Cinsiyet: M ( ) F()

Yas: Uygulama Okulu:

( ) IIkdgretim Okulu

( ) Ozel Ilkégretim Okulu

( ) Genel Lise

( ) Anadolu/Fen Lisesi

( ) Ozel Lise

( ) Diger (Liitfen Yaziniz) ..................
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BOLUM 11

YABANCI DiL OGRETMEN ADAYI KAYGI OLCEGI

Asagidaki her bir ifadeyi dikkatle okuyunuz. Belirtilen durumlart onlara katilip

katilmama derecesine gore “Kesinlikle Katilyyorum?”, “Katiliyorum
“Katilmiyorum” veya “Kesinlikle Katilmiyorum” seceneklerinden birini secerek,
siitundaki kutucuga carpt (X) isaretini koyunuz. Dogru ya da yanlis cevap yoktur.
Tiim ifadeleri okuyup, her bir ifadeyle ilgili size en uygun cevabi isaretleyiniz,.

»
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‘Bilmiyorum”,
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1 | Ogrencilerin Ingilizcede bilmedigim bir sey sormalarindan
cekinirim.

2 | Ogrencilerimin 6niinde Ingilizce konusurken kendimi giivende
hissetmem.

3 | Derste Tiirk¢e kullanmak beni rahatsiz eder.

4 | Derste Ingilizce konusurken heyecanlanirim.

5 | Derste Ogrenciler bir okuma pargasini anlayamadiklarinda
kendimi sorumlu hissederim.

6 | Ogrenciler smifta bir ziyaretci varken hata yaparlarsa rahatsiz
olurum.

7 | Ogrencilerin  Ingilizce smavinda basarisiz  olmasindan
korkarim.

8 | Daha oOnce hi¢ girmedigim bir sinifta ders anlatirken huzursuz
olurum.

9 | Ogrencilerin dil hatalarim diizeltirken kendim de hata
yapacagim diisiinerek heyecanlanirim.

10 | Diger oOgretmen adaylarinin beni izlemesinden rahatsiz
olurum.

11 | Diger bir 6gretmen adayinin derste yaptigim bir dil hatasini
gostermesinden utanirim.

12 | Geribildirim (feedback) goriismelerinde diger &gretmen
adaylarinin  Ingilizcem ile ilgili olumsuz yorumlarda
bulunmalar1 beni iizer.

13 | Geribildirim goriismelerinde diger d6gretmen adaylarinin ders
anlatisgm ile ilgili olumsuz yorumlarda bulunmalarina
iziillirtim.

14 | Dilbilgisi konularmi benden beklendigi gibi
aciklayamamaktan endise duyarim.

15 | Uygulama okulunda bir ogretmenle Ingilizce 6gretimi
hakkinda bir konuyu tartismaya ¢ekinirim.

16 | Uygulama 6gretmenim dersimi izlediginde ¢ok gerilirim.
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17

Uygulama 6gretmenim ders anlatirken kullandigim Ingilizcem
ile ilgili olumsuz bir yorumda bulundugunda ¢ok utanirim.

18

Uygulama o6gretmenim ders anlatma yontemim ile ilgili
olumsuz bir yorumda bulundugunda ¢ok utanirim.

19

Cok 1yi bilmedigim bir beceriyi 6gretirken huzursuz olurum.

20

Ben ders anlatirken {iniversitedeki 6gretmenim siniftaysa o
kadar heyecanlanirim ki bildigimi bile unuturum.

21

Ders sirasinda yonergeleri Ingilizce olarak veremezsem diye
endiselenirim.

22

Universitedeki 6gretmenim ders plamimi incelerken kendimi
caresiz hissederim.

23

Universitedeki 6gretmenimin ders anlatisim ile ilgili olumsuz
bir yorumda bulunmasindan ¢ok korkarim.

24

Dinleme-anlama dersini/aktivitesini benden beklendigi gibi
uygulayamamak beni kaygilandirir.

25

Anlatacagim konuya ne kadar iyi hazirlanirsam hazirlanayim,
kendimi bir tiirlii rahat hissetmem.

26

Ingilizce dil seviyesi iyi olan grencilere Ingilizce dgretmek
beni huzursuz eder.

27

Ogrencilerin Ingilizce bilgimi elestirmelerinden korkarim.

28

Derse hazirlanirken yapmak zorunda oldugum kirtasiye isinin
(fotokopi, resim, yoklama, vs.) coklugu beni endiselendirir.

29

Smifi yonetmek igin Ingilizce kullanmaya g¢alistigimda bir
tiirlii kendimden emin olamam.

30

Derse ilgi gostermeyen bir 6grenciden rahatsiz olurum.

31

Sozli anlatim konularini iglerken tedirginlik duyarim.

32

O giin icin planladigim konular1 ders siiresi i¢inde bitirip
bitiremeyecegim konusunda kaygilanirim.

33

Ogrencileri ikili ya da grup olarak organize etmem
gerektiginde gerilirim.

34

Ogrencilerin derste ilgi dagitan davranislarindan huzursuz
olurum.

35

Okuma-anlama konularini sinifta islerken endise duyarim.

36

Tahtada bir yazim hatas1 yapacagimi diistinerek kaygilanirim.

37

Ders plani hazirlarken kendimi rahat hissetmem.

38

Ogrenciler koro halinde tekrar yaparken huzursuz olurum.

39

Sinifta kiiltiirel 6gelere deginmem gerektiginde kendimi rahat
hissetmem.
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40 | Yazili anlatim dersini/aktivitesini benden beklendigi gibi
uygulayamamak beni huzursuz eder.

41 | Sinifta giiriilti oldugunda &grencileri nasil susturacagim
konusunda endise duyarim.

42 | Ogrencilerin  beni kendi &gretmenleriyle kiyasladiklart
diisiincesinden tedirgin olurum.

43 | Kilik, kiyafet ve davramiglarimla bir 6gretmen gibi
davranamadigim hissine kapilirim.

44 | Ders planim ise yaramayacak diye kaygi duyarim.

45 | Diger bir 6gretmen adaymnin ders planimda yaptigim bir dil
hatasin1 gostermesi beni utandirir.

46 | Firsatim varsa, sinifta bir yabanci varken ders anlatmamaya
caba gosteririm.

