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Abstract

The purpose of this study was to investigate theces and levels of anxiety among
student teachers of English as a foreign languAgguestionnaire created for the
purposes of this study was administered to 48 gradstudents of TEFL. The results
showed that student teachers were moderately asabaut teaching English. They
were most anxious about not having enough tim@rfeparation, being interrupted by
the mentor, making mistakes, not being able torobtie class, being observed and
evaluated having to teach advanced learners and teenagesg|lleas about not being
able to make pupils participate. The results aisicated that 1 year student teachers
experienced higher anixety thafi®2ear student teachers, which suggested that
having more experience decreased anxiety. Howdiiese indications should be
further researched. It was also found that haviegenteacher training courses, more
English teaching practice and the experience afhieg another subject decreased a

number of concerns about teaching.

Key words:. foreign language teaching anxiety, student teaghiaching English as

a foreign language



1. Introduction
1.1 Anxiety

On Medical News Today, anxiety is defined “as general term for several
disorders that cause nervousness, fear, apprehersm worrying” (“All about
anxiety,” n.d.). Anxiety affects our feelings anehlavior and, if it is too high, it can
seriously hinder our performance. Being anxioudavget what we know, we cannot
find the right words, we make mistakes that we wowubt otherwise, we stutter or
simply try to avoid participating in conversatiorhese are just some manifestations
of anxiety.

Dornyei (2005) mentions that anxiety is one of thggest factors which
inhibit the learning process. So far, two divisimisanxiety have been defined. The
first refers to the distinction between trait anates anxiety. Trait anxiety is a type of
anxiety that is a part of a person’s personalityatfmeans that it can be activated in
any situation. On the other hand, state anxietgearias an emotional reaction to
certain situations. Therefore, it is not a permaneradisposition of a person to feel
anxious in a variety of situations.

The other division Dornyei (2005) mentions is Sdev¢l978) distinction
between beneficial or facilitating anxiety and imbory or debilitating anxiety.
Anxiety is not necessarily something that hindesdfgrmance; it can also promote it.
That is the case of facilitating anxiety, a type asfxiety that will motivate the
individual to increase the effort and improve parfance. However, only mild
anxiety can have this kind of effect. High anxietyg,research suggests, has a negative
impact on performance and that is why it is caltbilitating anxiety. Dornyei
further explains that debilitating anxiety does noécessarily hinder general
performance, but only certain tasks, such as wgrkimemory. Since language

learning relies heavily on working memory it candignificantly affected by anxiety.



1.2 Foreign Language Learning Anxiety

A number of researchers studied foreign languadg (Earning anxiety in
order to discover its sources, characteristics anpgacts on language learning
acquisition. Among the first researchers to ingzge the concept of FL learning
anxiety were Horwitz, Horwitz and Cope. (1986). Ylmeeated an instrument called
Foreign Language Classroom Anxiety Scale and defiamguage anxiety as “a
distinct complex of self perception, beliefs, fags, and behaviors related to
classroom language learning arising from the umeqae of the language learning
process” (Horwitz, Horwitz & Cope, 1986, as cited Merg, 2010, p.17). They
concluded that anxiety hinders communication byinglearners afraid to speak and
express themselves. They also found that learners anxious about being evaluated
and making mistakes in front of the others. Anotheeresting finding was the
existence of general FL anxiety. In this case,reer felt anxious even when there
were no obvious sources of anxiety.

Since then, a lot of research has been done apieof FL learning anxiety.
Some studies investigated the relationship betwéanguage anxiety and
perfectionism, some between language anxiety angsopality (introversion,
extraversion), others between language anxietypaoficiency level, and some even
examined skill-specific anxiety. What all of theseidies have in common is the
conclusion that language learning anxiety hasangteffect on the language learning
process and performance. Therefore, more efforildhgo into developing methods
to reduce learners’ anxiety in order to improveglaege acquisition.

Piechurska-Kuciel (2011) discusses how anxietyctgfeognitive operations.
She claims that these negative emotions, whichnawstly the result of learners’
perceived inferiority about their language abilagd fear of failure, inhibit normal
cognitive processing and, consequently, lead tagroperformance. She conculdes
that the link between anxiety and poor performamgecircular because bad
performance and negative feedback only reinforee t& failure which generates
even more anxiety. She further explains basic nemteesses we go through while
learning something new — these are the processasgofsition, storage and retrieval

of information. Anxiety can have debilitating effedn any of these three stages.



Piechurska-Kuciel mentions Tobias’s (1979) divismhanxiety into input anxiety,
which inhibits the acquisition of input; processiagxiety, which occurs during
cognitive operations and organizing informationg dastly, output anxiety, which
interferes with the retrieval of previously learnedormation. When it comes to
language learners, all three types of anxiety ease difficulty when learning an FL.
However, when it comes to FL teaching anxiety, weeraore interested in the output
anxiety, that is, anxiety which leads to a personability to remember information
which they obviously know very well. Piechurska-kalexplains that output anxiety
hinders the use of productive skills and for thedison it can make a teacher’s job

much more difficult and stressful.

1.3.Teaching Anxiety

It is claimed that around 75%f people experience some degree of anxiety
when speaking in public. Teaching is precisely,tspeaking and presenting in front
of an audience — pupils (Ps). It is, thereforemarto expect that some issues that
affect the majority of public speakers may preogcapen teachers. Some of these
worries can refer to interaction and relationshighwthe audience, dealing with
questions and (negative) feedback, not being utw®tsfinishing too early, getting
confused and skipping a part of the speech or ptasen, etc. However, teachers’
concerns are even broader. These concerns caulénioking worried about not being
able to control the class and manage poor behafiéts, about not being able to
evaluate Ps, having inadequate sources or mater@lfeing able to establish a good
relationship with other teachers or mentors, aniderwit comes to teaching an FL,
teachers may also be worried about their own lefeproficiency in the target
language. If teachers are anxious while teachingam be expected that this will
affect instruction in some way. Horwitz (1996) wasiong the first researchers to
warn that FL teaching anxiety may have a negatiffece on instruction (as
mentioned in Merg, 2010). Mer¢ (2010) also poinis that anxious teachers may
tend to avoid certain teaching styles and actwittad prefer others, which can

consequently lead to poorer quality of instruction.

! Information found at http://www.glossophobia.com.



Capel (2001) conducted a study with the aim of stigating student teachers’
(STs) concerns during a one year PostgraduatefiCateti in Education course and
finding out whether the development of concerns seguential, i.e. happening in
stages, as previous research by Fuller and Bowr/5(1%uggested. Capel
administered the Teacher Concerns Questionnair®)T(George, 1978) on three
occasions among STs of different subjects. Therétieal background of the study
was based on Fuller's (1969) concerns theory. Fudled Bown (1975) further
developed that theory suggesting that STs go thralifferent stages of concerns
during their development as teachers. The firgesiavolvesself concernsuch as
not being able to control the class, not beingdiky Ps and being evaluated. The
stage that follows is characterizedtiagk concernsvhich involve concerns about not
being able to deal with too many duties, teachmgain skills and working with a lot
of Ps. The last stage STs go through involvagact concernswhich are concerns
about Ps’ progress, meeting individual Ps’ need$ @mllenging unmotivated Ps.
Capel’s aim was to see if STs really go througts¢hstages in a sequential order or
whether different concerns could arise at diffeqgmints of their teaching experience.
She wanted to identify the possible changes in @mscover one year. The instrument
used, Teacher Concerns Questionnaire by Georgd8)1@cluded 15 items grouped
into three categories — self concerns, task coscand impact concerns.

The final results showed that STs did not pasautfita sequence of concerns,
but could rather hold different concerns at oneetifihe results also showed that
concerns decreased once STs gained some expereticere was a significant
difference between the first and second administradf the questionnaire. However,
there was no significant difference between themsgand third administration. The
author explained this by saying that once theahitoncerns had decreased and STs
became more used to teaching, the amount of comcenmmained relatively stable.

What the findings also showed was that the task mmplact concerns
remained rather constant over the three adminmtisof the questionnaire, whereas
self concerns seemed much less stable and coutdyehaith time. In general, STs
were most concerned about the following self angaioh concerns: meeting the needs
of different Ps, challenging unmotivated Ps, whedseh P is getting what they need,
getting a good teacher evaluation, doing well wizersupervisor is present and

maintaining the appropriate degree of class corfthid item was ranked the highest



during the first administration of the questioneaitOn the other hand, STs were least
worried about working with too many Ps. It seemieat the task of teaching did not
cause that much concern among STs. The author iegpthis by STs good
preparation, good relationship with the mentors Bagdas well as by being gradually
immersed into the task of teaching. There was goifitant difference between STs
of different subjects. However, each subject hasesspecific aspects that may cause
anxiety so it would be necessary to investigatel¢hrel of anxiety in each subject
separately, taking into account these particulgeeis. The findings also brought to
the fore two more areas of concerns that shoultutieer investigated — evaluation

concerns and adequacy concerns.

1.4 Foreign Language Teaching Anxiety

Only very recently have researchers started inyatstig the concept of FL
teaching anxiety. If learners get anxious learrmngpeaking an FL, it is likely for
teachers to get anxious teaching a language thabtigheir mother tongue. More
research so far has been done on a closely refapéd that of teaching anxiety in
general (see section 1.3.). However, the numbstuafies looking into the concept of
FL teaching anxiety has also been growing lately.

Since learning an FL is never complete, non-ndduguage teachers could be
considered as advanced learners of that languagjenay also, as Horwitz (1996)
points out, experience some uneasiness when sgethidianguage (as mentioned in
Machida, 2011). Non-native language teachers tendcdcampare their language
proficiency with native speakers’ and often feeessed if their perceived language
proficiency does not seem to meet their targetl|JeMachida (2011) explains.
Therefore, having high expectations about their tanmguage proficiency can lower
their confidence and cause fear and worry, whichy ncansequently hinder
performance.

