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Abstract

Most of the previous studies on language learnmgedy have focused on foreign
language anxiety in older learners, and very fegu$ed on the role of language learning
anxiety among young learners. It is commonly beethat young learners are similar to
one another, and that there is no need to res¢deahindividual differences. However,
recent studies among young learners proved otherfitse purpose of this research study
was to find whether foreign language learning abyxie present from the beginning of
language learning process. If young learners, whbgtarted learning a foreign language,
experienced anxiety at any level, what were thetnzosnmon sources of language
learning anxiety? This research was conducted meetgroups of young learners, from
two different elementary schools. There was a wit&6 fourth grade young learners, age
10 and 11, 32 females and 24 males. The first godult young learners who had just
started learning English as a foreign language,th@gocus group which was questioned
orally. Their answers about foreign language amgxiserved as a basis for the
guestionnaire which was administered to the secaomdtl the third group. The second
group consisted of 17 learners who also just begadying English. The third group

studied English from the first grade, and weréh@irtfourth year of learning English.

We found that students experienced a low or a Vewy level of anxiety, which
confirms the general standpoint that young learegperience very little anxiety in their
language learning process.The significant diffeesnin anxiety level between the male
and female learners were established only for texm$. The female learners experienced
higher anxiety level when their peers mocked tha@stakes and when they had to read
new words. Our research also showed that there avasgative correlation between
language anxiety and motivation. The negative,oalgn moderate correlation was found
between language learning anxiety and languagesaeiment. Regarding the language
anxiety level in the two subject groups, the pgrtiats who had been learning English for
four years showed a higher level of language amtledn the participants who had just

started learning English
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1. Introduction

Foreign language learning is a unique experiencevery learner. Even those
learners who learn a foreign language in the samg@ment, under the same conditions,
achieve various success in the foreign language céhse of this variability may be a set of
learner characteristics defined as individual défeees. They include intelligence, aptitude,
age, gender, attitudes and motivation, languagegntearning styles, strategies and

willingness to communicate (MihaljeévDjigunovi¢, 2009).

Many of these individual differences interact wathe another, and it is difficult to
study only one individual difference without expiay its relationship with the others. For
example, as it will be shown in this study, motioatis often negatively related to anxiety.
Some of the individual differences are rather gtabhile others change over time
(motivation, attitudes, and anxiety). In ordegtd a better understanding of language
acquisition it is important to explore why and whbkase changes happen and what influences
them. The purpose of this thesis is to focus omrdleeof foreign language anxiety in
language acquisition, especially in young learn&ng main aim is to determine whether
young learners experience language anxiety evihedieginning of their language learning,

and what the causes of their anxiety are.



2. Anxiety

In order to explain foreign language anxiety, iingportant to describe anxiety as a
general term. Anxiety is a widespread concept,empmenon which affects people
universally, no matter what age, gender or racerd have been various definitions of
anxiety in the past, from the simple ones, propdseBreud (1963) who defined anxiety as
“1) a specific unpleasurable quality, 2) efferentischarge phenomena, and 3) the
perception of these” (as cited in Piechurska-Ky&ens, p. 27), to the more complex
definitions which define anxiety as “an unpleasambtional state of condition which is
characterized by subjective feelings or tensiopreipension and worry, and by activation or
arousal of the autonomic nervous system that acaarap these feelings” (Spielberger, 1972,
as cited in Piechurska-Kuciel, 2008, p. 27).

The latest approaches to anxiety are attemptipgdpose a definition of anxiety
which would be distinguished from the definitionfeér. It is claimed, that although anxiety
and fear are coexisting before conscious awarefezgshas the function of moving the
organism away from the danger, while anxiety dbesopposite, it moves the organism
closer to the danger or preventing the organisenter the dangerous situation (Piechurska-
Kuciel, 2008).

The important aspect of anxiety is the way in whachindividual processes a
threatening situation. The level of anxiety depemashe individual’'s assessment of the
situation which they believe to be threatening dredr way of dealing with this situation.

This view on anxiety was proposed by Pekrun (19€8) defined anxiety as a “socio-
biologic phenomenon experienced as a forebodingddoe threat resulting from the
individual's appraisal of a situation and of theapacity to deal with it” (as cited in
Piechurska-Kuciel, 2008, p 28). Perkun (1992) alaoms that anxiety influences our
information processing, which limits creativity.tAbugh the effects of anxiety can be both
positive and negative (anxiety can in some casisce motivation), most of the research up
to date focuses on the negative effects of anxsgtge it is found that anxiety affects learning

in an indirect manner. It also causes the lackootentration which results in poor



performance. Due to their anxiety, people tendvtmdhcertain tasks or procrastinate their

work, just to avoid feeling anxious.

Piechurska-Kuciel (2008) describes two anxiety nsdeterference model and skills
deficit model. As Morris and Liebert (1967) propdsthe interference model consists of two
components: 1) worry, which is a cognitive concafrthe individual’s performance, and 2)
emotionality, an emotional reaction to stress. Withe component which influences
academic performance, since it is negatively cotatet performance and performance
expectancy. Today, worry is considered to be thlecon of negative uncontrollable
thoughts, related to the fear of future outcomes.