47 | Ne kadar ugrasirsam ugrasayim, yabanci bir dile hakim olmak
imkansizdir.

48 | Ders anlatirken hata yaparsam arkadaslarimmn buna

giilmesinden ¢ekinirim.
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Appendix 4. Foreign Language Student Teacher Anxiety Scale

Degerli Ogretmen Aday,

Bu anket, Ingilizce ogretmen adaylarmin smiflarda Ingilizce &gretirken
yasadiklar1 kaygi ve endige durumlarini belirlemek amaciyla gelistirilmigtir. Anket bir
doktora tez caligsmasi kapsaminda hazirlanmis olup sonuclar1 sadece bilimsel amaclarla
kullanilacaktir.

Aractaki maddelerinin tiimiinii ve kisisel bilgi iceren sorular1 (yas, cinsiyet, vb.
gibi) eksiksiz olarak cevaplamaniz verilerin saglikli sonuglar vermesi i¢in ¢ok
Oonemlidir.

Bu ankette yer alan hi¢bir ifadenin ‘dogru’ ya da ‘yanlis’ cevabi yoktur. Tim
ifadeleri okuyup, her bir ifade ile ilgili size en uygun cevabi isaretlemeniz 6nemlidir.
Ictenlikle vereceginiz cevaplar calismamiza dnemli bir katki saglayacaktir.

Yardimlarinizdan dolay1 ¢ok tesekkiir ederim.

Ogr.Gér. Ali MERC

Anadolu Universitesi

Egitim Fakdiltesi

Yabanci Diller Egitimi Bolimii
Ingiliz Dili Egitimi ABD

BOLUM I
KIiSISEL BiLGILER
Ogrenci No: Cinsiyet: M() F()
Yas: Uygulama Okulu:

[Ikogretim Okulu
Ozel 11kdgretim Okulu
Genel Lise
Anadolu/Fen Lisesi
Ozel Lise

()
()
()
()
()
( ) Diger (Liitfen Yaziniz) ..................
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BOLUM 11

YABANCI DiL OGRETMEN ADAYI KAYGI OLCEGI

Asagidaki her bir ifadeyi dikkatle okuyunuz. Belirtilen durumlari onlara katilip

katilmama derecesine gore “Kesinlikle Katilyyorum?”, “Katiliyorum

»

”, “Bilmiyorum?”,

’

“Katilmiyorum” veya “Kesinlikle Katilmiyorum” seceneklerinden birini segerek,
siitundaki kutucuga carpr (X) isaretini koyunuz. Dogru ya da yanhs cevap yoktur.

Tiim ifadeleri okuyup, her bir ifadeyle ilgili size en uygun cevabi isaretleyiniz,.
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1 | Ingilizce dil seviyesi iyi olan dgrencilere Ingilizce 6gretmem
gerektiginde huzursuz olurum.
2 | Smifi yénetmek icin Ingilizce kullanmaya c¢alistigimda bir
tiirlii kendimden emin olamam.
3 | Uygulama O6gretmenim ders anlatma yontemim ile ilgili
olumsuz bir yorumda bulundugunda ¢ok utanirim.
4 | Uygulama 6gretmenim ders anlatirken kullandigim Ingilizcem
ile ilgili olumsuz bir yorumda bulundugunda ¢ok utanirim.
5 | Okuma-anlama konularin1 sinifta iglerken endise duyarim.
6 | Ogrencileri ikili ya da grup olarak organize etmem
gerektiginde gerilirim.
7 | Geribildirim (feedback) goriismelerinde diger 6gretmen adaylarmin
Ingilizcem ile ilgili olumsuz yorumlar yapmalarina iiziiliiriim.
8 | Geribildirim goriismelerinde diger 6gretmen adaylarinin ders
anlatisimla ilgili olumsuz yorumlar yapmalarina iiziiltiriim.
9 | Ders anlatirken hata yaparsam arkadaglarrmin buna
giilmesinden ¢ekinirim.
10 | Ogrencilerin  beni kendi 6gretmenleriyle kiyasladiklari
diisiincesinden tedirgin olurum.
11 | Ogrencilerin  Ingilizce smavinda basarisiz  olmasindan
korkarim.
12 | Ogrenciler sinifta bir ziyaretci varken hata yaparlarsa rahatsiz
olurum.
13 | Daha 6nce hi¢ girmedigim bir sinifta ders anlatirken huzursuz
olurum.
14 | Derste Ingilizce konusurken heyecanlanirim.
15 | Firsatim varsa, smifta bir yabanci varken ders anlatmamaya
caba gosteririm.
16 | Universitedeki 6gretmenimin ders anlatigim ile ilgili olumsuz

bir yorumda bulunmasindan ¢ok korkarim.
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17 | Universitedeki 6gretmenim ders planim incelerken kendimi
caresiz hissederim.
18 | Ben ders anlatirken {iniversitedeki 6gretmenim siniftaysa o
kadar heyecanlanirim ki bildigimi bile unuturum.
19 | Uygulama okulunda bir 6gretmenle Ingilizce 6gretimi
hakkinda bir konuyu tartismaya ¢ekinirim.
20 | Anlatacagim konuya ne kadar iyi hazirlanirsam hazirlanayim,
kendimi bir tiirlii rahat hissetmem.
21 | Diger Ogretmen adaylarinin beni izlemesinden rahatsiz
olurum.
22 | Sinifta giiriiltii oldugunda 6grencileri nasil susturacagim
konusunda endige duyarim.
23 | Diger bir 6gretmen adayinin ders planimda yaptigim bir dil
hatasini1 gostermesinden korkarim.
24 | Sozli anlatim konularini islerken tedirginlik duyarim.
25 | Ogrencilerin  dil hatalarmi  diizeltirken kendim de hata
yapacagimi diisiinerek heyecanlanirim.
26 | Diger bir 6gretmen adayinin derste yaptigim bir dil hatasini
gostermesinden korkarim.
27 | Ne kadar ugrasirsam ugrasayim, yabanci bir dile hakim olmak

imkansizdir.
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Appendix 5. Factor Loadings and Reliability of the Factors

Items Factors Loadings Reliability

Factor 1 Relationship with the mentors 819

18 Uygulama 6gretmenim ders anlatma yontemimile  0,792134
ilgili olumsuz bir yorumda bulundugunda ¢ok
utanirim.

17 Uygulama 6gretmenim ders anlatirken kullandigim  0,708687
Ingilizcem ile ilgili olumsuz bir yorumda
bulundugunda ¢ok utanirim.