Bielska (2011) conducted a study of perceived skitacy with Polish
English as a Foreign Language (EFL) teachers, whiethbased on Bandura'’s theory
of self-efficacy (1994). This theory explains hoeople’s behaviors and actions are
affected by their thoughts and beliefs. Therefargositive attitude is significant in

achieving success in any context, teaching includedt as anxiety can have a



negative effect on teaching, confidence and highesicacy beliefs can influence
the teaching process positively and increase teasitelearner achievement. Bielska
discovered a relationship between teaching expegieand the sense of efficacy.
Teachers with more teaching experience expressdulglzer sense of efficacy.
Furthermore, the results also showed a link betvgadfrefficacy and willingness to
remain in the teaching profession. Teachers wighdr levels of self-efficacy were
more satisfied with their career choice. As Biel¢RA11) points out, this is a very
important finding for teacher trainers and schagharities who should realize that
developing teachers’ sense of efficacy is as ingmbras developing their teaching
skills. She also mentions Woolfolk Hoyho found positive correlation between
teachers’ perception of their ability to encourégprning and learner achievement. A
teacher with a positive attitude about teaching foater the same positive attitude
about the subject in their Ps. However, Ps canlhéale a positive attitude about a
certain subject if their instructors have a negatne.

Some other studies have revealed the most commacesoof FL teaching
anxiety (Kim and Kim, 2004, and Ipek, 2007, as noered in Merg, 2010) such as:
having to teach an FL through the FL, being askeelxpected questions, making
mistakes, limited proficiency, unmotivated Ps, keiobserved, having to teach
particular language areas, fear of failure and tdleaching practice.

Merg (2010) tried to find out whether FL STs expade different anxiety
from STs of other subjects, to determine the chamgfee level and sources of anxiety
and the relationship between language proficieeeglland FL teaching anxiety. In
his study Mer¢ used an adapted version of Foreignguage Student Teaching
Anxiety Scale (FLSTAS) created by EI-Okda and Alrskaidi (2003). The scale
measured anxiety levels connected with interactit Ps, interacting with peers,
interacting with other language teachers, intengctvith supervisors, lesson planning
and classroom management. He also used StudenhéreAoxiety Scale (STAS)
developed by Hart (1987) which measured factors siscevaluation anxiety, learner
and professional concerns anxiety, class controliegn and teaching practice
requirements anxiety. Furthermore, STs were askedkeep diaries about their
teaching practicum and submit them. Lastly, he ootetl semi-structured interviews
with 30 participants at the end of the teachingfpcam.

? Bielska cites parts of an interview with Anita Wintk from Shaughnessy (2004).



Merc¢ (2010) found that STs of all subjects were aratkly anxious about
teaching. However, STs of English were significantlore anxious before the start of
their teaching practicum. Mer¢’s findings also skeadwhat all STs were considerably
less anxious at the end of the teaching practicmeh that STs of English had
considerably lessened anxiety levels. Some comroarces of FL ST anxiety were
found to be problems with classroom managemerdtiogiship with the mentor, the
feeling of academic incompetence, being observed aradequate language
proficiency.

In another study, Mer¢ (2011) tried to find the m®s of anxiety among
Turkish STs of English using diaries kept by STd aemi-structured interviews as
research tools. His findings revealed six main gaties of concerns: Ps and class
profiles, classroom management, teaching procedbeisg observed, mentors and
miscellaneous. The results showed that STs werenlynaireoccupied by the
relationship with Ps (Ps’ behavior, their disinsgreand demotivation, lack of
participation), classroom and time management amagbobserved by their mentors
Or supervisors.

Another interesting study has been done by Mac(2041) in the Japanese
context among Japanese elementary-school teadiémsugh the English teaching
context in Japan is very different from the on€noatia, the results of the study offer
some interesting insights into FL teaching anxietievant for the Croatian context
too. Machida divided English teaching anxiety ihim categories: anxiety about a
teacher’'s own English proficiency and anxiety abimatching English. The level of
proficiency seems to play an important role in edgeing FL teaching anxiety. This
anxiety, Machida explains, usually stems from tlmmparison with the native
speakers and the belief of non-native languagéh&zadhat their level of proficiency
is not good enough. Referring to Horwitz’s (1996inparison of non-native language
teachers with advanced language learners, Machaitasc that non-native language
teachers could manifest the same symptoms of Fhilgaanxiety as learners tend to.
Therefore, language proficiency can be a sourcanxiety for both learners and
teachers. Horwitz (2008) created Teaching Foreigmnguage Anxiety Scale
(TFLAS), which was designed to measure teachersiegn about their proficiency
level. Machida used this scale together with thegional Teaching Anxiety Scale



(STASY), an instrument he created for the purpose ofésearch, which focuses on
anxiety-provoking situations and measures teaclanrsiety in an English teaching
situation. He also used a background questionnairerder to provide some
additional biodata.

What the results showed was that English teachxpgréence was a critical
factor in decreasing the level of anxiety. In aidditto this, English proficiency level
was negatively associated with anxiety — the lotier proficiency, the higher the
anxiety. Japanese teachers seemed to be extrem®iyus about making mistakes
because that was regarded as something that camidigh their authority in the
classroom. If we take these results into constteravhen we look at STs of English
in Croatia, we could suppose that what they woaleehin common with the Japanese
teachers is the anxiety which stems from the urlfary with English language
teaching, therefore with the lack of teaching eigere. On the other hand, when it
comes to proficiency, the situation should be quiféerent since Croatian STs of
EFL have gone through an extensive English langleaming program during their
studies and have been learning English for manysyasually starting as young
learners’ . Furthermore, English is very present in the @apacontext through the
media — television, the Internet, music, etc. soafian learners are exposed to
English a great deal. Machida also mentioned tlegt @apanese teachers had not had
a lot of training in teaching English and that mafyhem were not pleased with their
level of proficiency. They often taught along withtive Assistant English Teachers
due to their low proficiency in English.

Horwitz (1996) concluded that teachers who had alistecally high
expectations about their level of proficiency whkely to experience higher anxiety,
no matter how proficient they actually were (as tiered in Machida, 2011).
Therefore, it is possible that even among Croadi@a of EFL, who are considered to
be proficient speakers, some can experience anwibigh may be caused by their
low self-confidence about their proficiency leveébr this reason, in our study we
added items that required STs’ self-assessmeritenf dwn language proficiency to

the questionnaire.

3 Machida’s instrument should not be confused witht'd&TAS (Student Teacher Anxiety Scale).
“In Croatia, children start learning their first FLthe first grade of elementary school (at the af)6
or 7) and many start with theif%FL in the fourth grade (at the age of 9 or 10)e®fthese two
languages is almost always English.



1.5Foreign Language Teaching Anxiety in the Croatian ©ntext

When it comes to investigating FL anxiety, Croatieesearchers have
contributed significantly. Mihalje¢i Djigunovi¢ (2002) researched and published a
number of studies on FL anxiety, its sources atatiomship with other individual
factors. A 24-item instrument, called CROEFLA, vdgsigned to measure FL anxiety
in the Croatian context, among Croatian learnerSkif by Mihaljevt Djigunovi¢ et
al. (2004). Furthermore, MihaljeviDjigunovic and Legac (2008) researched FL
anxiety and listening comprehension among monoéhgud bilingual EFL learners,
finding significantly higher levels of anxiety angpmmonolingual learners. This
showed that the experience of being exposed to tamguages could decrease FL
anxiety.

A study by Kosté-Bobanové (2009) compared FL anxiety between Austrian
and Croatian university students (Ss) studying iBess English. The results showed
that Austrian Ss worried more about making mistakdsereas a higher number of
Croatian Ss got nervous and confused when speakihgir language class, or when
they did not understand every word the teacher said

Another comparative study on FL anxiety was cotetliamong Ss of English
and German by Puskar (2010). He found that Gernsaexferienced higher levels of
FL anxiety than English Ss. In addition to thatnéde English Ss were found to be
more anxious than males and Ss from small towns/élades experienced higher FL
anxiety levels than Ss from the city. Furtherm@&@g,with lower FL achievement and
negative attitudes towards their FL instructorsveta higher anxiety levels than the
ones with positive attitudes. This supports theviotesly mentioned Bandura's theory
according to which people's behavior is affected thgir thoughts and beliefs.
However, Puskar did not find that' year Ss experienced higher anxiety levels than
2" or 3%year Ss.

Although FL learning anxiety has been investigaeténsively in Croatia, FL
teaching anxiety remains a fairly underresearcheld.fThe study described in this
graduation paper is one of the first attempts tedssome light on this issue in the
Croatian context. Since it has been shown thatekning anxiety may have negative

effects on learning, we could assume that FL temchnxiety could negatively affect



instruction and, consequently, learners' progresisaghievement as well. Therefore,
it is important to investigate the sources of t@aghanxiety and adjust teacher
training courses taking these findings into accotihts could prepare future teachers
for more successful dealing with anxiety, help tHestome more confident and more
efficient. We hope that this will be just a startresearching this important field and

its relationship to FL learning.
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2. A Study of Foreign Language Teaching Anxiety among
Student Teachers of English as a Foreign Language

2.1 Aims

Firstly, the aim of this study was to find out abthe levels of STs’ anxiety
about teaching EFL. Secondly, we attempted to tigyeate the change of STs’ anxiety
over a period of time, more specifically in the s®iof one year. Thirdly, the aim
was also to investigate the relationship betweeteynand teaching experience, year
of study and teacher training. Fourthly, we aimethtestigate the sources of anxiety
(anxiety provoking situations). Lastly, the aim wasfind out how anxiety affects

STs and their performance and which strategiesubBeyfor coping with anxiety.