The second anxiety model, skills deficit, implibattpeople who have poor study
skills and are aware of that fact are more likelgxperience anxiety and, consequently, have
weaker results. If an anxious person has good stkitlg, he is likely to perform better than
an anxious person with poor study skills. Studyiskactual or perceived) have a great
impact on anxiety and performance. (Piechurska-#u2008)

Anxiety can be found in a number of different areasl as such it has been
investigated from three perspectives. In their padethods and Results in the Study of
Anxiety and Language Learning: A Review of theraitee, Macintyre & Gardner (1991)
explain these three perspectives. The first petsgeis the trait perspective. It considers
anxiety as an “individual’s likelihood of becomiagxious in any situation” (Spielberger,
1983, as cited in Macintyre & Gardner, 1991, pp.&¥) individual experiencing trait anxiety
would become highly anxious in a number of différgtuations. The second perspective
considers anxiety as a state anxiety, fear or &jgmsgon experienced in a certain situation,
for example, before taking an exam or speakinguinlip. Because there is a moderately
strong correlation found between state and tradtedy, it is likely that individuals who are

prone to trait anxiety will demonstrate a higheseleof state anxiety in stressful situations.

The third approach is the situation specific apphd@ anxiety. Situation specific
anxiety occurs consistently over time within a giwituation, and can be seen as trait anxiety
measures limited to a given context. This perspedbcuses on respondents’ reactions in
specific, well-defined situations such as publieapng or writing examinations.



3. Foreign Language Learning Anxiety

Foreign language anxiety has been classified aatgin specific anxiety (Maclintyre
& Gardner, 1991), as it is a specific anxiety whiaturs during second language acquisition
(SLA). SLA as a discipline deals with explainingshtanguages are learnt, by analyzing the
psycholinguistic, cognitive and social aspectsaofjuage acquisition, and how language
acquisition shapes the learner’s developing lingugy/stem (VanPatten, 1999, as cited in
Piechurska-Kuciel, 2008)

As it has been noted, learners tend to react diftey even when they are exposed to
the same input in the same learning environmergs@ ldifferent reactions are attributed to
individual differences. The individual differencekich influence SLA are divided into two
categories: cognitive and affective. The cognitregables include language aptitude,
intelligence, language-learning strategies and évrlanguage experience and training, while
affective variables include motivation, attitudeygonality, learning styles, and language
anxiety. (Gardner and Macintyre, 1993). This pdpeuses primarily on language anxiety
and its role in SLA.

The concept of language anxiety was first propdsedorwitz, Horwitz and Cope
(1986) in their papdforeign Classroom Language anxiefihey defined language anxiety as
“a distinct complex of self-perceptions, beliekselings and behaviours related to classroom
language learning arising from the uniquenessrajuage learning experience”(p.128). Their
definition differentiated between anxiety in genenad the anxiety which is specific in the
context of language acquisition. Also, they strddbe importance of a formal language
learning environment, in which learners can prodbeg thoughts, feelings of inadequacy

and fear of failure.

There have been other definitions of anxiety, iheorto clarify the phenomenon even
more. Maclintyre (1999) describes anxiety as a megamotional reaction and the feeling of
worry when learning a second language, and GaimgMacintyre (1993) state that
individuals experiences language anxiety when #reyrequired to use the second language
with which they are not fully proficient. Languagexiety is characterized by feelings of

apprehension and physiological responses suclcesased heart rate.
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3.1. Communication apprehension, test anxiety andkér of negative evaluation

In order to get a better understanding of langueagening anxiety, we must first find
out about its sources. Horwitz et al. (1986) stated the language anxiety is mostly
grounded in the skills of speaking and listeninigey also stated that language anxiety
appears when an individual is evaluated in acadamcsocial context. Therefore, they have
identified three related performance anxieties: mamication apprehension, test anxiety and

fear of negative evaluation.

Communication apprehension is also known as comgation anxiety or
performance anxiety. Since foreign language legreimphasizes the importance of
interpersonal interactions, the communication apgmsion construct plays an important role
in language learning. An individual experiencingreounication apprehension finds it
difficult to speak in a group or in public, or evienlisten to a spoken message. The
communication apprehension can also be causecehyeitessity to produce language
structures in a language which is not yet fully taged. The inability to express themselves in
a desired manner or to understand others candefadstration and can make otherwise

talkative people silent in foreign language cla$sr{vitz et al., 1986).

In formal education, tests are a common measureafgmbgress, and performance
evaluation is an ongoing feature of most foreigmgleage classes (Horwitz et al.,1986). The
importance of testing is stressed since the beginoi one’s education. It is not, therefore,
unusual that most students experience some leahoéty when it comes to testing. The
students are put in a situation where their knogdeand abilities are assessed within a certain
timeframe. If the students have doubts in theinkdedge, or perceive themselves as
unprepared, the testing situation produces thénfgebf insecurity, stress and discomfort. As
Myers (1986) claims, test anxiety is “the most l@nt impediment to effective role
functioning in formal education” (as cited in Piectka-Kuciel, 2008 p. 63). Students who
experience test anxiety have difficulties in leagnand in retrieving the material during tests,
which leads to poor performance in tests, sindeat@sgety is a form of a performance
anxiety. Test anxiety leads to low self-esteem, émademic scores or even failure,
passiveness when it comes to education, and ehewlsefusal (Piechurska-Kuciel, 2008).
Horwitz et al. (1986) state that students oftenypukalistic demands on themselves and

consider everything but a perfect test score aslaé. When it comes to SLA, test anxiety
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correlates negatively with grades, self-confidesee proficiency in language and test
performance. (Oxford, 1990a, as cited in PiechutSkeiel, 2008). Madsen, Brown and Jones
(1991) found that there are differences in the eflyqproduced by different testing forms. One
of the most anxiety provoking tests are those wingl translation, while dictations and true-

false forms of tests are least anxiety provokirgydiged in Piechurska-Kuciel, 2008).