23 Universitedeki 6gretmenimin ders anlatigim ile 0,690658
ilgili olumsuz bir yorumda bulunmasindan ¢ok
korkarim.

22 Universitedeki 6gretmenim ders planimi incelerken  0,604657
kendimi ¢aresiz hissederim.

20 Ben ders anlatirken tiniversitedeki 6gretmenim 0,467322
smiftaysa o kadar heyecanlanirim ki bildigimi bile
unuturum.

Factor 2 Language proficiency 731

26 Ingilizce dil seviyesi iyi olan dgrencilere Ingilizce ~ 0,640836
o0gretmem gerektiginde huzursuz olurum.

29 Sinifi yénetmek igin Ingilizce kullanmaya 0,638477
calistigimda bir tiirlii kendimden emin olamam.

4 Derste Ingilizce konusurken heyecanlanirim. 0,576407

47 Ne kadar ugrasirsam ugrasayim, yabanci bir dile 0,523379
hakim olmak imkansizdir.

46 Firsatim varsa, sinifta bir yabanci varken ders 0,486432
anlatmamaya ¢aba gosteririm.

31 So6zli anlatim konularini islerken tedirginlik 0,476231
duyarim.

9 Ogrencilerin dil hatalarim diizeltirken kendim de 0,348338
hata yapacagimi diisiinerek heyecanlanirim.

Factor 3 Feelings about academic incompetence .690

35 Okuma-anlama konularini sinifta islerken endise 0,706422
duyarim.

33 Ogrencileri ikili ya da grup olarak organize etmem  0,69752
gerektiginde gerilirim.

15 Uygulama okulunda bir 6gretmenle Ingilizce 0,636122
Ogretimi hakkinda bir konuyu tartismaya ¢ekinirim.

25 Anlatacagim konuya ne kadar iyi hazirlanirsam 0,350118
hazirlanayim, kendimi bir tiirlii rahat hissetmem.

Factor 4 Fear of being criticized by peers 767

12 Geribildirim (feedback) goriismelerinde diger 0,858063
ogretmen adaylarinin Ingilizcem ile ilgili olumsuz
yorumlar yapmalarina tiziiltiriim.

13 Geribildirim goriismelerinde diger 6gretmen 0,817439
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adaylariin ders anlatigimla ilgili olumsuz yorumlar
yapmalarina liziiliiriim.

11 Diger bir 6gretmen adayimin derste yaptigim bir dil  0,565708
hatasini gostermesinden ¢ekinirim.

10 Diger 6gretmen adaylarinin beni izlemesinden 0,472119
rahatsiz olurum.

Factor 5 Fear of what others think .663

48 Ders anlatirken hata yaparsam arkadaglarimin 0,605266
buna giilmesinden ¢ekinirim.

42 Ogrencilerin beni kendi gretmenleriyle 0,526109
kiyasladiklar1 diisiincesinden tedirgin olurum.

41 Sinifta giirtiltii oldugunda 6grencileri nasil 0,493746
susturacagim konusunda endise duyarim.

45 Diger bir 6gretmen adaymin ders planimda 0,477887
yaptigim bir dil hatasin1 gostermesinden korkarim.

Factor 6 Student effects 466

7 Ogrencilerin Ingilizce smavinda basarisiz 0,759492
olmasindan korkarim.

6 Ogrenciler siifta bir ziyaretci varken hata 0,653167
yaparlarsa rahatsiz olurum.

8 Daha once hi¢ girmedigim bir sinifta ders 0,415482

anlatirken huzursuz olurum.
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Appendix 6. Interview Questions

GORUSME SORULARI

1. Okul Deneyimi ve Ogretmenlik Uygulamasi dersiniz sirasinda yasadiginiz kaygilarin
nedenleri olarak hangilerinden bahsedebilirsiniz?

- Uygulama 6gretmeniziniz ve tiniversitedeki 6gretmeniniz ile olan iligkileriniz
- Ingilizce yeterlilik diizeyiniz
- Konu alan bilginsiz

- Arkadaglariniz tarafindan elestirilme korkunuz (plan goriismesi, feedback goriismesi
gibi durumlarda)

- Digerlerinin ne diisiinecegi (0grenciler, grup arkadaslari gibi)
- Ders anlattiginiz 6grenciler

2. Bu durumlarda herhangi bir ¢6ziim {irettiniz mi? Yanitiniz evet ise ne tiir ¢éziimler
uyguladimiz? Ise yaradi mi1? Yaramadiysa neden yaramadi?

3. Okul Deneyimi II derisinin bu tiir kaygilarimizin giderilmesinde etkin oldugunu
diisiiniiyor musunuz?

4. Zaman igerisinde belirli kaygilariniz azalma ya da artis gdsterdi mi? Hangileri, nasil?

5. Ogretmen adaylarinin yasadiklar1 yabanci dil 8gretme kaygis1 anlaminda baska
goriisleriniz var m1?
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Appendix 7. Sample Diary Entries

s -
: ; g.}]’G
- Name:i- D

School/Class/Hour of the Lesson: Mk hot Page "’C'O'fg : Time of Teaching:
Skill/Subject: Grqmwr/ﬂifaﬁh’i. clavit

You are going to keep a journal about your teaching experience throughout
this term. You should write and submit journal entries immediately afier
each time you deliver a lesson. Your main focus will be on your anxiety io
teach. Specify the possible classroom incidents you experience while you
are teaching that created any type of anxiety on you, and explain the
possible reasons for the anxiety you described. Furthermore, explain briefly
the techniques/strategies you employed to overcome the anxiety.

Thank you very much for your participation!
Ali Merg
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Lg-2

MEHMET GEDIK PRIMARY SCHOOL SECOND TEACHING
3/B 09.50

READING “HE LOVES LISTENING TO MUSIC”
Bu hafta gecen haftaya gore daha iyiydim. Ancak, diin gézleme gittigimizde
[ uygulama hocamiz hazirladigimiz metnin ¢ocuklar i¢in agir olacagini degistirmemiz
gerektigini sdyleyinee stres oldum. Fﬁnku 1 giinlimiiz vard1 sadece ve okuldan da geg
cikayorduk. Nasil yetistirecegim diye diisinmeye basladim. Yeniden plan yazacag%tz metin
kolay oldugundan ¢ok sorun yasamadim ancak mecburen gegen hafta kullandifim materyah
kullanmak durumunda kaldim. Ciinki: vaktim yoktu yeni bir aktivite hazirlamak i¢in.