2.2 Hypotheses

Based on the existing findings of FL teaching atyxieesearch, five
hypotheses were formed. The first hypothesis wasifthyear STs would experience
higher anxiety than" year STsConsidering that 5l year STs had had no English
teaching practice prior to the study, it was expédhat STs with more teaching
practice, i.e. ¥ year STs, would have lower levels of anxiety duéheir experience.
Following this, the second hypothesis was formagling thatSTs with more teaching
practice would experience lower anxietiyurthermore, taking into account any
teaching practice STs had had, we formed the thypothesis:STs without the
experience of teaching another subject would expeg higher anxiety than STs with
such experiencdRegardless of the subject being taught, it was aedehat any type
of teaching practice would alleviate STs’ conce®isice 3% year STs had also had
more English methodology and other teacher traicimgrses, we formed the fourth
hypothesis which states thladving more English methodology and teacher tranin
courses would reduce the level of anxidtyvas expected that these courses prepared
STs better for the task of teaching and made tlemhriore competent and confident
about teaching. The fifth and final hypothesis Was there would be a change in the

type of concerns that comes with more teaching reqpee. Based on Fuller's
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concerns theory (1969) and Capel’s study (2001)ag expected that STs, by gaining
more teaching experience, became concerned abifertedi aspects of teaching, as

well as eliminated or decreased some initial cameer

2.3 Methodology

2.3.1. Sample

The total number of participants in this study w&s out of which more than
90% were female participants. The participants wBiles of English language
enrolled in the graduate Teaching English as aireanguage (TEFL) program at
the Faculty of Humanities and Social Sciences, Ehsity of Zagreb. Almost 60% of
the participants were*lyear STs (N=28), whereas less than 40% w&tge&ar STs
(N=18). Two participants were undergraduate guestfr®m abroad who were
allowed to take courses from th® ylear graduate program because it was compatible
with the program of their original faculty in thefome country. In our statistical
analyses, they were grouped und®yéar STs.

Due to the time constraints, we were unable tm¥olthe same group of STs
during their two-year graduate study. Therefores $hudy was conducted with STs of
the ' and 29 year of the graduate program, making this a ttndy. Second-year
STs were expected to represefiygar STs after one year of training.

The majority of the participants were double majonsre than 90% of them
studied one more subject. The most frequent othedysgroups were Croatian,
Italian, pedagogy and Russian. Only three partitgpavere single major STs of EFL.
The list of other study groups can be seen in Tabl&ppendix I. The participants
were also asked to indicate the stream of theierostudy group. Almost 40% were
double majors who were enrolled in the teachingastr of the other study group as
well.

The majority of the participants, over 85%, starearning English between
the ages of 5 and 10. Table B, Appendix I, shows ttie most frequent answers were
10 years of age and 7 years of age, which woulchrttest they started in th&'4rade
of elementary school, when they were 10 years afd] ' grade of elementary

school, when they were 7 years old. In Croatiddobn start learning their first FL in

12



the T grade of elementary school and thelf EL in the 4 grade of elementary
school, so that is probably the explanation whgéhievo answers were most common
among the participants. However, from these answerscan see that all of the
participants started learning English as youngnieia, before the age of 12. Most of
the participants, over 70%, had been learning Bhgior 13 to 18 years (Table C,
Appendix I). The most common answers were 14 and/edys of learning. This
showed that the majority of the participants had &dot of experience as learners of
English.

Regarding the experience of teaching, Table D, Adpel, shows that a little
over 16% had had no experience in teaching pridhéostudy. Around half of the
participants had taught up to 20 lessons until tfraost of them reporeted 1-5
lessons) and a little over 30% had taught more Bialessons.

More than 60% of the participants had taught peviissons (Table E,
Appendix 1) and more than 50% experienced both adieaching (Table F, Appendix
I) and teaching full lessons in a state schoolas @f their teaching practice (Table
G, Appendix I). The majority of the participantsdhaot had any experience in peer
teaching (Table H, Appendix 1) or teaching in avate language school as part of
their teaching practice (Table I, Appendix [). Fatmore, around 15% had
experienced working part-time in a private languagkool (Table J, Appendix I).
None of the participants had worked part-time istate school prior to the study
(Table K, Appendix I). These results indicated ttiet most experience participants
had had involved private lessons and teaching ipeagt state schools (both micro-
teaching and full lessons).

Over 40% of the participants also stated that they had the experience of
teaching another subject, with the number of lesganght ranging from 1 to 20.
Table L, Appendix I, shows that this most frequgméferred to teaching Italian and
Croatian.

All of the participants stated that they had takeme English methodology
courses. The majority of them, over 60%, had taReor 3 English methodology
courses (Table M, Appendix I). A little less thadP8 had taken other teacher training
courses as well. In Table N, Appendix |, we cantbae over 60% of the participants
had taken from 2 to 6 other teacher training caurse

13



2.3.2. Instrument

The instrument used in this study was a three-pagstionnairéin English.
We designed a questionnaire which would test aetyardbf possible concerns
stemming from situational factors, personal factangl demographic factors (e.g.
gender, experience, training), taking into accodatt's STAS (1987), studies and
instruments found in Mer¢ (2010), Mer¢ (2011), Mdeh(2011) and Capel (2001).

The questionnaire was administered to a few noteeehers for piloting, in
order to avoid any ambiguities, mistakes or prolslemth wording. It was then
revised according to their feedback.

We applied both quantitative and qualitative mdthdor studying FL
teaching anxiety. In the quantitative part, we abtéert scales to statements. In the
qualitative part, the participants were presentdtl tree open-ended questions and
were asked to be as elaborate as possible. It w@ecked that combining these two
approaches would give a better insight into FL Sarstiety.

The first part of the questionnaire asked the gigdints to provide some
demographic data about themselves such as gereher oy study, years of learning
English, teaching experience (number and type afsds taught), other major,
number of teaching methodology courses they haghtadtc.

The second part of the questionnaire consisteddoteims accompanied by
five-point Likert-type scale ranging from 1strongly disagredo 5 —strongly agree.
These items were grouped into three categoriegraiog to previously mentioned
Fuller and Bown’s (1975) stages of concerns (astimaed in Capel, 2001). The first
group wereself concernswhich included 17 items such dsvorry that | may not be
able to control the class; | get nervous when It@mng evaluated by my mentmd|
am worried that my English proficiency is not highough.The second group were
task concernsincluding 26 items such akfeel anxious about teaching teenagers; |
worry that | will not be able to work with too maRg in one clasand| feel anxious
about teaching grammarhe third group werémpact concernand they included 6
items such as:worry that | will not be able to maintain Ps’ atition; | worry that |
will not be able to make Ps speak and participatelassandl worry that Ps will not
make any progress when | teach th@ie items from different groups of concerns

® The questionnaire can be found in Appendix II.
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were mixed in the questionnaire. All three groupsancerns and their items can be
seen in Appendix IlI.

Some of the statements were slightly adjusted fbydar STs because the
majority of them still had not had any teachinggicee by that time. Therefore, items
such as, for example, item 30get nervous when | am being evaluated by my mento
was rephrased intiathink that | will feel nervous about my mentoaksating me

The third part of the questionnaire was qualimawnd consisted of three open-
ended questions. In this part the participants vadde to add anything that perhaps
had not been covered in the second part. They aldeeto express some individual
concerns, strategies for dealing with them anceffect they might have had on their
teaching. These answers were also grouped intgaas by identifying recurrent

issues and grouping answers according to thosedssu

2.3.3. Procedure

The questionnaire was administered when the awtisged ' and 39 year
STs respectively during their EFL methodology atassThey were administered at
the end of the academic year, whiféykar STs were in their second semester hd 2
year STs were in their fourth, and last, semesfetheir graduate study. The
participants were informed that the questionnaias anonymous and that it consisted
of three parts. After a short explanation on hovilt@ut the questionnaire, they were
completed within 15 minutes.

While all I year STs filled out the questionnaire in theirsslaonly 12 %'
year STs were present in their class so the profdégsdly offered to send me email
addresses of all'2year STs. Thus the rest dF'3ear STs were contacted and asked
to participate in the study via email. Five motked-out questionnaires were obtained
in this way. However, there were 18 participantovetated that they werd®year
STs. One of them was enrolled in a course witlydar STs and therefore filled-out

the questionnaire along with them.
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2.3.4. Results

This section focuses on the results obtained bothqgbantitative and
qualitative analyses. The quantitative data obthime the questionnaire was entered
into the SPSS datasheet and all of the questianitaims and answers were coded.
Considering that there were three groups of comscénnthe second part of the
questionnaire, Cronbach’s alpha was calculateédoh of these groups, showing that
the scales were reliable: for self conceurrs .907, for task concerns= .892 and for
impact concerns = .786. The letters next to the items in all thielés in the Results
section indicate the type of concern: TC standsdsk concerns, SC for self concerns
and IC for impact concerns.

The qualitative data was categorized by identifysrgd grouping similar

answers under the same categories.

2.3.4.1. Foreign language teaching anxiety scores

Firstly, descriptive statistics were calculatedoimer to obtain results about
the levels of anxiety among STs of English. Meaarss and standard deviations
were calculated. The anxiety scores were classifigal three groups: low anxiety,
medium anxiety and high anxiety. We used Machiddassification of anxiety
scores: the scores ranging from 1 to 2.99 indickaedanxiety, those from 3.00 to
3.99 indicated medium anxiety while the scores irajdrom 4.00 to 5.00 indicated
high anxiety (Machida, 2011).

There were no items in which the scores exceed=8l98. The items with the
highest scores were items about strategies fordeaith anxiety and problems with
teaching such as asking a mentor or a colleaguddlyr and rehearsing teaching
lessons at home, as can be seen in Table 1 below.

Table 1. Items with highest scores

Iltem N | Min.| Max. | Mean| Std.

(48) I ask for help from my mentor if Ilhavea | 48| 1 5 3.98| .863
problem with teaching. (TC)

ol

(38) | rehearse teaching my lessons at home. (TCY | 4 3.91| .996

ol

(27) I ask for help from my colleagues if | have p47 | 1 3.87| .824

problem with teaching. (TC)
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Table 2 shows anxiety scores which were groupemltinb categories: items
with medium anxiety and items with low anxiety. Té&ere no items indicating high
anxiety. Out of 21 items indicating medium anxiety) were self concerns, seven
were task concerns and four were impact concerngenMve take a look at their
means, we can see that the items with the higheahsawere mostly self concerns.
Apart from item 42, a task concern about being @msiwhen they do not have
enough time for preparation, the following seveamis with highest scores were all
self concerns: items 40, 39, 44, 1, 30, 23 andl82y referred to being anxious about
mentors interfering with the lesson, making mistalantrolling the class and being
evaluated and observed. Other self concerns digglasnedium anxiety scores
referred to gaining respect from Ps, being ableanswer their questions and to
dealing with hostile comments from Ps.