The last concept related to language anxiety isdaeof negative evaluation, or
social-evaluative anxiety. Watson and Friend (138&)m that individuals who are
experiencing apprehension about others’ evaluatemd to avoid evaluative situations and
they expect that others would evaluate them negjgt{as cited in Piechurska-Kuciel, 2008).
The fear of negative evaluation is related to dauiaiety, since it appears in various social
situations in which a person may experience anxigtg difference between social anxiety
and fear of negative evaluation, as Piechurska-¢{{2D08) observes, is that the fear of
negative evaluation is the fear of being evaluateghtively while anticipating or
participating in a certain social situation, whslgcial anxiety “pertains to affective reactions
to these situations” (Weeks et. al., 2005, as citdeiechurska-Kuciel, 2008, p. 64). Both
social anxiety and fear of negative evaluationralated to an individual’'s self-esteem.
People with high self-esteem are less likely toegigmce social anxiety, since they are
considered more socially acceptable and succe3sfake people who experience social
anxiety are concerned about others’ assessmeheinfldoks and behaviour, and tend to be

more self-focused, therefore reducing their pgréiton in social situations.

The fear of negative evaluation also occurs inféineign language classrooms.
Horwitz et. al. (1986) found that there is a motee@rrelation between the fear of negative
evaluation and language anxiety. Students aredadfainaking mistakes, especially in
pronunciation and oral communication, because tbaythe negative evaluation from their
peers or teachers. If the students are anxiougwhketry to avoid any form of
communication, or reduce it to a minimum, in orteavoid negative evaluations. The
student considers any communicative or languageilegsituation as the cause of stress and
tension. This often results in poor performanceahnse the student focuses more on the
perceived danger than on the language productioth&more, the student is surrounded
with other language learners, and in comparisoh thikm, he may perceive his language
performance as unsatisfying. Since language angretyuces physical reactions, such as
increased sweating, blushing of the cheeks, inetkheart rate, the student also becomes

aware of these signals of anxiety, which leadsgoainfort. Meanwhile, the student is
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surrounded with their peers and the fear that Inealking a negative social impression on

others may culminate into producing more anxie®ye¢hurska-Kuciel, 2008)

3.2. Language learning anxiety — causes

As Piechurska-Kuciel (2008) indicates, languageetpcauses are divided into two
basic groups — true and fallacious (other). The tauses are secondary to communication
apprehension, test anxiety and fear of negativluatian, and they constitute a group of
following factors: personal and interpersonal atiege learners’ beliefs about language
learning, instructor beliefs about language teaghimeraction between learner and

instructor, classroom procedure and language tgstin

Personal and interpersonal anxieties have theis iacsocial anxiety, because the
students experience them while interacting witteghn a foreign language classroom. These
factors refer to the students’ fear that others$ evibluate them negatively, specifically in a
language learning environment. The students wabé tperfect while producing constructs in
the foreign language, and their failure createssiased level of anxiety and low self-esteem
(Piechurska-Kuciel, 2008).

The language learner’s beliefs are students’ géassamptions about themselves,
about various factors which influence their leagpiand about the nature of learning and
teaching (Victory and Lockhart, 1995, as cited iecRurska-Kuciel, 2008). They can
originate from a student’s real or perceived edooat experiences and success, and they
affect the individual’s future educational expederand accomplishments. If students have a
negative image about their academic progress, skedtesteem will be significantly lower,
and it will have a negative effect on their leagnikrhman and Oxford (1995) concluded that
proficiency in speaking and writing is correlateihabelieving that one can learn languages
well (Piechurska-Kuciel, 2008). The students’ bsli&re a rather stable trait, which originates
from previous language learning experience, backgt@and self-identity.

Instructor beliefs about language teaching are r@sognized as the source of
language anxiety. The teachers often make uncamseissumptions about students,

classroom activities and teaching materials. Thieas of the teachers come from their
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beliefs which are stable and connected to a cetgaiching style. The teachers’ beliefs
influence students’ performance and behaviour,ifti@ teacher is not ready to change or
modify his or her teaching style for students witbblems in language learning, the students’

level of anxiety will rise (Piechurska-Kuciel, 2008

Therefore, it is important to take the instructea#iner interaction into consideration.
Davis (2003) (as cited in Piechurska-Kuciel, 208i&}es that this interaction has an important
role in the growth of negative emotions towardgyleage learning. It also involves error
correction and the role of mistakes in languagenleg process. The mismatch between
teaching and learning styles can produce a highl lghvanxiety in some students. Even
though the students are aware that error correttian important part of language learning,
teachers who tend to constantly correct their sttedeill produce a high level of anxiety in
their classroom (Young, 1991). If the teacher esgtrict in error correction and does not
adjust its intensity and frequency, the studentg feal intimidated and experience negative

emotions and anxiety, which is certainly not ddd@gan a language learning environment.

The classroom procedures are processes and atmesplige classrooms which may
induce anxiety. In most cases the students exprianxiety when they are obliged to speak
in front of other students because they are woatamlit what they will have to say or about

the social impression they will make.