Bunun digmda, 8. Simflar OKS’ ye hazirlandikiar igin Ingilizceyi nemsemiyorlar.
Ingilizce konugtupumuzda anlamiyorlar. Farkh gekillerde anlatmaya galistyoruz ama yinede
mecburen Tiirkge konusuyoruz. Uygulama hocamizin da Tiirkge konugmasindan dolay
¢ocuklarda bir rahatlik var. 8. Sumflara ders anlatmak zor olacak saninm. Her ne sekilde
anlatsak da anlammyorlar. En basit cfimlelerle anlatiyoruz ama olmuyor. |Onlarla nasil iletisim
kuracagmi dtstinmek beni endisclendiriyor. [Bir yandan da bizi dinlemeyen Srenciler var.
Zeynep tahtadayken yanlatina oturdugum Sgrenciler derste ne islendiginin bile farkinda

 deillerdi.
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Name

School

Class

‘Hour of the lesson
Skill

Subject

Date

Time of teaching

Materials

e <S4

:Mehmet Gedik Primary School
ke

: 5th hour

: Speaking

: Describing Clothes

1 15.04.08

40

: Slides, 3 set of pictures.

LBu hafia ik kez speaking yaptiracagim icin tedirgindim. Ogrenciler konugacak m
konugmayacak mu tereddiit ediyordum. f[(onusma.lamu saglamak icin asina olduklar; bir konu
sectim. Once giyim konusuyla ilgili kelimeleri ve kullanilan yapilar: hatirlattim. Dersin
sonunda da bir gesit info- gap yapurdim. Ogrencileri 3 er i gruplar yaptum ve her birinin eline
farkh resimleri iceren sayfalar dagittum. Herkes elinde tuttugu kagittaki insanlarm giysilerini
tarif edip. hangi grup arkadasiyla resimleri ortak, hangi grup arkadasiyla resimleri farkh, bum
bulacakii. Caligma genel olarak giizel gitti.Sadece bazi gruplarin, ben yanlarindan
uzaklastgimda Tiirkce konugmaya basladiklarim ve ¢ahigmayi digerlerine gre cabuk bitiren
gruplarin da kendi aralarinda konusma egilimi gosterdiklerini géizlemledim.Genel olarak iyi
gitti bu haftaki stajim bu da beni rahatlatu. :
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P

Name:” : . : DLte 2ol - oGk
School/Class/Hour of tLu: Lusson_ﬁm ‘PF)KDE J\'JD,/ Time of Teaching: LJO i—‘hn&ﬂbﬁl
Skil/Subject: \W<PRpgs /-~ &L/ &‘ﬂo/b B 5 s

ﬁ“w{&-\)ﬁaz..

. You are goi :"g“ to keep'a journal about your teaching experience ! r'nghou
this term. You rsowa writ fe and- submit journal entries: imme diately after
each fime you' a liver a lesson. Your main focus will be on your anxiety fo
teach. ‘Specify the possible classroom incidents you experience while you
are' teaching that “created any type of anxi ac} on you;’ an" ‘explain the
possible reasons for the anxiety you described. Furthermore, explain briefly
the technigues/strategies /ou empl loyed to overcome he anxiet 1.

" Thdnk you very miich for ,«c.u‘ participation!

Al M e
iy w(‘\‘% 6N w,mm Kove b )m,c Gdat ds-
3%@{?1‘096::0 MS vke,%.\'.":__ ’er, Mﬁﬁvb \_;_- o ,Hﬂ My 74{:”04. he
)TNMM\A\D@ = V\K{Q\'& Gﬂ (‘:0/’5@"0’1\?\3@ m& e cL{]ﬁd 0 rx}ml'{\og??.)
fﬁf)ﬁ% % olers ) T T '?L.egqa»Lum _
Aoy sy vish Sl o Bh ok e baion L2
‘f’@é"’fﬂ‘l' MS?@. _W@"_F n»{/a:ﬂe—ffhe. 5 e e
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75

Name: Date:
School/Class/Hour of the Lesson: Time of Teaching:
Skill/Subject:

You are going to keep a journal about your reaching experience throughout
this term. You should write and submit journal entries immediately after
each time you deliver a lesson. Your main focus will be on your anxiety to
teach. Specify the possible classroom incidents you experience while you
are feaching that created any type of anxiety on you, and explain the
possible reasons for the anxiety you described. Furthermore, explain briefly
the techniques/strategies you employed to overcome the anxiety.

Thank you very much for your participation!
Ali Merg

D%d haffs Bl Hep gmleve oldist ich ailnds il Lasts
Bioe  endiseliydim Rir do boiw dodim s cos ol S,
Ul i des er*mﬂ bellerkon ercien dsha da ;;,,-H’lﬁma,
desse J)fr‘? o m.'.&r»&(.js ﬁ:zalzjmcé,c 20 J:%zlemlenéaaf%' urdtum, ve
badin'  aok cdmet tusseklim. Aqca e das esrzsnds bie ors
Ela \n‘xa&a jae&ak daquuL Ue o s hem J:,J:m-,ea:. & Lot
Tnan\ne?  cawambath. Bells o fn 3;13W,b"w dan\.g Qﬂ%@m.
d‘f,jun?.zl'? pa~l aldsilirdim. ©ma QJJ\:M%‘WQ ol rehat adin. Boavn
Biciad Apraclede u\g\: Lot edirelondre, heha! Lis se

ol5dn.
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(67

Name: . $.T Sdhtay Allen i59. pate: 230520992
School/Class/Hour of the Lesson: gf}"; s Time of Teaching; <fh
Skill/Subject: e

Lusdng

'Lgéj Ports

You are going to keep a journal about your teaching experience throughout
this term. You should write and submit journal entries immediately after
each time you deliver a lesson. Your main focus will be on your anxiety fo
teach. Specify the possible classroom incidents you experience while you
are teaching that created any type of anxiety on you, and explain the
possible reasons for the anxiety you described. Furthermore, explain briefly
the techniques/strategies you employed to overcome the anxiety.