Task concerns that caused medium anxiety refercedeaéching certain
language aspects, to teaching advanced learnereanagers, to managing different
levels of Ps’ knowledge, to having too many Ps e alass, as well as to time
management.

Impact concerns with medium anxiety scores referted making Ps
participate, to Ps’ progress, to maintaining tlagiention and to motivating them.

On the other hand, the items with low anxiety ssomcluded 16 task
concerns, seven self concerns and two impact cosckems with the lowest anxiety
scores included mostly task concerns such as ttebsging to teaching vocabulary,
reading, listening and writing, as well as to teaghyoung learners. Some other task
concerns with low anxiety scores included concatmsut having technical problems
during the lesson, teaching beginners and adudtgssing Ps, using new materials
and time management.

Self concerns with the lowest anxiety scores reteto using English in class,
having a different teaching style from their mes{dseing laughed at by Ps and to
establishing a good relationship with Ps.

Two impact concerns with slightly higher meanst btill indicating low
anxiety, included concerns referring to being ableiagnose the problems and meet

the needs of individual Ps.
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Table 2. Anxiety scores

ltem N | Min.| Max. | Mean| Std.
Dev.
Items with medium anxiety
(42) | feel anxious when I do not have enough | 47| 1 5 3.72| 1.097
time for preparation. (TC)
(40) I get nervous when the mentor interferes widl8 | 2 5 3.63| .937
my lesson. (SC)
(39) I worry about making mistakes. (SC) 481 5 3.63| 1.024
(44) | feel anxious about teaching because 1 dg 48| 1 5 3.58| 1.108
not have enough teaching experience. (SC)
(1) I worry that | may not be able to control the| 48| 1 5 3.40| 1.067
class. (SC)
(30) I get nervous when | am being evaluated by8| 2 5 3.38| 1.142
my mentor. (SC)
(23) | get nervous when | am being observed by48 | 1 5 3.38| 1.196
my mentor. (SC)
(32) | get nervous when | am being evaluated byi6 | 1 5 3.35| .924
Ps. (SC)
(43) 1 worry that | will not know how to teach |48 | 1 5 3.31| .993
certain language aspects. (TC)
(41) | feel anxious about teaching advanced |48| 1 5 3.31| 1.223
learners. (TC)
(8) I feel anxious about teaching teenagers. (TC)7 | 41 5 3.30| 1.196
(16) I worry that | will not be able to make Ps | 48| 1 5 3.29| 1.031
speak and participate in class. (IC)
(7) I worry that Ps will not respect me. (SC) 481 5 3.23| 1.016
(26) I worry that Ps will not make any progress| 48| 1 5 3.17| 1.098
when | teach them. (IC)
(21) I worry that | will not be able to work with | 48| 1 5 3.17| .975
different levels of Ps’ knowledge in the same
class. (TC)
(10) I worry that | will not be able to maintain’Ps46| 1 5 3.15| 1.010
attention. (IC)
(47) 1 worry that | will not be able to answer Ps] 48| 1 5 3.15| .989
questions. (SC)
(31) I worry that | will not be able to motivate.Ps48| 1 5 3.15| .875
(IC)
(5) I am afraid of hostile comments from Ps. (SC)8 (4 1 5 3.08| 1.127
(12) I worry that | will not be able to work with | 48| 1 5 3.06| .976
too many Ps in one class. (TC)
(6) I am worried that | may finish teachingmy | 48| 1 5 3.04| 1.166
lesson too early, before the class ends. (TC)
Items with low anxiety
(20) | feel anxious about havingtoteachPswHo |48 | 5 | 298| 1.211
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have lived in the target country. (TC)

(35) I worry that | will not be able to meetthe |48| 1 4 296 | .922
needs of individual Ps. (IC)

(13) | feel anxious about getting new Psora neW8 | 1 5 296 | 1.202
class. (TC)

(28) I worry that | will not be able to diagnoseth48| 1 4 2.96| .898
problems of individual Ps. (IC)

(4) | feel anxious about teaching speaking. (TC) 48 5 2.90| 1.207
(45) I am worried that my English proficiency ig 48| 1 5 2.85| 1.220
not high enough. (SC)

(22) | feel anxious about teaching grammar. (TC) |48 5 2.81| 1.197
(3) I worry that I may not have a good 48| 1 4 2.81| .842
relationship with my mentor. (SC)

(14) 1 worry that Ps will not like me. (SC) 48 1 5 2.77| .973
(18) | feel anxious about teaching TL aspects thdB| 1 4 2.77| 1.016

do not exist in Ps’ L1. (TC)

(15) I worry that | will not be able to finishmy |48| 1 5 2.77| 1.016
lesson in time. (TC)

(9) I am concerned about using new, unfamiliar 47| 1 5 2.74| 1.073
materials. (TC)

(19) I worry that | will not know how to assess P43 | 1 5 2.71| 1.031
(TC)

(25) | feel anxious about teaching adults. (TC) 48 2.69| 1.035

ol

(63}

(29) | feel anxious about teaching beginners. (T@8| 1 2.69| 1.274

(49) I worry that | might have technical problemsA8| 1 5 2.67| 1.059
while | teach (e.g. the projector is not working,
the slide show will not start, the audio recording
is too quiet, etc.) (TC)

(24) 1 worry that | will not be able to establish a 48| 1 4 2.65| .956
good relationship with Ps. (SC)

(2) I am afraid Ps will laugh at me. (SC) 18 1 5 2.63| 1.084
(34) I worry about having a different teaching | 48| 1 5 254 1.091
style from my mentor. (SC)

(17) | feel anxious about teaching writing. (TC) 481 5 2.48| 1.072
(37) | feel anxious about teaching young learnerd8| 1 5 240 1.144
(up to 12 years of age). (TC)

(46) | feel anxious about teaching listening. (TCYU8| 1 5 2.25| 957

(36) | feel anxious about using English in class} 48| 1 5 2.23| 1.259
(SC)

N

(33) I feel anxious about teaching reading. (TC 48 2.21| .798

N

(11) | feel anxious about teaching vocabulary. | 48| 1 2.18| .808

(TC)

The total mean for the whole sample was 3.08, ®th= .569. According to
Machida’s classification, this would indicate meditanxiety. However, the mean
score was just slightly over the lower border iatiilg medium anxiety, which
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showed the tendency towards low anxiety. Even thahg results for ® year STs
were not statistically relevant considering the loumber of participants, separate
mean scores were calculated férykar and %' year STs respectively. These results
showed that there was a difference between thesgytaups. As it can be seen in
Table 3 below, the mean score fétylear STs was 3.16, with the standard deviation
of .488, whereas the mean score ot y2ar STs was slightly lower, M = 2.90, but
with a bigger standard deviation of .706. This sedwhat i year STs were slightly
more anxious as a group, but also more homogemotiswir answers. Even though
these findings support the first hypothesis tifayear STs would experience higher
anxiety than 2 year STsthese results are not statistically significamd anly point

to an area which would be interesting for furthesearch.

Table 3. Total mean by group

Group Mean | N | Std. Deviation
1" year(including two guest undergraduate student8)1596/| 28 48765
2" year 2.9027 13 .70589
Total 3.0781| 41 .56978

Furthermore, the mean scores for each of the tireeps of concerns were
also calculated. As can be seen in Table 4 belberetwas a slight difference
between total scores for self, task and impact @msc The lowest mean score, as
well as the smallest standard deviation, was folendask concerns. On the other
hand, impact concerns had the highest mean scdréhadargest standard deviation.
When it comes to®lyear STs, the mean score was highest for impaatecos and
lowest for task concerns. Second-year STs hadigjire$t mean for self concerns, and
the lowest for impact concerns, as opposed®tyear STs. Although these results
provide interesting indications, if and how exadthgse concerns change over time

and with more experience should be further invastid,.

20



Table 4. Means for self, task and impact conceyngrbup

Group Self Task | Impagct
Mean 3.217Q 3.0872| 3.2816
1% year N 29 30 29
(Including two guest undergraduate studentSitd. Deviation .59286!| .45440| .47996
Mean 2.8547 2.8214| 2.8039
2" year N 17 14 17
Std. Deviation .75104| .69093| .86650
Mean 3.0831 3.0026| 3.1051
Total N 46 44 46
Std. Deviation .67122| .54704| .68165

2.3.4.2. Relationship between anxiety levels andkiag teacher training courses,
and anxiety levels and the experience of teachingher subjects

Two t-tests were carried out to investigate the relatigm between anxiety
levels and taking other teacher training coursesyell as between anxiety levels and
the experience of teaching other subjects. A sidiyy significant differencet(= -
3.262, p = .002) was found for item 44del anxious about teaching because | do not
have enough teaching experiencbketween STs who had had other teacher training
courses and those who had not had them: STs whodiatlad any other teacher
training courses claimed that they felt more angidue to not having had enough
teaching experience.

STs without the experience of teaching anothejestibvere found to be
significantly more anxious about the following iteni3 -I feel anxious about getting
new Ps or a new clags = -2.627, p = .012), 28I-worry that | will not be able to
diagnose the problems of individual @s= -2.080, p = .043), 30I-get nervous when
| am being evaluated by my menfor= -2.275, p = .028), 321-get nervous when |
am being evaluated by Rt = -2.125, p = .039), 36 I feel anxious about using
English in clasqt = -2.609, p = .012), 41I-feel anxious about teaching advanced
learners(t = -3.539, p = .001), 42I-feel anxious when | do not have enough time for
preparation (t= -3.562, p = .001), 43 F worry that | will not know how to teach
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certain language aspec(s = -2.226, p = .031), 44 I-feel anxious about teaching
because | do not have enough teaching experiénee-3.795, p = .000), 451-am
worried that my English proficiency is not high egb (t = -3.165, p = .003) and 47 -
I worry that | will not be able to answer Ps’ quesis (t = -2.122, p = .039).
Obviously, having the experience of teaching armogubject, regardless of what
subject it was, decreased a lot of concerns. Tupparts the third hypothesis tHal's
without the experience of teaching other subjexfgergence higher anxiety than STs
with such experiencdt is interesting to note that a significant drface was found
for items that expressed concerns about using &ngh class and STs’ proficiency
level. Those without the experience of teachingeotsubjects were more anxious
about using English language in class and about greficiency level. Although
teaching other subjects obviously has little tondin English language, it seems that
gaining confidence due to teaching experience herosubjects made them more

confident in all areas, even about their languagégiency.