3.3. Instruments for measuring language anxiety

As Horwitz et al. (1986) indicate, anxiety hasgngicant effect on foreign language
learning. Therefore, it is important to be ablenaentify those students who experience
higher level of anxiety in the foreign languagessl@om. As she describes, in 1983 students
who attended beginning language classes at theetsity of Texas were invited to join a
“Support Group for Foreign Language Learning”.He group the students discussed the
difficulties in foreign language learning and sltatieeir concerns, and they were listening to
presentations on effective learning strategiesaamikety management exercises. The
experience shared by the students led to the dewelot of the first language anxiety
measure to treat general foreign language anxgetyseparate and distinct phenomenon,

called Foreign Language Classroom Anxiety ScaleC&8) (Piechurska-Kuciel, 2008).
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FLCAS is developed as a 33-item questionnaire basel5-point Likert-type scale,
ranging from “strongly agree” to “strongly disagtela this questionnaire, students respond
to questions such ageel confident when | speak in my foreign langual@ssandl get
nervous when the language teacher asks questioieh Whaven't prepared in advancAs
Piechurska-Kuciel (2008) indicates, the items &sghed to address the underlying
component anxiety, such as test anxiety, fear ghtiee evaluation, or communication
apprehension. Horwitz et al. (1986, p. 559) degechhCAS as “a self-report measure which
assesses the degree of anxiety, as evidenced biveegerformance expectancies and social
comparisons, psycho-physiological symptoms anddarmie behaviours” (as cited in
Piechurska-Kuciel, 2008, p. 99).

Apart from FLCAS, there are other instruments desijto examine foreign language
anxiety in learners of specific origin. Piechurskaeiel (2008) describes a tool designed by
Mihaljevi¢ Djigunovi¢ et al. (2004), which is used to estimate languageety in Croatian
FL learners. As MihaljeviDjigunovi¢ and colleagues state, anxiety is culturally aruiadky
determined, and as such, it requires culture-sSpauniéasurement tools. Three hundred and
five English language learners of various leveld fiam different language schools
participated in their study. They were given a it@@a questionnaire covering nine types of
sources of apprehension: negative self-perceptidrsacial evaluation, intricacies of the
English language, the teacher, public speakinggiss¢ using English outside of the
classroom, comprehension difficulties, the genanal undefined threat of using foreign
languages and objective circumstances such a®facke to practice. The results of the
study revealed that there was one broad factoa@xply over 30% of the total variance, the
general fear of the English language. This ledhéodreation of a culturally specific
instrument for measuring language anxiety in Cevetilearning English (CROEFLA).
Mihaljevi¢ Djigunovi¢ and colleagues concluded that both scales havlasmeneral factors.
They differentiate in several dimensions; in theGEFLA self-perception and evaluation are
more prominent, while in FLCAS competitiveness mrenimportant (Piechurska-Kuciel,
2008).

14



3.4. Foreign language anxiety in young learners

There is not much literature and research regaifdirgggn language anxiety in young
learners. As Macintyre & Gardner (1991) state rdsilts of several studies that were
conducted on young learners show that foreign laggwanxiety is more relevant to language
learning among older learners. As Mihaljefdjigunovi¢c (2009) explains, young foreign
language learners are usually assumed to be veiasiand therefore, it was thought that
there was not much need for individual differensteslies. However, Macintyre et al. (2002)
argue that children do vary among themselves, lamdesearch on individual differences is
highly necessary (as cited in Mihaljéwjigunovi¢, 2009). In the study of young learners, it
is important to consider their cognitive and emgilsstages of development and develop
appropriate methodology and measurements. Theimstits normally used with adult
foreign language learners have to be adapted, andpecific techniques have to be created.
Young foreign language learners’ data are oftesitetl by means of ‘smiley’ questionnaires

or by the projection method (MihaljévDjigunovi¢, 2009).

Even though anxiety plays such an important rol@iaign language learning, foreign
language anxiety in young learners has until régdrgien an unexplored area, since it was
thought that young learners experience little amyxieforeign language classrooms
(Mihaljevi¢ Djigunovi¢, 2009). Since anxiety interacts with other induatidifferences, its

effect on language learning can be understoodraétte consider these interactions.

Mihaljevi¢ Djigunovi¢ (2009) describes some research which studiecethganship
between anxiety and other individual differencdse fiegative correlation between anxiety
and motivation has been established in a numbstuaies, but very few of them were
conducted on young learners. Mihalggidjigunovi¢ (2002) found a significant moderate
negative correlation between motivation and anxiety study with young learners. As Baker
and Macintyre (2000) found, anxiety is also negdyivcorrelated with willingness to
communicate. Willingness to communicate is a reddyi stable individual characteristic
which shows if an individual is ready to communécat a foreign language or not.
Macintyre, Baker, Clément & Donovan (2003) carmed the research in late immersion
grades 6-9 learners of French and found that \gile@ss to communicate ceased to increase
after grade 8. They concluded that anxiety prevamssincrease. It was also concluded that
anxiety is a good predictor of willingness to conmaate in female learners of all ages.
Language anxiety also plays an important role anrlers’ self-confidence. If language learner

15



experience anxiety at the beginner level, theyhzare doubts about their ability to learn a

foreign language (Cé& and DornyeR005).