Thank you very much for your participation!

Ali Merg Wm
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Appendix 8. Sample Interview

10 HAZIRAN 2008

NAME OF THE STUDENT TEACHER: XXX
Teacher — Hos geldin XXX

XXX — Hos bulduk.

Teacher — Konumuz 6gretmen adaylarinin yasadigi kaygi. Okul Deneyimi dersi aldin,
Ogretmenlik Uygulamasi dersi aldin. Bunlarla ilgili senin gériis ve deneyimlerini
alacagim, 6zel olarak 6gretmen adaylarinin yasadigi kaygilardan bahsedecegiz. Aslinda
biz bunlarn belirledik, kaynaklarini saptadik. Her bir maddeyle ilgili yavas yavas
lizerinden gegecegiz. Oncelikle, step by step gidelim istersen. Uygulama 6gretmeninle,
yani staj okulundaki 6gretmeniniz bir de iiniversitedeki rehber hocaniz, bunlardan
kaynakli kaygi yasadin m1?

XXX —/ Staj okulundaki 6gretmenimle ilgili konusayim ben 6nce. Onunla iligkilerimiz
her zaman iyiydi ama onun disinda korkum hep su oldu; derste yanlis bir sey yaparsam
hocanin o an miidahale etmesi oldu. Ciinkii bunu bir ka¢ arkadasimdan da duymustum
Yani herhangi bir telaffuz bozuklugunda ya da yanlis bir 6gretimde ¢ilinkii dikkatsizlik
olabiliyor her zaman, dyle bir durumda sinifta miidahale ederse, yani 6grencilerin
karsisinda diisecegim durum. O an zaten biitiin psikoloji yerlerde..

Teacher — Elim ayagim birbirine dolanir diye mi?

XXX — Evet. Yani o an miidahale ederse diye ¢ok korktum. En biiyiik kaygim o oldu
ama hi¢ dyle bir sey yasamadim.

Teacher — Buradaki 6gretmeninle ilgili?

XXX — Buradakiyle de ilk baslarken bir sorun yasadik. O da diger arkadaslarimdan
kaynaklanan bir problemdi, kendimle ilgili, planimla, ders anlatimimla ilgili pek
olumsuz bir elestiri almadim.

Teacher — Anladim ama benim ilgilendigim pek yasadiginiz sorunlar degil.

XXX - Kaygi, not kaygisi olabilir biraz. Ogretmenin benden ne istedigi, onu
verebilecek miyim oldu her zaman.

Teacher — Anladim.Peki Ingilizcenle ilgili, mesela “benim ingilizcem yeterli mi acaba?”
ya da “su sOzciigii hatirlayamazsam, tahtaya yanlis yazarsam, telaffuz edemezsem..”

gibi korkularin oldu mu?

XXX — Aslinda, tabi biraz oluyor ama ¢ok fazla olmadi agikgasi. Clinkii ben her zaman
giiler yiizlii girdim sinifa, bir hatam oldugunda da 6grenciler bunu sdyleyebildi giilerek
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3

ben de diizelttim, “tabii” dedim ya da kelime sordular “bakabilirim” dedim, “ su ne
demek, bu ne demek?” diye sordular “bilmiyorum” dedim. Bundan da agikc¢as1 bir kaygi
duymadim “Hatam olur mu? Rezil olurum.” gibi.. Hatta birka¢ kez de dyle yanlisimiz
oldu, tahtaya asilan seyler yanlis oldu, worksheet’ler yanlis oldu. Ama bunlar ikinci
ders gelip soyledik; “Suray1 suray1 diizelteceksiniz arkadaslar.” Ya da “Hata olabilir, biz
de mitkemmel degiliz gibi bir sey. Onun disinda higbir kaygim olmadi onunla ilgili.

Teacher — Peki metot bilginle.. Mesela “Plani nasil yapacagimi bilmiyorum, aktivite
isler mi acaba?”, classroom management, using the board her tiirlii teknik yontemle
ilgili?

XXX — Evet, classroom management biraz kaygi yaratiyor her zaman. / Sey var;
“Anlayacaklar m1?” Ciinkii bazen planladiginiz aktiviteler iyi gitmiyor; “Cok az siirer”
dediginiz ¢ok uzun siirliyor; “Cok uzun siirer” dediginiz kisacik hemen bitiveriyor. O
yetismeyecek ya da vaktim kalacak, en ¢ok onlardan korkum oldu.

Teacher — Zaman.

XXX — Evet zaman. Hala en biiyiik korkularimdan bir tanesi. Hani bu staj onu biraz
sey yapmadi, yani oturtmadi. Hala bile o korkularim devam ediyor. Insallah meslege
baslayinca oturturuz diyorum.

Teacher — Peki simdi staja gruplar halinde gidiyorsunuz, hatta ilk donem dersleri
paylastiniz, ikinci donem herkes kendi anlatti ama gruptunuz. Bodyle “Grup
arkadaslarim olumsuz bir elestiri yaparlar, bana giilerler, arkamdan dedikodumu
yaparlar” gibi korkularin oldu mu hig?

XXX — Ya olmadi ¢iinkii zaten grup arkadaslarim benden kétiiydii genelde; o yiizden
pek olmadi. Biz zaten yardimlasmali hep calistik. ikinci donem bile dyle calistik
planlarimizda falan yardimci olduk. Onun disinda herkes olumlu elestiri yapt1 genelde.
Bana mesela “cok hizli konusuyorsun, ¢ok yiiksek sesle konusuyorsun” dendi genelde.
Ben bunlar1 olumlu olarak diistindiim, kendimi ilerletmek i¢in kullandim.

Teacher — Anladim. Peki 6grenciler sende kaygi yarattt mi1 hig?

XXX — Ogrenciler / sey var; ¢ok sorunlu dgrenciler oldu smifta onlart nasil, hem
zihinsel olarak da kaynastirma 6grencileri falan da oldu, onlar siirekli digerlerini de kotii
etkiliyorlar onlara nasil davranacagim. Bir de sey var; “Orasit benim sinifim degil.”
Bana kalsa, mesela ben ¢ok sinirlendigim anda “Tamam yapmiyoruz” derim, oyun
oynatirken mesela ¢ok sorun ¢ikiyor. “Tamam yapmiyoruz, kitabi a¢in sunu yapiyoruz”
derim ama Gyle bir liiksiim yok stajda. Ben elimden geleni yapmak zorundayim her
zaman. Bu yiizden. Genellikle kaygim o oldu her zaman.