2.3.4.3. Relationship between anxiety scores andetlgear of study, number of
other teacher training courses, number of English mthodology courses and
number of lessons taught

Anxiety scores were also analyzed from the petspeof the year of study,
number of other teacher training courses, numbé&mngfish methodology courses and
number of lessons taught, respectively. A staafificsignificant negative correlation
between anxiety scores and the year of study wasdféor the following items: 9 |
am concerned about using new, unfamiliar mater{&s= -.288, p = .050), 16 I-
worry that | will not be able to make Ps speak aadicipate in clasgR =-.335, p =
.020), 19 - worry that I will not know how to assess @ = -.300, p = .038), 27I-
ask for help from my colleagues if | have a probleith teachingR = -.323, p =
.027), 33 4 feel anxious about teaching readifig = -.309, p = .032), 38l+rehearse
teaching my lessons at honfik = -.412, p = .004) and 44I-feel anxious about
teaching because | do not have enough teachingriexge (R = -.342, p = .017).
This showed that the higher the year of study,lése anxious STs were about using
new materials, making Ps participate, assessingeBshing reading and not having
enough teaching experience. In addition to th¥ty&ar STs were also less likely to

ask their colleagues for help or to rehearse teachissons at home. Since tH¥ 2
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year STs’ program necessarily includes more tegcpractice, these results showed
that having experience made STs feel more preparéelach, which might be why
they felt like they did not have to practice as mumt home anymore, or ask
colleagues for help. These findings support the figpothesis that™ year STs would
experience higher anxiety thaf®3ear STsat least regarding the above-mentioned
teaching concerns.

The correlation of anxiety scores with the numbgother teacher training
courses STs had taken proved to be significanage ©f the following items: 10I-
worry that | will not be able to maintain Ps’ attean (R = -.324, p = .028), 121-
worry that | will not be able to work with too maRg in one clas¢r = -.323, p =
.025), 13 1 feel anxious about getting new Ps or a new c{&ss -.325, p =.024), 14
- I worry that Ps will not like méR = -.286, p = .048) and 13 worry that | will not
be able to finish my lesson in tirfle = -.368, p = .010), 271-ask for help from my
colleagues if | have a problem with teachii®y= -.359, p = .014), 33I-feel anxious
about teaching readin¢R = -.341, p = .019) and 38 rehearse teaching my lessons
at home(R = -.389, p = .007). All the correlations weregative, showing that
anxiety decreased as the number of teacher traioowses increased in the
mentioned instances. Once again, the more teacheing courses they took, the less
likely they were to rehearse at home or ask colleador help.

The following items showed a significant negateerelation between anxiety
scores and the number of English methodology csusg -1 ask for help from my
colleagues if 1 have a problem with teachif® = -.369, p = .014), 38I-rehearse
teaching my lessons at hor(le = -.389, p = .007) and 33I-feel anxious about
teaching readingR = -.341, p = .019). These results showed thathigher the
number of English methodology courses taken, tBe Bnxious STs were to teach
reading and the less likely they were to ask fdp Heom a colleague or rehearse
teaching at home. Obviously, taking more Englishhoméology and teacher training
courses made them feel more competent and prepacktess anxious about certain
concerns and tasks of teaching, which supportfotimeh hypothesis thdtaving more
English methodology and teacher training coursesuldiaeduce the number of
concerns.

The correlation with the number of lessons STs taadht was significant in

case of four items: 11 I-feel anxious about teaching vocabulgiy = -.301, p =
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.038), 33 4 feel anxious about teaching readi(l§ = -.364, p = .011), 38l+ehearse
teaching my lessons at honfie = -.410, p = .004) and 44I-feel anxious about
teaching because | do not have enough teachingiexge (R = -.350, p = .015). Just
as in previous correlations, these were also negatidicating that the more teaching
experience STs had had, the less anxious they waleoeit teaching vocabulary,
teaching reading and about the lack of teachingrapce. However, the results also
showed that the more lessons they had taught,ede likely they were, again, to
rehearse teaching at home.

An item that STs felt significanlty less anxiousoat with the increase in all
four variables (year of study, number of other hemctraining courses, number of
English methodology courses and number of lessanght) was item 33 | feel
anxious about teaching reading/ith the increase in these four variables, the escor
also significanlty decreased faem 38 -I rehearse teaching my lessons at home.
This showed that the anxiety about teaching readegeased with the increase of
the year of study, with the increase of the nundfeother teacher training courses
and number of English methodology courses STs &leeht as well as the number of
lessons taught. It also showed that the more tegghiactice STs had had and the
more teacher training and English methodology asithey had taken, the less they
felt like they had to rehearse teaching lessonkoahe, which showed that they
probably felt more prepared for the task of teaghim should be noted that more
teacher training courses, more English methodologyrses and more teaching
practice came typically with the second year ofigede study.

An item whose score significantly decreased asthegiables increased (year
of study, number of other teacher training coursesl number of English
methodology courses) was item 2T ask for help from my colleagues if | have a
problem with teachingThis showed that™ year STs and STs with more teacher
training courses and English methodology coursae Vass likely to ask a colleague
for help.

An item that STs were significantly less anxiousowbas two variables
increased (year of study and number of lessonshtawgps item 44 4 feel anxious
about teaching because | do not have enough tegcAsicould have been expected,
2" year STs and STs who had taught more lessons lessdikely to feel anxious

about not having enough teaching experience.
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2.3.4.4. Qualitativeanalysis

Analysis of the qualitative data showed that tr@mtategories of sources of
FL teaching anxiety were the following: unmotivated who did not participate,
classroom management, not being understood by d®shaing able to answer Ps’
guestions and dealing with unexpected situations.

When asked to state which situations made themaf@abus while teaching,
quite a few STs answered that they worried aboingboable to motivate Ps: “I mostly
just fear that | will make a mistake or that | wilbt be able to motivate the Ss, or that
| will actually demotivate them” (#1yP% “Awkward silence” (#5yr4) that occurred
when Ps did not participate also made them anxibhe.participants also expressed
concerns about not being able to “answer studgoisstions” (#15yr4) or that “a new
word or other aspect of a language will arise fhay] will not know the meaning
of” (#19yr4) which, as they believed, could makdd3® their respect.

There were many concerns about “not being ablemdral the class” (#21yr4)
and not being able to “handle students that bebadé/” (#27yr4), as well as dealing
with a “tough audience” (#25yr4) whose commenty threon’t know how to respond
to” (#21yr4). Not being “able to react to any unegied situations” (#33yr5) or deal
with “anything unpredictable happening” also seerttedifying” (#40yr5) to some
participants.

A few participants even expressed worries about theguage proficiency
and “not knowing language well enough to be suat fthey]’ll manage everything”
(#24yr4). They also reported feeling worried if yhmuldn’t explain something well
or “feeling incompetent if the students don’t ge{#27yr4).

Some participants also confessed feeling anxiouesnvwthey were interrupted
by their mentor, saying that “such things shoulddoee after the class” (#42yr5).
Getting “a bad critique from a mentor” (#45yr5)atsaused uneasiness.

Other concerns expressed by the participants iedoRs’ lack of knowledge,
being afraid of Ps’ judgment and time managememg2010) mentions a number

of studies in which classroom management and timeagement were also reported

® The quotes were coded by the number of the questice in which the original answer appeared (#1,
#2, #3, etc.) and by the year of study (yr2"“uhdergraduate year, yr4 £ graduate year, yr5 ='%
graduate year).
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as serious problems among STs (Veenman, 1984; Meé#; Murray-Harvey et al.,
2000). However, a few participants also claimed thay felt “pretty confident and
up to the task” (#46yr5).

The participants reported that some of the mesjLient effects anxiety had on
their teaching were getting lost in the lesson pfaeling “confused” (#17yr4) and
less concentrated, forgetting (“once | even forgotv to write the simplest word”
#5yr4) and skipping some tasks, as well as malerggiage mistakes” (#18yr4) they
would not otherwise. Some also mentioned physiaalifastations of anxiety such as
a shivering voice, shaking hands, stuttering, gettiongue-tied” (#30yr4), talking
too fast or too quietly, avoiding eye contact whis, sweating, feeling sick or
blushing.

On the other hand, some reported that anxiety kgthad a positive and
motivating effect, which made them “try harder” dilsink more critically” (#40yr2)
about their performance, as well as “think of be#elutions and finding ideas for
new ways of dealing with different issues” (#10yr4)) [anxiety was] not too high”
(#33yr5). “Good advice and constructive criticisr(#40yr5) from mentors also
helped them improve. One participant reported feating nervous was positive
because it showed that she “care[d] about [herkiv(#12yr4). However, another
participant reminded us that mild anxiety can betivating, but high anxiety can
decrease motivation significantly: “In a way, aryiés motivating, however, to tell
you the truth, I'm getting sick of it because, aim& point, it starts being
demotivating” (#32yr4).

A great number of participants also emphasized thagn if they felt anxious
at the beginning of a lesson, the anxiety usuabgpmpeared as soon as they started
teaching.

Detailed preparation and rehearsing at home wevadfao be the most
frequent strategies for dealing with anxiety: *y to prepare thoroughly what | am
going to present so that | feel more confident’5y#). Repeating and going through
the lesson plan and aims right before the less@anather common strategy.

A lot of participants reported using some relaxatiechniques such as deep
breathing, stretching or “hum[ming] a song” (#18yné order to relax. “Being
optimistic” (#15yr4) and thinking “in a positive wa(#23yr4) was also suggested by
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some participants. Some simply needed to reminahgbb/es that “it is only going to
take 45 minutes of [their] life” (#41yr5) to feelare relaxed.

Another useful strategy was predicting and preygarfor all the possible
guestions Ps may have and different situationgavlems that may occur: “l prepare
for every possible situation and practice the lessicthome until I'm ready to answer
all the questions connected with the lesson” (#pyibaving “an extra plan if
something goes wrong” (#4yr2) or “extra activitigg48yr5) if there was some time
left also seemed to be effective.