Mihaljevi¢ Djigunovi¢ (2002) studied language anxiety among Croatian @glish
as a foreign language) learners. The participaete wivided into three age groups: 7-10
years, 11-14 years and 15-18 years of age. Sheteddbat more than a half participants
experienced anxiety when they had to speak Englistass. They perceived both their peers
and their teacher as critical audience, and weeadabf losing face. The next source of
language anxiety were the tests. Her research shthaétest anxiety level was the lowest
among youngest learners and the highest among lelagrers. However, the youngest group
was the most anxious when it came to making erfidre.teacher was reported as the source
of anxiety in all the groups. The learners expargehanxiety when the teacher was too strict,
nervous, or made ironic comments about their peréoce. The other sources of anxiety
which the learners mentioned included the charistieof the English language which make
it a difficult language to learn, the use of lange@utside the classroom, comprehension
problems and uneasiness about having to learrieudlifforeign language. This study also
found that the frequency of most anxiety sourcegvthe learners reported increased with

age.

Classroom processes can also provoke anxiety, vadaictbe persistent and not
decrease with proficiency. The teacher can playeial role in the lowering anxiety level by
establishing familiar patterns with young learrerthe beginning of their foreign language
learning, as Brewster, Ellis and Girard (2004) |sggSince young learners are very attached
to their teacher, the teacher’s behaviours whidtaeoe closeness and behaviours which
enhance control over students can either increadearease learners’ anxiety levels.
(Mihaljevi¢ Djigunovi¢, 2009).
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4. A study of Croatian young EFL learners
4.1. Aim

Since there have been very few research studidstéowhich deal with language anxiety
in young learners, the aim of this study was tdlmo the sources of language anxiety in
young learners and to see if language learningetyhrnanifests itself differently in younger
and older beginners. Young learners are often padas having a very low level of anxiety.
However, as learners get older and make more @megneheir language learning, their
anxiety level often increases. Finding out whergyleage anxiety comes from, and with what
other individual differences it correlates withngportant for the study of language anxiety in
older learners, because if we can indentify the®oaf the problem we solve it more

effectively. This research study explored the foilyg research questions:

1. Do young learners experience anxiety at any level?

N

. Is there a difference in language anxiety betwaengenders?
3. Is there a correlation between language anxietyl@artiing achievement in English?
4. Is there a correlation between language anxietynaotavation for learning English?

5. Is there a difference in language anxiety betweamilers who started English in grade

1 and the ones who started in grade 4?

6. Is there a connection between different sourcesriety?

4.2. Sample

The participants were 56 fourth grade students freandifferent primary schools,
divided into three groups. The students who hatgiasted learning English were from the
Bednja elementary school, and the students whdeead studying English since the first
grade were from the Ivanec elementary school. Treegroup was the focus group, which
was questioned orally. Of the 16 students in thigig, 10 were females and 6 males. The
second group, from the Bednja elementary schodtiidied 17 students: 7 females and 10

males. As already mentioned, the participants fBatnja had just started learning English,
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although many of them already had a basic knowledgee language, obtained by watching
cartoons, television shows or listening to poputassic. The English class met two times a
week. The students had also been learning Germaa 8ie first grade. The third group, from
the Ivanec elementary school, comprised 23 studébtemales and 8 males. With the
exception of 3 female students from Ilvanec, thgezib were also studying German as a

foreign language from the first grade.

4.3. Procedure
4.3.1. Focus Group Interview

As mentioned before, the first group was from Badiihe method of data collection
was the focus group interview. The answers abaeida language anxiety provided by the
students of the focus group were used to form atguenaire which was then administered to

the other two groups.

The Bednja elementary school was located in a smi@ge, Bednja, with the population of
approximately 800 people. Not all students live@eadnja, many of them came from nearby

smaller villages.

The focus group interview was conducted in thegares of their class teacher. Their
English teacher was not present. The interview fdake in their classroom, during their art
class, and it lasted approximately 20 minutes. Type of interview, which took place in a
familiar environment, was aimed to relax the stisl@o they could talk freely about their
English language experience and possible anxi¢ty.students had been informed by their
teacher that they would be questioned about tx@ergence with English language classes.
At the beginning of the interview, it was explairtbdt their answers will be anonymous, and
would be used only for the purpose of this researbky were also encouraged to give
lengthy answers, and to ask for clarification #yhdid not understand the questions. The
discussion was based on general questions regdaiggn language learning and anxiety,
which served as guidelines for the discussion.fohewing questions were put:

1. Have you ever been afraid during your English @ass

2. What do you think, why were you afraid?
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3. Have you ever been given a bad grade in Englisausscyou were afraid of the test?
4. What do you think, why are other students afraidnduEnglish class?
5. Are you afraid of other subjects, for example matagcs or Croatian?

The interview was conducted in Croatian, sincestindents were beginners in English.
The participation level at the beginning of thecdission was rather low, since most of the
students stated that they never felt anxious duEmgjish classes. However, as the discussion
progressed, some of them changed their opinioradmdtted that they felt anxious during
written tests. Several students answered thatfehegnxious when they had to read new
vocabulary out loud, and that they got nervous wthew did not know how to pronounce a
word that looked familiar. The participation lewetreased dramatically when they had to
talk about other students’ anxiety. They mostliedl about their siblings and neighbours. As
reasons for their anxiety they stressed comindassaunprepared, not studying for the test,
writing on the blackboard and, again, reading outll Here, the first question regarding their
own anxiety level was asked again. Some of theestiscadmitted feeling slightly anxious
about tests and reading (however, they emphadmedheir brother/neighbour was more
afraid!). It is important to note that none of gtadents listed their teacher as the source of
anxiety. When they were asked how their teachatedaf they made mistakes, they replied
that she just laughed and corrected them. Alsg, Wexe not afraid of negative peer
evaluation. As will be shown later, the answerthmnext two groups differed in this
perspective. The focus group students were lessigvib admit that they were affected by
their friends’ reactions, or that they were, to soemtent, afraid of the teacher. The last
guestion concerned anxiety in other subjects. Mp#iky reported being afraid of
mathematics and German. The causes of their anxietty tests, and the fear of getting a bad

grade.