Teacher — Anladim. Peki ilk donem Okul Deneyimi aldin, sonra asil staj ikinci donem,
ilk donem microteaching yaptiniz. Sence ilk donem microteaching uygulamasi, Okul
Deneyimi bu kaygilarin giderilmesinde azaltilmasinda etkili oldu mu yoksa gereksiz mi
yani?
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XXX — Ilk dénemkinin pek bir faydas1 oldugunu diisiinmiiyorum ama ben ilk donemden
daha keyif aldim, onu sdyleyebilirim. Ama biitiin dersi yapmak bence daha faydali
ciinkii zaten 10 dakika 15 dakika yapmanin pek bir faydasi oldugunu ben
diisiinmiiyorum Ciinkii mesela benimki 20 dakika siiriiyordu, otekininki bi” 5 dakika
siriiyor.. Ya da fig¢liimiiz yapiryorduk dordiinciiye yetigmiyordu, ¢ilinkii bazen
planlanandan 6nce bitiyor ya da sonra bitiyor. Dordiincii genellikle acikta kaliyor.

Teacher — Bu da kaygi yaratiyordur dordiincii kiside. “Ben gecen sefer dordiincii
olmustum.”

XXX - Yaratiyor evet. Birinci baglayinca da Oyle ya da arada olunca da oyle;
“arkadasimin vaktinden g¢alacak miyim?” ya da “O benim vaktimden caldi ben nasil
yetistirecegim?” Siirekli ¢linki ilki kaydi m1 otekiler de kayiyor. Iste dordiincii plani
uygulayamiyor.

Teacher — Anladim. Bunu ¢6zmek i¢in bir yol denediniz mi hi¢?

XXX — ki ders almay1 denedik her zaman.

Teacher — Zamani uzatmaya gittiniz yani.

XXX — Evet. Onun disinda evet sorun oldu.

Teacher — ise yaradi m1?

XXX — Ya ikinci dersi alinca yaradi ama birinci derse sikistirdigimiz ¢ok azdi.
Sikistirtlmig gibi gosterdik.

Teacher — Peki sence senenin basina baktiginda, ilk donemin basina daha bunlara
baslamadan 6nce bir de simdiye baktiginda, biraz 6nce dedin ger¢i “Zaman konusunda
hala pek bir sey yapamadim” diye ama genelde kaygilarinda azalma oldu mu?

XXX — Evet. Baglarken sey diyordum; “Acaba 6gretebilecek miyim, yeterli miyim?”
Ciinkii dordiincti sinifa gelene kadar bunun farkinda olmuyorsunuz. Hani tamam bir
seyler 6greniyoruz ama ben bunu nerede kullanacagim. Onun pek bir seyi yok, havada
kaliyor hep; bunlar doérdiincli sinifta oturuyor, stajla. Ben bunu gordiim agikcasi.
Baslarken sey diyordum; “Ogretebilecek miyim, ben neredeyim, yeterince biliyor
muyum” agikcast gramer bilgim yeterli olur mu diye de korkuyordum. Ama simdi
gordiim her sey yeterliymis, su dort senede aldigimiz egitim onu dordiincii sinifta yerine
oturtuyor. Basta evet kaygim coktu ama bitince “ben bu isi yapabilirim” diyorum su an.

Teacher — Ama “zaman konusunda yeterli degilim” diyorsun
XXX — Evet, bir o sorunum var.
Teacher — “Zaman alacak™ diyorsun

XXX — Evet.
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Teacher — Peki zamanla ilgili 6zel bir ¢aba sarf ettin mi hi¢?

XXX — Cabuk bitenler i¢cin emergency aktiviteler buldum hep, daha kisa siirebilir diye
dersin basina warm-up’lart biraz daha eglenceli duruma getirdim. Ama yetismeyecek
durumuna gore sey dedim hep; “Tamam yetismesin bu aktivite de olmasin ama iyi
ogrensinler.” Dedim. lyi 6grettim ama yapamadigim aktivitelerim oldu.

Teacher — Peki son olarak, 6gretmen adaylarinin yasadiklart kaygilarin onlarin
performansin1t olumsuz etkiledigini biliyoruz. Bu kaygilarin azaltilmas1 ya da
giderilmesi i¢in 6gretmen adaylarina art1 bize staj ve metot dersleri i¢in 6nerin var mi1?

XXX — Not konusunda biraz daha rahat birakilabilir diye diistinliyorum. Ciinkii
hepimizin, ben kendi arkadaglarimdan da gordiigiim kadariyla not sorunumuz var.
“Aman gecer miyiz, son smifta birakirlar mi1? Cok sikiyorlar, devamsizlik bile
yapamiyoruz” durumlar1 var, belki biraz daha rahat birakilabilir. Gerg¢i ikinci donem
bize birakilmas1 giizel, “istediginiz aktiviteyi istediginiz zaman yapabilirsiniz giizeldi,
onda rahattik ve gayet rahat gitti. Onun diginda herhangi bir sorun gérmedim. Bir de sey
oldu planlarda biz ¢ok sorun yasadik; objective yazmalarda. Ikinci donem biraz daha
feedback alabiliriz ¢ilinkii feedbacklerimiz eksigimiz ¢ok fazla kaldi. Planlarda sorun
yasayabiliyoruz nasil yapacagiz diye. Onda da grup elemanlar1 bir araya gelip bir seyler
yapabilir bu konuda, ¢iinkii biz bir sey yapamadik bu donem.

Teacher — Biraz daha is yiikiinden kaynakli olabilir.
XXX — Olabilir evet.
Teacher — Tesekkiir ederim.