The participants pointed out that communicatinthws (to assure themselves
“that they are not scary” #21yr4), making jokes anehting a “friendly atmosphere”
(#24yr4) helped them relax. Some also tried to dignthe fact that [their] mentor is
in the room and just focus on the learners” (#8yAfjother participant also pointed
out that “speaking activities are the best wayowwdr the stress and anxiety both in
teachers and students” (#27yr4).

Although it seemed that the majority of the papants found effective
strategies for dealing with teaching anxiety, sosti#t confessed that they “don’t
know how to deal with it” (#19yr4) because “nothinglps” (#32yr4) so they just felt
“like [they were] going to throw up until [they walrfinished” (#20yr4). For these
reasons, teacher trainees should also be trainéwwrto deal with anxiety and find
strategies to decrease it in order to teach mardartably and efficiently.
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2.4. Discussion

This study examined anxiety levels and its sounfeSTs of EFL in their %
and 29 year of graduate study. A three-part questionnaiieiting both quantitative
and qualitative data, was administered to 48 STESRtf, out of which 18 participants
were 29 year graduate STs, 28 werd ylear graduate STs and 2 were undergraduate
guest STs following the program of th&ylear graduate studly.

The descriptive analysis of the quantitative datewed that STs were
moderately anxious about the things describederstale, with the tendency towards
low anxiety. The total mean score was 3.08 (on % skale). However, we were
unable to get statistically significant results aithe differences in scores betweéh 1
and 29 year STs due to the small number 8% gear participants. Nevertheless, the
results that were obtained indicated that there avd#ference in the anxiety scores
between these two groups, showing that this shioailfiirther investigated. The mean
score for 1 year STs was higher than fol"3ear STs. The standard deviation was
lower for T' year STs, showing that their answers were moreogemous. This
indicated that our first hypothesis saying thdtyear STs would experience higher
anxiety than 2 year STsshould be further investigated using a larger samiol
another study among STs of EFL, Mer¢ (2010) fousdyaificant difference between
anxiety levels among STs tested before the statteopracticum and at the end of the
teaching practicum. The third and last administratof the questionnaire showed
lower anxiety, which Merg explained by STs gainmgre teaching experience.

The three items with the highest mean scores wames about strategies used
to deal with anxiety or problems with teachingsétemed that the majority of the
participants agreed that they would turn to theantors or colleagues for help if they
needed to. Furthermore, the participants also dgrest they rehearsed teaching their
lessons at home. The qualitative part of the stahfirmed these findings, since the
participants often stated that they tried to pregaoroughly and rehearse teaching
their lessons at home. Asking for help and thoropgparation at home were also
found to be common strategies for reducing anxietilim and Kim’s study (2004)
(as mentioned in Merg, 2010).

The other items with higher scores indicating medanxiety reflected mostly

self concerns such as being anxious about the mamtefering with the lesson,
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making mistakes, not having enough teaching expegiepossible difficulties with
classroom management, being evaluated and obsbgddeir mentors, as well as
being evaluated by their students. These findiegsind of Fuller's (1969) concerns
theory. He claimed that, at the beginning, peopéEewisually most concerned by
themselves and being able to cope in a new situatiowever, after these initial self
concerns, they became more concerned about taskngadt concerns (as mentioned
in Capel, 2001).

Being observed and evaluated by their mentors sge¢mmake STs anxious.
These findings coincide with Merg¢’s results (2018¢ emphasized the importance of
creating an encouraging atmosphere by mentors apenssing teachers. He
mentioned that being able to openly discuss alliskaes STs may have with their
mentors could alleviate STs’ anxiety related tangedbserved and evaluated by their
mentors. He also found that these concerns dect@dademore teaching experience.

Some other task and impact concerns which resuttethedium anxiety
involved teaching certain language aspects, tegamivanced learners and teenagers,
making Ps participate, getting their respect, naamnmg their attention and motivating
them, being able to answer their questions and wihlhostile comments from Ps.
These findings were also supported by answers thengualitative part in which a lot
of participants expressed concerns about beingtakd@swer Ps’ questions, making
mistakes, classroom management, maintaining Psehtaih, motivating them and

making them participate.

These findings confirm the results of the alreadyntioned studies by Kim
and Kim (2004)pek (2007), Mer¢ (2011) and Machida (2011). Kim &iah (2004)
also found that the most anxiety-provoking situagiavere being asked unexpected
questions, unmotivated and uninterested Ps, noigbable to control Ps and being
observed (as mentioned in Merg, 2010). The sowtesxiety amondpek’s (2007)
participants also seemed to be making mistakesesmuthing Ps at particular language
levels (in our study those were found to be advdrearners) (as mentioned in Merg,
2010). Merc¢ (2011) found that the most common corgeamong STs were
classroom management, Ps’ disinterest and demiotivahd being observed by their
mentors. Machida’s study (2011) showed that his@pants were extremely nervous
about making mistakes. Making mistakes seemedusecmedium anxiety among the
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participants of this research. It seemed that S3garded making mistakes as
something that could diminish their authority oeithPs’ respect. On the other hand,
Machida’'s participants were also very anxious abtair level of proficiency,
whereas the participants of this study showed lowiedy about their proficiency

level and even lower anxiety about using Englisblass.

Besides not being concerned about using Englisblass, items with the
lowest anxiety scores referred to certain task eore such as teaching specific
language skills (e.g. vocabulary, reading, listgnamd writing), as well as teaching
young learners and adults as opposed to teachemagers, which made STs more
anxious. The participants probably connected tegcteenagers with more behavior
problems. Teaching beginners also caused low anxdiereas teaching advanced
learners was found to cause medium anxiety. STisabty felt less competent about
teaching advanced learners because they worriedt dd®ing able to answer all of
their questions and give appropriate explanatidhgy probably considered it easier
to deal with questions from beginners than advarleadhers. Not being able to
answer Ps’ questions and give proper explanati@ss,well as dealing with
unexpected situations, was often mentioned in thalitqtive part as a source of
anxiety. As Horwitz (1996) explains, this may besdao the fact that when teaching
an FL, in contrast to teaching other subjects more difficult to predict the ways in
which classroom conversation may go (mentioned argy12010). It may be more
difficult for FL teachers to predict all the podsilgquestions and prepare for them.
This unpredictability of an FL classroom might m&keteachers more anxious. This
may be why even Mer¢ (2010) found that STs of Efglivere considerably more
anxious than STs of other subjects before the staheir practicum.

The mean scores for each group of concerns wecellatdd for each of the
two groups of STs, indicating that there was ahslichange in concerns over time.
However, it should be noted that, due to the smathple, these findings can be
considered as only indicative. Although the differes were rather small¥' year STs
seemed most anxious about impact concerns anddeagius about task concerns.
On the other hand"2year STs seemed least anxious about impact caneachmost
anxious about self concerns, which is contrary tdleFs concerns theory. These
findings support the fifth hypothesis which statiestthere would be a change in the
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type of concerns that comes with more teachingreqpee. Capel (2001) also found

in her study that the type of concerns changed taitle, but her results also showed
that the development of concerns was not sequeasdruller claimed. However, in

order to get a better insight into the change afceons with time, further research
should be conducted with a wider sample of novealers over a longer period of
time.

When taking into consideration the total mean fachegroup of concerns,
although the differences were rather small, impacdicerns reached the highest value,
but also the highest standard deviation, wheresis ¢ancerns displayed the lowest
mean and the lowest standard deviation, indicathreg the answers about task
concerns were more homogenous. Capel (2011) alsalfthat the task of teaching
did not make her participants particularly anxioBee mentioned several reasons for
this, such as STs being well prepared, being gifpdiramersed into the task of
teaching and having effective support from the menWe could claim that the
participants in this study also felt well preparfed the task of teaching due to the
methodology and other teacher training courses liaelytaken and teaching practice
they had experienced. They probably felt their icuam provided them with
sufficient training, hence the lower mean for taskicerns. On the other hand, the
highest mean for impact concerns was supportetidanswers in the qualitative part
of the study. A lot of the participants expressedaerns about not being able to
maintain Ps’ attention, motivate them or make tipamicipate.

In addition to these findings, the correlationsvséd that the more teacher
training courses STs took, the less likely they evéw feel anxious about task
concerns such as time management, working withneoy Ps, getting new Ps and
teaching reading. They were also less anxious abeing liked by Ps (self concern)
and maintaining their attention (impact concerm)ede findings support the fourth
hypothesis which states thiadving more English methodology and teacher tragnin
courses would reduce the number of conce®is with more teacher training courses
were also less likely to ask for help from colleagwr rehearse teaching at home. As
already mentioned above, this is probably due ¢tirfg well prepared for the task of

teaching through such courses.

The results also showed that the higher the yeatunly, the less anxious STs
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felt about certain task concerns such as usingmaterials, assessing Ps and teaching
reading, but also about making Ps participate (ochgancern) and being anxious
about not having enough experience (self conc€@ne again, ? year STs seemed
less likely to ask for help from colleagues or @aise teaching at home. Sindé gear
STs had necessarily had more teaching practicenaddaken more teacher training
courses, it was expected that some of these resoldd match. The results also
showed that the more lessons STs had taught, skdilkely they were to feel anxious
about teaching vocabulary, teaching reading andhaeing had enough teaching
practice. STs with more lessons taught were alse likely to rehearse teaching
lessons at home. Taking all of these correlations account, we can conclude that
anxiety about many task concerns decreased witlinttiease of the year of study,
number of teacher training courses and numberssoles taught. This supports the
second and fourth hypotheses stating ®&s with more teaching practice would
experience lower anxietgt least for the above enumerated concerns, atthaking
more English methodology and teacher training cesr&ould reduce the number of
concerns.lt seemed that™ year STs with more lessons taught were less vbrrie
about a number of task concerns. Due to more tegaxperience, they had probably
acquired and developed more strategies and metioodsaching certain language

skills (e.g. reading or vocabulary) and therefoi@used less anxiety.