Since the focus group was relatively small and eated, almost every student
participated in the discussion, with the exceptibtwo or three students. The replies from
the focus group participants were written down frmemory after the interview, and they

served as a basis for designing a questionnalve smministered in the next two groups.
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4.3.2. The Questionnaire

The questionnaire was administered to two groups.students were informed about
the purpose of the research, they received detareddnstructions about the questionnaire,
and it was emphasized that their answers woulchbayanous. On the first page of the
guestionnaire, (see Apendix A) the students hddl io the information about their age,
gender, English and German final grades, and tred & motivation for learning both
English and German. The grades for English werdilhed in by the students, since they still
did not know their final grades. Instead, theirctesr calculated the mean grade for every
student, based on their grades in written teséd tests and homework assignments. For
German, the students put down their final gradmftiee previous school year. The
motivation for learning English and German was egped as a “desire” for learning the
language. The students showed their level of mdindy colouring the appropriate number
of smiley faces, with zero coloured smiley facesrttevel of motivation was zero, while five

coloured smiley faces indicated the maximal le¥ehotivation.

The students then had to fill in a 14-item questaire, where each item was followed
by a five-point scale. Due to the age group ofgtheicipants, the response scale was in the
form of smiley faces. The blank smiley face waslkda “I have never felt anxious”, while
four smiley faces presented the maximal level adety. The questionnaire covered the main
causes of anxiety as were suggested by the fooupgmaking mistakes, bad grade, reading
out loud, oral and written tests, fear of nega@ivaluation, oral presentations in English,
teacher’s reaction to students’ mistakes. The item1® not grouped or put in any particular
order.

The group from Ilvanec, who was in their fourthryeflearning both English and
German, filled in the same questionnaire. TheirlBhgand German final grades were the
ones they got at the end of the third grade. Ftr gooups, the time needed for filling in the

guestionnaire was approximately 20 minutes.

4 .4. Results and Discussions

4.4.1. Language anxiety in young learners
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As can be seen from the Table 1, which preseiisgoores for booth groups, on
most of the items the students reported havingresqpeed a low or a very low level of
anxiety, which is consistent with the general ommnihat younger learners experience very
little or no anxiety in foreign language learnim@@ess (Mihaljevd Djigunovi¢c 2009).

Table 1 — Language anxiety in both groups

Descriptive Statistics

N Minimum | Maximum | Mean Std. Deviation

anxietyl 40 0 3 ,85 ,893
anxiety2 40 0 4 75 1,104
anxiety3 40 0 4 1,60 1,482
anxiety4 40 0 4 ,50 1,086
anxietys 40 0 4 73 1,154
anxiety6 40 0 41 1,02 1,165
anxiety7 40 0 4 ,90 1,150}
anxiety8 40 0 4 35 ,864
anxiety9 40 0 4 35 ,864
anxietyl10 40 0 4 ,32 ,917
anxietyll 40 0 4 72 1,132
anxietyl2 40 0 4| 1,27 1,320}
anxietyl3 40 0 4 37 ,897
anxietyl4 40 0 4 52 877
Valid N 40

(listwise)

Anxiety 1-14 = Questions 1-14

The reason for the low anxiety level in young leasiies in the fact that young
learners are yet unaware of the difficulties irré@g a foreign language, or that they have
not yet gathered sufficient experiences (positiveagative) with the foreign language for
anxiety to play a significant role in their perfante. These findings are in line with the

research of Maclintyre and Gardner (1989), who daimat in the earliest stages of language
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learning motivation and language aptitude are tbetnmportant factors, while anxiety is not
so important in terms of language proficiency. Mjgna¢ Djigunovic (2009) lists several
studies which suggest that younger learner expegiarore positive attitudes towards
language learning, but as learners get older,ttitadies become less positive. With the
positive attitude, the level of anxiety remains Id&xperiences of anxiety in early foregin
language learning can lead to learners havingtdalout their ability to learn a foreign
language (Mihaljevd Djigunovi¢ 2009).