XXX — Ben tesekkiir ederim.
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Appendix 9. Scheffe’s Test for Differences among Departments

(I) Department (J) Department Mean Difference Std. Error Sig.
(1)
English German ,01497 ,14941 1,000
French ,03505 ,13125 1,000
Primary School ,28666 ,09012 ,123
Social Sciences -,02477 ,11289 1,000
Maths ,43822(%) ,10769 ,012
Computer ,16657 ,10040 ,839
German English -,01497 ,14941 1,000
French ,02009 ,18503 1,000
Primary School ,27169 ,15852 ,816
Social Sciences -,03974 ,17249 1,000
Maths ,42325 ,16913 ,396
Computer ,15160 ,16459 991
French English -,03505 ,13125 1,000
German -,02009 ,18503 1,000
Primary School ,25160 ,14153 ,788
Social Sciences -,05983 ,15702 1,000
Maths ,40317 ,15332 ,331
Computer ,L13151 ,14829 ,992
Primary School English -,28666 ,09012 ,123
German -,27169 ,15852 ,816
French -,25160 ,14153 ,788
Social Sciences -,31143 ,12469 ,399
Maths ,15156 ,12001 ,953
Computer -, 12009 ,11351 ,981
Social Sciences English ,02477 ,11289 1,000
German ,03974 ,17249 1,000
French ,05983 ,15702 1,000
Primary School , 31143 ,12469 ,399
Maths ,46300 ,13793 ,083
Computer ,19134 ,13231 911
Maths English -,43822(%) ,10769 ,012
German -,42325 ,16913 ,396
French -,40317 ,15332 ,331
Primary School -,15156 ,12001 ,953
Social Sciences -,46300 ,13793 ,083
Computer -,27166 ,12791 ,608
Computer English -,16657 ,10040 ,839
German -,15160 ,16459 ,991
French -,13151 ,14829 ,992
Primary School ,12009 ,11351 981
Social Sciences -,19134 ,13231 911
Maths ,27166 ,12791 ,608

*The mean difference is significant at .05 level
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Appendix 10. Tamhane’s Test for Differences among Departments

Dependent Variable: Average of all items

Multiple Comparisons

Tamhane
Mean
Difference 95% Confidence Interval
(I) Department (J) Department (1-J) Std. Error Sig. Lower Bound Upper Bound
English German -,49725* , 13652 017 -,9419 -,0526
French -,62944* ,14210 ,001 -1,0848 -,1741
Primary School -,30323 ,10917 122 -,6396 ,0331
Social Sciences -,563058* ,14875 017 -1,0059 -,0553
Maths -,21936 ,19328 ,998 -,8569 ,4182
Computer -,26222 ,11736 444 -,6265 ,1021
German English ,49725*% ,13652 017 ,0526 ,9419
French -,13219 ,16794 1,000 -,6719 ,4075
Primary School ,19402 14117 ,983 -,2631 ,6511
Social Sciences -,03333 , 17360 1,000 -,5891 ,5224
Maths ,27788 ,21300 ,991 -,4136 ,9693
Computer ,23502 ,14759 ,929 -,2399 ,7100
French English ,62944* ,14210 ,001 ,1741 1,0848
German ,13219 ,16794 1,000 -,4075 ,6719
Primary School ,32621 , 14657 479 -,1417 , 7941
Social Sciences ,09886 ,17802 1,000 -,4668 ,6645
Maths ,41008 ,21662 758 -,2892 1,1093
Computer ,36722 ,15277 ,341 -,1186 ,8530
Primary School English ,30323 ,10917 ,122 -,0331 ,6396
German -,19402 14117 ,983 -,6511 ,2631
French -,32621 , 14657 479 -, 7941 ,1417
Social Sciences -,22735 ,15303 ,961 -, 7147 ,2600
Maths ,08387 ,19660 1,000 -,5615 , 7292
Computer ,04101 12274 1,000 -,3406 4226
Social Sciences English ,53058* ,14875 017 ,0553 1,0059
German ,03333 ,17360 1,000 -,5224 ,5891
French -,09886 ,17802 1,000 -,6645 ,4668
Primary School ,22735 ,15303 ,961 -,2600 7147
Maths ,31122 ,22104 ,978 -,3997 1,0221
Computer ,26836 ,15897 ,882 -,2361 7728
Maths English ,21936 ,19328 ,998 -,4182 ,8569
German -,27788 ,21300 ,991 -,9693 ,4136
French -,41008 ,21662 ,758 -1,1093 ,2892
Primary School -,08387 ,19660 1,000 -, 7292 ,5615
Social Sciences -,31122 ,22104 978 -1,0221 ,3997
Computer -,04286 ,20126 1,000 -,6996 ,6139
Computer English ,26222 ,11736 444 -,1021 ,6265
German -,23502 ,14759 929 -,7100 ,2399
French -,36722 , 15277 ,341 -,8530 , 1186
Primary School -,04101 12274 1,000 -,4226 ,3406
Social Sciences -,26836 , 15897 ,882 -, 7728 ,2361
Maths ,04286 ,20126 1,000 -,6139 ,6996

*. The mean difference is significant at the .05 level.
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Appendix 11. 7X2 Mixed-design ANOVA Results

Descriptive Statistics

Department Mean Std. Deviation N
First implementation English 3,5806 ,60927 137
average German 3,5500 ,41087 20
French 3,5299 ,73700 27
Primary School 3,2900 ,69299 63
Social Sciences 3,5885 44444 30
Maths 3,0625 , 79285 24
Computer 3,4206 ,69885 47
Total 3,4656 ,65462 348
Second implementation English 3,1356 ,84847 137
average German 3,6385 ,51623 20
French 3,7707 ,63383 27
Primary School 3,4444 ,64506 63
Social Sciences 3,6697 , 71684 30
Maths 3,3926 ,88020 24
Computer 3,4034 ,63055 47
Total 3,3696 , 77168 348
Tests of Within-Subjects Effects
Measure: MEASURE 1
Type Il Sum
Source of Squares df Mean Square F Sig.
time Sphericity Assumed 454 1 454 1,265 ,261
Greenhouse-Geisser ,454 1,000 ,454 1,265 ,261
Huynh-Feldt 454 1,000 ,454 1,265 ,261
Lower-bound ,454 1,000 ,454 1,265 ,261
time * Department  Sphericity Assumed 14,986 6 2,498 6,963 ,000
Greenhouse-Geisser 14,986 6,000 2,498 6,963 ,000
Huynh-Feldt 14,986 6,000 2,498 6,963 ,000
Lower-bound 14,986 6,000 2,498 6,963 ,000
Error(time) Sphericity Assumed 122,323 341 ,359
Greenhouse-Geisser 122,323 341,000 ,359
Huynh-Feldt 122,323 341,000 ,359
Lower-bound 122,323 341,000 ,359