Anxiety scores were also considered from the petsmeof the experience of
teaching other subjects. The findings showed thatexperience of teaching other
subjects may have reduced some self and task ¢censech as being evaluated by the
mentor, being evaluated by Ps, using English ias;lEnglish proficiency level, being
able to answer Ps’ questions, having enough tegcbxperience, getting new Ps,
teaching advanced learners, teaching certain layggaapects, as well as not having
enough time for preparation. This showed that angl kf teaching experience helped
STs feel more competent and more confident aboathteg, which may have
alleviated many concerns, even the ones assoacmtedspecific aspects of teaching
English (using English in class, teaching certaanglage aspects, language
proficiency). Being evaluated by their mentors iasd to make STs quite anxious;
however, it seemed that STs with the experiencéeathing other subjects were

obviously more used to working with mentors andithgthem evaluate their work.
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Merc (2010) also found that STs were less anxidamitathe relationship with their

mentors as they gained more teaching experience.

It can be concluded that having more teaching m&acind more teacher
training can decrease anxiety among STs by prepdahem better for the task of
teaching. With more experience, even that of teacbther subjects, STs gain more
confidence and are less concerned about many aspeteaching. This brings us
back to Bandura’s theory of self-efficacy (19943, \aell as Bielska (2011), who
found a positive connection between teaching egped and the sense of efficacy.
Bielska emphasized the importance of developingheas’ sense of efficacy and not
just their skills, because, as Bandura (1994) adimhigher sense of self-efficacy
enhanced performance (as mentioned in Bielska,)2@Ven the participants in this
study claimed in the qualitative part that theyt fhxious at the beginning of the
lesson, but as soon as they started teaching #leynbre confident and anxiety
decreased or disappeared completely. Thereforemportant implication for teacher
trainers and everyone involved in creating teadh&ning programs is to enable
teacher trainees to have as much teaching experenpossible. It is also important
to help them develop strategies for dealing witkietly because, as some participants
in this research mentioned, it could pose a bidplera for them and seriously hinder
their performance. The more confident and positeachers are, the more likely it is
to foster the same feelings among their Ps andrtbee likely it is to encourage

learner achievement.
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3. Conclusion

This study was conducted with the aims of findbug about the levels of STs’
anxiety about teaching EFL, investigating the cleamgSTs’ concerns over a period
of time, investigating the relationship between iatyxand teaching experience, as
well as finding out how anxiety may affect STs’ foemance and how they cope with
it.

Results of this study suggested that STs were mtglg anxious about
teaching EFL. They were most worried about cerssif concerns such as being
interrupted by the mentor, making mistakes, coht@lhe class, being observed and
evaluated. They were also moderately anxious ateaahing advanced learners and
teenagers, as well as whether they would be albieatee Ps participate. On the other
hand, certain task concerns, such as teachingfigpskills (vocabulary, reading,
listening and writing) and teaching young learneeasised the least anxiety.

The total mean of task concerns was also fourtetthe lowest among all of
the groups of concerns. This indicated that ST®aisty felt well prepared for the
task of teaching by teacher training courses thay dttended and teaching practice
they had had. Impact concerns, in contrast, reathedighest mean. The type of
concerns that worried STs seemed to change witle teaching experience and more
teacher training. It seemed thatylear STs were most anxious about impact concerns
and least anxious about task concerns, whereafinttiags indicated that™ year
STs were most anxious about self concerns and lglhstit impact concerns.
However, how exactly these concerns change witherspce should be further
investigated since this study involved a small nambf participants and any
comparison between®land 2% year STs is not statistically relevant but only an
indication. A longitudinal study should be condutcte examine our last hypothesis
about the change in the type of concerns.

We could not confirm the first hypothesis ti&tyear STs experience higher
anxiety than 2 year STdecause, due to the small sample8fy2ar STs, the results
were not statistically significant. However, theg thdicate that there was a possible
decrease in anxiety levels amon gear STs. Therefore, this issue could also be

further researched in a longitudinal study witlaegér number of participants.
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The results related to the second, third and lfolstpotheses showed that
having more teaching experience, more teacherngcourses and the experience of
teaching another subject may have decreased anxietgny situations mentioned in
the scale. However, it was also shown that STs withie experience and training
were less likely to rehearse teaching their lessdm®me or ask a colleague for help.
This indicated that STs should be given as manyuppities as possible to teach
because teaching experience may decrease anxigtyobumiously, make them feel
more competent and confident about teaching.

The qualitative part also provided us with somsights into the ways in
which anxiety may hinder performance and how STa @éth it. The participants
claimed that anxiety very often made them feel gsafl and lost, made them skip a
part or make more mistakes. Some even confessemhgyédbngue-tied, shaking,
blushing, sweating or feeling sick. Most of theredrto avoid such feelings by
thorough preparation, rehearsing at home and pnegiall the possible problems that
may occur and all the questions Ps may have. Hawéwuhey still felt anxious just
before or during the lesson, they tried deep bnegthpositive thinking and
communicating with Ps in order to create a frieratiposphere.

FL teaching anxiety and FL ST anxiety are compgbdenomena that have
only very recently started attracting researchat&ntion. Further studies could be
conducted to identify how different variables swshgender, language proficiency,
academic achievement and self-efficacy beliefscaffe. ST anxiety. We hope that
this study offered at least some suggestions forhier trainers and teacher education
program designers, as well as suggestions fordutesearch on FL teaching anxiety
in the Croatian context.
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6. Appendices

6.3. Appendix |
Table A. Other study group
Group FrequencyPercent Valid | Cumulative
percent, percent
None 3 6.3 6.3 6.3
Croatian 7 14.6 14.6 20.8
Italian 7 14.6 14.6 35.4
Pedagogy 6 12.5 12.5 47.9
Portuguese 2 4.2 4.2 52.1
Russian 5 104 104 62.5
German 1 2.1 2.1 64.6
Swedish 1 2.1 2.1 66.7
Ethnology 1 2.1 2.1 68.8
Philosophy 1 2.1 2.1 70.8
French 3 6.3 6.3 77.1
Spanish 4 8.3 8.3 85.4
Information science 2 4.2 4.2 89.6
Sociology 1 2.1 2.1 91.7
History 1 2.1 2.1 93.8
Art history 2 4.2 4.2 97.9
Comparative literature 1 2.1 2.1 100.0
Total 48 100.0 100.0

Table B.How old they were when they started learning Eglis

Age | Frequency Percent Valid | Cumulative
percent percent

2 1 2.1 2.1 2.1
3 2 4.2 4.2 6.3
4 2 4.2 4.2 10.4
5 7 14.6 14.6 25.0
6 5 10.4 10.4 35.4
7 8 16.7 16.7 52.1
8 5 10.4 10.4 62.5
9 7 14.6 14.6 77.1
10 9 18.8 18.8 95.8
11 2 4.2 4.2 100.0

Total 48 100.0 | 100.0
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Table C.How long they have been learning English

Years FrequencyPercent Valid | Cumulative
percent percent

10 1 2.1 2.1 2.1
11 1 2.1 2.1 4.3
12 3 6.3 6.4 10.6
13 5 10.4 10.6 21.3
14 9 18.8 19.1 40.4
15 7 14.6 14.9 55.3
16 5 104 10.6 66.0
17 5 10.4 10.6 76.6
18 4 8.3 8.5 85.1
19 2 4.2 4.3 89.4
20 3 6.3 6.4 95.7
21 2 4.2 4.3 100.0

Total 47 97.9 100.0

Missing system 1 2.1
Total 48 100.0

Table D. Teaching experience

No of lessons Frequency Percent Valid | Cumulative
percent| percent
No lessons 8 16.7 16.7 16.7
1-5 13 27.1 27.1 43.8
6-10 3 6.3 6.3 50.0
11-20 8 16.7 16.7 66.7
More than 20 16 33.3 33.3 100.0
Total 48 100.0| 100.0

Table E. Teaching private lessons

Private| Frequency Percent Valid | Cumulative
lessons percent| percent

Yes 29 60.4 60.4 60.4

No 19 39.6 39.6 100.0

Total 48 100.0| 100.0
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Table F. Micro-teaching as part of the teaching practice

Micro-teaching| Frequency Percent Valid | Cumulative
percent| percent
Yes 25 52.1 54.3 54.3
No 21 43.8 45.7 100.0
Total 46 95.8 100.0
Missing system 2 4.2
Total 48 100.0

Table G. Teaching full lessons in a state school as patieteaching practice

Full lessons in| Frequency Percent Valid | Cumulative
state school percent| percent
Yes 23 47.9 51.1 51.1
No 22 45.8 48.9 100.0
Total 45 93.8 100.0
Missing system 3 6.3
Total 48 100.0

Table H. Peer-teaching as part of the teaching practice

Peer-teaching| Frequencyercent Valid | Cumulative
percent| percent
Yes 5 10.4 10.9 10.9
No 41 85.4 89.1 100.0
Total 46 95.8 100.0
Missing system 2 4.2
Total 48 100.0

Table |. Teaching full lessons in a private language schegdart of the teaching practice

Full lessons in Frequency Percentl Valid | Cumulative
private language school percent| percent
Yes 12 25.0 26.7 26.7
No 33 68.8 73.3 100.0
Total 45 93.8 100.0
Missing system 3 6.3
Total 48 100.0
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Table J. Working part-time in a private language school

Working in a Frequency Percent Valid | Cumulative
private language school percent| percent
Yes 7 14.6 14.9 14.9
No 40 83.3 85.1 100.0
Total 47 97.9 100.0
Missing system 1 2.1
Total 48 100.0
Table K. Working part-time in a state school
Working in a | Frequency Percent Valid | Cumulative
state school percent| percent
No 47 97.9 100.0 100.0
Missing system 1 2.1
Total 48 100.0
Table L. Teaching other subjects
Subject FrequencyPercentl Valid | Cumulative
percent| percent
None 28 58.3 58.3 58.3
Croatian 3 6.3 6.3 64.6
Italian 6 12.5 12.5 77.1
Portuguese 1 2.1 2.1 79.2
Russian 2 4.2 4.2 83.3
Swedish 1 2.1 2.1 85.4
French 2 4.2 4.2 89.6
Spanish 1 2.1 2.1 91.7
14* 1 2.1 2.1 93.8
History 1 2.1 2.1 95.8
Mathematics 1 2.1 2.1 97.9
Primary school subjects 1 21 2.1 100.0
Total 48 100.0| 100.0
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Table M. Number of English methodology courses

No of English Frequency Percent Valid | Cumulative
methodology courses percent| percent
1 3 6.3 6.4 6.4
2 19 39.6 40.4 46.8
3 11 22.9 23.4 70.2
4 4 8.3 8.5 78.7
5 4 8.3 8.5 87.2
6 3 6.3 6.4 93.6
7 2 4.2 4.3 97.9
10 1 2.1 2.1 100.0
Total 47 97.9 100.0
Missing system 1 2.1
Total 48 100.0

Table N. Number of other teacher training courses

No of other teachefrFrequency Percent Valid | Cumulative
training courses percent percent
0 11 22.9 22.9 22.9
2 8 16.7 16.7 39.6
3 4 8.3 8.3 47.9
4 8 16.7 16.7 64.6
5 3 6.3 6.3 70.8
6 7 14.6 14.6 85.4
9 2 4.2 4.2 89.6
10 3 6.3 6.3 95.8
14 1 2.1 2.1 97.9
20 1 2.1 2.1 100.0
Total 48 100.0| 100.0
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6.4. Appendix Il
The questionnaire
Thank you for participating in this research prdjethe project investigates teaching anxiety anforgye

teachers of English. Your answers will remain styictbnfidential and will be used only for researchigmses.
This questionnaire is anonymous.