As can be seen from the Tablel, the anxiety lavbbih groups combined is low. The
only significant items where the anxiety level wag low are item 3 (bad English grade),
item 6 (writing a test) and item 12 (the teachds gagry when | make a mistake). These
results are also consistent with the already meatiocesearch of Mihalje¥Djigunovi¢
(2002), which showed that tests are one of the fnegtient sources of anxiety. In that
research, the fear of making mistakes was repontest frequently by the youngest learners,
and each group of participants reported their teaah the source of anxiety. A bad grade (or
grading in general) is one of the three generalcgsuof anxiety (the other two being
communication anxiety and fear of negative socralwation) (Mihaljevé Djigunovic 2002).
During oral or written tests, students are awaag tiiey are being evaluated and closely
watched, so their level of anxiety increases. lal@ative situations, students' level of anxiety
increases (Phillips, 1992). Test anxiety is a typstate anxiety, a situation-specific anxiety
which will manifest itself only in certain situatis, i.e. when the student has to demonstrate
his or her knowledge. Testing is the most commahranst popular method of measuring the
students' progress, but it can also make studeeatsiheasy, apprehensive, or even provoke
depression, especially if the student is unpreparaahsure of their ability (Pierchurska-
Kuciel, 2008). Horwitz (1986) found that studentxjuently suffer from anxiety in testing
situations and that language anxiety can be saesé¢hvat students postpone language study
indefinitely or change majors to avoid languageaunegments. As can be seen from various
research studies, test anxiety has a negativet effiggerformance, it can cause lower self-
esteem, passivity, and some students who experiescanxiety can even refuse to continue
with their education (Pierchurska-Kuciel, 2008)ughthe fear of getting a bad English grade
and writing a test as a source of anxiety are ¢ot@mected; test anxiety may appear as a
consequence of bad experience during tests, ard/eisa, students may get a bad grade
because their level of anxiety was so high thiatérfered with their performance. SLA
studies show a negative correlation between angietlanguage course grades, proficiency

test performance, speaking and writing performamzkalso with self-confidence in language
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learning. The teachers should pay special attetdidest anxiety, and try to create a situation
where students would not feel too pressured, sinsdikely that test anxiety will increase
with age, when students will have more experienitie testing situations (Pierchurska-
Kuciel, 2008).

According to the research conducted by Jelena #¥alDjigunovi¢ (2002), 4.81%
of Croatian students of EFL listed their teachea asurce of foreign language anxiety.
Younger learners do not have such a significardllefsanxiety when it comes to their
teacher; however, a certain number of learnergirstudy enlisted the teacher as the source
of their anxiety. At this point, it is interesting note that in the focus group interview, not one
student stated that they were in any way afraighei teacher, not even when they were
asked directly. They all stated that their teach&s never angry and was very relaxed and
patient with them when they made mistakes. AccgrtiinMihaljevic Djigunovic (2002), a
number of students were afraid during their clabsesuse they feel that their teacher was
too strict or too demanding. On the other hand,esstudents have a subjective dislike
towards the teacher, or they feel as if the teadlstikes them. It is important to note that the
interaction between the teacher and students candaignificant effect on students’
attitudes towards the language. Students tendderence negative emotion when they are
involved in interactions which concern error coti@t and making mistakes in language
production. If a teacher constantly corrects tetidents, it is likely that the students will
experience a higher level of anxiety even thougly tire aware that correction is a part of
language learning (Piechurska-Kuciel, 2008). Algjioteachers correct students’ mistakes
with best intentions to teach them and to avoithiermistakes, some of them may overreact
when it comes to error correction. The way and amhotierror correction should be adjusted

to students’ needs; otherwise their anxiety levi#lkeep increasing.

4.4.2. Language anxiety differences between maledifemale students

When it comes to differences between genders gignrlanguage learning, Yashima,
Shizuka, Yamane, Noels, Takenuchi & Yoshizawa (2088several studies which have
empirically shown gender differences in motivateord attitudes, (Gardner, 1985; Samimy &
Tabuse, 1992, Clark & Trafford, 1995 Csizér & D&ny2005; Dérnyei & Csizér, 2002), with
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the general conclusion that female students shbigheer level of motivation and more
positive attitudes towards English language leayniiney also describe several psychological
research studies which report that women show lzehiigvel of social anxiety than men .
However, literature and studies regarding the gedifierence in foreign language anxiety
are scarce. The results to date are as follows £i894) found that male learners of Japanese
scored significantly higher in FLCAS than femaledstuis. Macintyre et al. (2003) also
reported higher anxiety among grade 9 boys thds. ¢im and Rancer (2003) found that men
reported experiencing higher apprehension aboetdalttural communication than do women
(Yashima et.al., 2008). When it comes to the stahducted by Yashima et.al. (2008), they
found no gender difference in the total scoresiclwindicates that the overall anxiety level
does not differ between men and women. Howeveralestudents showed a higher level of
anxiety about not understanding everything that taaght in class. Although language
learning is perceived in general as a ,feminizettfi (Yashima et.al. 200$.102),
Pierchurska-Kuciel(2008) also states that femalesrere prone to language anxiety,
especially test anxiety.

In our research study, statistically significarftefiences between the male and female
learners were established for items 7 (t=-2,937.008) and 14 (t=-2214, p=. ,035): the
female learners experienced a significantly higlrediety when their peers laughed or
mocked their mistakes (item 7) or when they hac&al out loud new words (item 14) (see:
Table 2 and Table 3, Appendix B). In accordancé wie psychological research regarding
social anxiety, the female students experiencedtehlevel of anxiety when it comes to fear
of negative evaluation. Fear of negative evaluatiorsocial-evaluative anxiety, manifests
itself as feelings of apprehension about othersiiop, expectations of negative evaluations
and avoidance of situations in which an individunaly be evaluated (Pierchurska-Kuciel,
2008). This type of anxiety is not limited to tesgfisituations, but appears in various social
situations where the student feels like he or sheeing evaluated or judged. Fear of negative
evaluation is, as mentioned, related to socialetgxand consequently, affects students with
low self-esteem. We should keep in mind that thdests in question are approximately 11
years old, the age of early adolescence, whiclegplain such difference in their social-

evaluative anxiety level.