*The mean difference is significant at .05 level
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Appendix 12. Pairwise Comparisons

Pairwise Comparisons for Overall Scores

Mean
Difference (I- 95% Confidence Interval for
(I) time  (J) time )] Std. Error Sig.(a) Difference(a)
Upper Lower
Lower Bound Bound Bound Upper Bound Lower Bound
1 2 ,129(*%) ,039 ,003 ,035 224
3 ,324(%) ,047 ,000 ,209 438
2 1 -,129(%) ,039 ,003 -,224 -,035
3 ,194(%) ,057 ,002 ,057 ,332
3 1 -,324(%) ,047 ,000 -,438 -,209
2 -,194(%) ,057 ,002 -,332 -,057
Pairwise Comparisons for Factor 1
Mean
Difference (I- 95% Confidence Interval for
(I) time  (J) time )] Std. Error Sig.(a) Difference(a)
Upper Lower
Lower Bound Bound Bound Upper Bound Lower Bound
1 2 ,245(%) ,066 ,001 ,086 ,404
3 A57(%) ,069 ,000 ,290 ,625
2 1 -,245(%) ,066 ,001 -,404 -,086
3 ,212(%) ,073 ,013 ,035 ,389
3 1 -457(%) ,069 ,000 -,625 -,290
2 -,212(%) ,073 ,013 -,389 -,035
Pairwise Comparisons for Factor 2
Mean
Difference (I- 95% Confidence Interval for
(I) time  (J) time )] Std. Error Sig.(a) Difference(a)
Upper Lower
Lower Bound Bound Bound Upper Bound Lower Bound
1 2 L157(%) ,048 ,004 ,042 272
3 ,325(%) ,054 ,000 ,194 ,457
2 1 S 157(%) ,048 ,004 =272 -,042
3 ,168(*) ,063 ,024 ,017 ,320
3 1 -,325(%) ,054 ,000 -,457 -,194
2 -,168(*) ,063 ,024 -,320 -,017




Pairwise Comparisons for Factor 3

Mean
Difference (I- 95% Confidence Interval for
(D time  (J) time 1)) Std. Error Sig.(a) Difference(a)
Upper Lower
Lower Bound Bound Bound Upper Bound Lower Bound
1 2 ,130 ,060 ,094 -,015 ,275
3 ,276(%) ,064 ,000 ,120 ,431
2 1 -,130 ,060 ,094 -275 ,015
3 ,146 ,067 ,097 -,018 ,309
3 1 -,276(*) ,064 ,000 -,431 -,120
2 -,146 ,067 ,097 -,309 ,018
Pairwise Comparisons for Factor 4
Mean
Difference (I- 95% Confidence Interval for
(D time  (J) time 1)) Std. Error Sig.(a) Difference(a)
Upper Lower
Lower Bound Bound Bound Upper Bound Lower Bound
1 2 ,010 ,072 1,000 -,163 ,183
3 ,350(%) ,067 ,000 ,187 ,513
2 1 -,010 ,072 1,000 -,183 ,163
3 ,340(%) ,080 ,000 ,147 ,533
3 1 -,350(%) ,067 ,000 -,513 -,187
2 -,340(*) ,080 ,000 -,533 -,147
Pairwise Comparisons for Factor 5
Mean
Difference (I- 95% Confidence Interval for
(I) time (J) time J) Std. Error Sig.(a) Difference(a)
Upper Lower
Lower Bound Bound Bound Upper Bound Lower Bound
1 2 ,133 ,064 117 -,022 ,288
3 ,283(%) ,069 ,000 115 451
2 1 -,133 ,064 117 -,288 ,022
3 ,150 ,076 ,152 -,034 ,334
3 1 -,283(*) ,069 ,000 -,451 -,115
2 -,150 ,076 ,152 -,334 ,034




Appendix 13. Categories and Communication Units

Categories

N

%

1. Students and Class Profiles

Not knowing about the class

Students’ proficiency level

Students’ unfamiliarity with an activity

Teaching young learners

Students’ disinterest in the lesson

Student participation

Students’ not being able to learn

One/a few disruptive student(s)

Bad reputation of the class

Students’ lack of background knowledge

Students’ reluctance to write

Unexpected questions/answers from the students
Students’ perception of student-teachers’ role as teachers
Students’ reluctance to read

Students’ silence

Students’ reluctance to attend the class due to end-of-year time
Students’ previous experience

Dealing with an inclusion student

Teaching a subject that students know very well

Tired students

Students’ panicking because of not understanding
Students’ prejudices about English

A fight in the class

Students’ leaving the class

Students’ overreaction to classroom events

Students’ making fun of student teacher’s mimes and gestures
Students’ sabotage in the lesson as a whole

Students’ not doing the activity correctly

Students’ using L2 in an activity

142 48,1

31
21
11
10
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2. Classroom management

Maintaining discipline

Pacing the lesson

Time management

Noise

A tough class

Dealing with students during a game-like activity

58
30
11
11

19,7

3. Teaching procedures

Teaching a difficult subject
Getting students’ attention

Making students speak

Making students bored

Proctoring students during an exam

50
11

L N

17,0
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Using voice

Teaching too many words at a time
Being able to teach effectively
Communication with students
Previous experience about teaching
Teaching a skill/area for the first time
Difficulty level of the activity
Material selection

Using L2

Modifying classroom language according to students’ level
Giving instructions in L2

Being sleepy and tired

Being a perfectionist person

—_— == BN O NN = = = e = e

4. Being observed

Being observed by the university supervisor
Being observed by the cooperating teacher
Others’ existence in practice teaching

29 98
26

5. Mentors

Cooperating teacher interference

Having different techniques than the cooperating teacher
Cooperative teacher demands

Cooperating teacher’s being young and knowledgeable

Cooperating teacher’s wish to change an activity in the last minute

Teaching without a plan because of the cooperating teacher
Cooperating teacher’s perception of student-teachers’ role
Supervisor interference

S5
R
|

—t e ke N U ek

6. Miscellaneous

Other teacher’s negative ideas about student teachers
Other teacher’s negative ideas about some classes
Proficiency level of the reading text in the book
Class board is not magnetic

Broken OHP

1,7

— = = = =

TOTAL

295 100
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