PART |
1. GENDER M F
2. Current year of study:
Undergraduate level 1 2 3
Graduate level 1 2
3. Other study group: St(e&that group):

4. How old were you when you started learning Eijli

5. How many years have you been learning it?

6. Circle the answer that best describes your tegaxperience. How many lessons have you taught
so far?

a) 0

b) 1-5

c) 6-10
d) 11-20
e) 20+

7. What kind of lessons have you taught? Circléhallappropriate answers.
a) Private lessons
b) Teaching practice:
i. Micro-teaching
ii. Peer-teaching
iii. Full lessons in a private language school
iv. Full lessons in a state school
c) Part-time work:
i. Ina private language school
ii. In a state school
8. Have you ever been to an English speaking cpui@ircle the appropriate answer.
YES NO

9. Have you taken any English teaching methodotmyyses? How many? Circle the appropriate
answer.

YES, (number of courses) NO
10. Have you taken any other teacher training @a®#iow many? Circle the appropriate answer.
YES, (number of courses) NO

11. Have you had any experience teaching a subjket than English? Which one? For how long?

YES, (subject) (number of lessons) NO
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PART II
Put an X in the box that best describes you. Therare no right or wrong answers. Remember to chooselty one answer for each item.

1 — Strongly disagree; 2 — Disagree; 3 — Neithagree nor disagree; 4 — Agree; 5 — Stronglygace

1 2 3 4 5
Strongly | Disagree Neither Agree Strongly
disagree agree nor Agree
disagree
1. Iworry that I may not be able to control the class.
2. lam afraid Ps will laugh at me.
3. Tworry that I may not have a good relationship with my mentor.
4. Ifeel anxious about teaching speaking.
5. lam afraid of hostile comments from Ps.
6. lam worried that [ may finish teaching my lesson too early, before the class ends.
7. Iworry that Ps will not respect me.
8. Ifeel anxious about teaching teenagers.
9. Iam concerned about using new, unfamiliar materials.
10. Iworry that I will not be able to maintain Ps’ attention.
11. Ifeel anxious about teaching vocabulary.
12. Iworry that I will not be able to work with too many Ps in one class.
13. Ifeel anxious about getting new Ps or a new class.
14. [worry that Ps will not like me.
15. Iworry that I will not be able to finish my lesson in time.
16. Iworry that I will not be able to make Ps speak and participate in class.
17. Ifeel anxious about teaching writing.
18. Ifeel anxious about teaching TL language aspects that do not exist in Ps’ L1.
19. Iworry that I will not know how to assess Ps.
20. Ifeel anxious about having to teach Ps who have lived in the target country.
21. I'worry that I will not be able to work with different levels of Ps’ knowledge in the same class.
22. Ifeel anxious about teaching grammar.
23. Igetnervous when I am being observed by my mentor.
24. I'worry that I will not be able to establish a good relationship with Ps.
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1
Strongly
disagree

2
Disagree

3
Neither
agree nor
disagree

Agree

5
Strongly
Agree

25.

[ feel anxious about teaching adults.

26.

[ worry that Ps will not make any progress when I teach them.

27.

I ask for help from my colleagues if [ have a problem with teaching.

28.

[ worry that I will not be able to diagnose the problems of individual Ps.

29.

[ feel anxious about teaching beginners.

30.

I get nervous when I am being evaluated by my mentor.

31.

[ worry that I will not be able to motivate Ps.

32.

I get nervous when I am being evaluated by Ps.

33.

[ feel anxious about teaching reading.

34.

[ worry about having a different teaching style from my mentor.

35.

[ worry that I will not be able to meet the needs of individual Ps.

36.

I feel anxious about using English in class.

37.

I feel anxious about teaching young learners (up to 12 years of age).

38.

I rehearse teaching my lessons at home.

39.

[ worry about making mistakes.

40.

I get nervous when the mentor interferes with my lesson.

41.

I feel anxious about teaching advanced learners.

42.

I feel anxious when I do not have enough time for preparation.

43.

[ worry that I will not know how to teach certain language aspects.

44,

I feel anxious about teaching because I do not have enough teaching experience.

45.

[ am worried that my English proficiency is not high enough.

46.

I feel anxious about teaching listening.

47.

[ worry that [ will not be able to answer Ps’ questions.

48.

[ ask for help from my mentor if [ have a problem with teaching.

49.

[ worry that I might have technical problems while I teach (e.g. the projector is not working, the slide show
will not start, the audio recording is too quiet, etc.)
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PART Il

1. Is there anything else that causes you to feebaisx¥pefore or during teaching a

lesson? Please be as elaborate as you can.

2. How do you deal with anxiety if you feel it befaveduring teaching? Please be as

elaborate as you can.

3. How does feeling anxious affect your teaching? $dse as elaborate as you can.
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6.5. Appendix IlI

Task, self and impact concerns

Task concerns

(4) | feel anxious about teaching speaking.

(6) I am worried that | may finish teaching my lesgoo early, before the class ends.

(8) | feel anxious about teaching teenagers.

(9) I am concerned about using new, unfamiliar malte

(11) | feel anxious about teaching vocabulary.

(12) I worry that | will not be able to work witlhd many Ps in one class.

(13) | feel anxious about getting new Ps or a nasc

(15) I worry that | will not be able to finish mgdson in time.

(17) | feel anxious about teaching writing.

(18) | feel anxious about teaching TL language eispidat do not exist in Ps’ L1.

(19) I worry that | will not know how to assess Ps.

(20) I feel anxious about having to teach Ps whaehaed in the target country.

(21) 1 worry that | will not be able to work withfterent levels of Ps’ knowledge in
the same class.

(22) | feel anxious about teaching grammar.

(25) | feel anxious about teaching adults.

(27) I ask for help from my colleagues if | havprablem with teaching.

(29) | feel anxious about teaching beginners.

(33) | feel anxious about teaching reading.

(37) | feel anxious about teaching young learnepst¢ 12 years of age).

(38) I rehearse teaching my lessons at home.

(41) | feel anxious about teaching advanced learner

(42) | feel anxious when | do not have enough tiarereparation.

(43) I worry that | will not know how to teach cairt language aspects.

(46) | feel anxious about teaching listening.

(48) I ask for help from my mentor if | have a pierh with teaching.

(49) 1 worry that | might have technical problembile | teach (e.g. the projector jis

not working, the slide show will not start, the aurckecording is too quiet, etc.)
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Self concerns

(1) I worry that | may not be able to control thass.

(2) I am afraid Ps will laugh at me.

(3) I worry that | may not have a good relationsiith my mentor.

(5) I am afraid of hostile comments from Ps.

(7) 1 worry that Ps will not respect me.

(14) 1 worry that Ps will not like me.

(23) I get nervous when | am being observed by raptor.

(24) 1 worry that | will not be able to establislyaod relationship with Ps.

(30) I get nervous when | am being evaluated bynmewptor.

(32) | get nervous when | am being evaluated by Ps.

(34) I worry about having a different teaching stfiom my mentor.

(36) | feel anxious about using English in class.

(39) I worry about making mistakes.

(40) I get nervous when the mentor interferes withlesson.

(44) | feel anxious about teaching because | ddagé enough teaching experience.

(L)

(45) I am worried that my English proficiency istimgh enough.

(47) 1 worry that | will not be able to answer Bgiestions.

Impact concerns

(10) I worry that | will not be able to maintain’Rstention.

(16) 1 worry that | will not be able to make Ps ap@nd participate in class.

(26) I worry that Ps will not make any progress whéeach them.

(28) I worry that | will not be able to diagnose tbroblems of individual Ps.

(31) I worry that | will not be able to motivate.Ps

(35) I worry that | will not be able to meet theeds of individual Ps.
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Sazetak

Ovaj radi bavi se strahom od giawanja stranog jezika, pojavom koja je tek nedavno
zadobila paznju istrazi¢a, a koja u Hrvatskoj do sada nije bila ispitivaRavi dio
rada osuwte se na koncepte straha otemja stranog jezika, straha od pawvanja
opéenito te straha od poavanja stranog jezika, te iznosi relevantna isteafja iz tih
podritja u Hrvatskoj i svijetu. SrediSnji dio opisujerativanje provedeno na 48
studenata diplomskog studija nast&kinig smjera anglistike na Filozofskom fakultetu
SveuiliSta u Zagrebu sa ciljem opisivanja razine i ka&aostraha od p@avanja
stranog jezika. Zadnji dio rada objaSnjava prikempd rezultate bitne za obrazovanje
budwih nastavnika te nudi prijedloge za daljnja istvahja na podrju straha od

powavanja stranog jezika.

Klju ¢ne rije¢i: strah od potavanja stranog jezika, studenti nastékog smjera,

powavanje engleskog kao stranog jezika
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