Item 14, reading out loud new words, is also coteteto the fear of negative
evaluation, since it is reported that studentvasstly afraid that they will make errors in
pronunciation or that they will say the wrong w@Rlechurska-Kuciel, 2008). When it comes
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to reading, many students experience anxiety euengisilent reading. There are two
aspects of foreign language reading which havet gigantial for eliciting anxiety:

unfamiliar pronunciation and writing systems andauomliar cultural material. Regarding this
research study, the main reason for reading anigethost likely unfamiliar pronunciation

and different writing systems. In comparison to @reatian language, English has a very
loose sound-symbol correspondence, and this i®btie main concerns for Croatian
students when they begin learning the English lagguThe Croatian students cannot depend
on reliability of the sound-symbol corresponderasethey can in their native language, and
they experience a high level of anxiety when thayehto decode the text. This particularly
affects the students with higher level of socialiaty (in this case, the female students), since
they are so focused on fear of negative evaluahiantheir level of reading anxiety increases
even more. The students who have a high level@&kanxiety are worried that by making
mistakes they make a negative social impressiastloers and, consequently, this can

culminate in producing more anxiety.

4.4.3. Relationship of langugage anxiety and motitian

In contrast to anxiety, which can discourage sttelom learning a foreign language,
motivation can help them and encourage them.
There is a number of research studies which stuelydung learners’ motivation in foreign
language learning, and some focus on intrinsicvatbon which is influenced by the
environment and atmosphere in the language leaoh&sgroom (Mihaljewvi Djigunovic,
2009). Mihaljevé Djigunovi¢ (2009) also refers to the Deci and Ryan's Seltbeination
Theory (1985), which states that people have fi their basic psychological needs so they
could act in a self-motivational way.
Since this paper focuses on younger learners jingtivation for learning a foreign language
comes from two sources. It is triggered eitherh®ydctivities they enjoy performing (intrinsic
motivation), or by their desire of getting a gooddg (extrinsic motivation). However, we
should keep in mind that motivation is a dynamicgess, and it can easily and dramatically
change over time, especially when it comes to ydeamers. If students are bored, or feel
ovewhelmed, their level of motivation will inevitgtdrop. Every student has experienced the

fluctuation of motivation, either because they thloiLthe lesson is tedious, or because their
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attitude towards the language had changed.

As Mihaljevi¢ Djigunovi¢ (2002) states, motivation is a variable whose tiegaelationship
with anxiety has been established in a numberushas, but very few of these have been
carried out with young learners. In her study oxiety in young learners, Mihaljei
Djigunovi¢ (2002) found a significant negative correlatiotmEen anxiety and motivation.

As can be seen from various studies, motivaticmetbfs have a great influence on a student’s
anxiety level when it comes to learning languageweler, there is a general consensus that
students in Croatia have a high level of motivatidren it comes to learning English.
Croatian children are exposed to English almost daily basis, whether through TV shows,
movies, cartoons, music or computer games. Thepcesof English in their everyday life
makes it easier for teachers to motivate them amdaintain that level of motivation as they
progress with their education. English is now tadgim the first grade in most of the
schools in Croatia, and even in schools whereahiglective subject, the majority of children

chooses to learn English rather than some otheigiodanguage.

Table 4: Correlation between language

learning anxiety and motivation

anxtot [ mot.eng
anxtot Pearson 1 -,094
Correlation
Sig. (2-tailed) ,565
N 40 40
mot.eng Pearson -,094 1
Correlation
Sig. (2-tailed) ,565
N 40 40

anxtot — language learning anxiety
mot.eng — motivation for learning the English laage

From the focus group interview, it was clear thedafian young learners have a high
level of motivation, and the answers in the questaore confirmed that. Instead of using the
term ‘language learning motivation’ in the questiaine, we used the phrase ‘a desire to learn
the English language’, so the students would nbtageconfused. The results showed a

negative correlation between language anxiety aotivation (Table 4). This is also in
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accordance with previous research, where it wagishbat the higher the motivation, the
lower the anxiety, although this is not always ¢hse. If a student has a lower level of
motivation, they will sometimes treat the subjedtvindifference, and therefore, their level
of anxiety will also be lower. However, most mote@ children experience language anxiety
in a smaller degree. They want to learn more atimutanguage and are more eager to learn,

thus their language anxiety decreases with time.

4.4.4. Relationship of language anxiety and achievent

Researchers, language teachers, and even languaaigers themselves have been
interested in the possibility that anxiety inhidasguage learning for quite some time.The
literature on the relationship of language anxaety language achievement suggests a
negative correlation between the two. Findings eamag anxiety and language achievement
have been relatively uniform, indicating a consisteoderate negative relationship between
anxiety and achievement (Horwitz 2000).

Piechurska-Kuciel (2008) lists several reseateliss which have confirmed the
negative relationship between language achievearm@htanguage anxiety. The first study she
describes was conducted by Young in1986, with 6@eusity majors and prospective
teachers of French, Spanish and German. The §d¥aumg’s research was to study the
effect of anxiety on the individual's avoidance aeiour, and the quality of language input.
The study’s results confirmed the negative relatiom between oral production and language

anxiety.

In Phillips’ study, published in 1992, she focusedthe negative relationship between
oral exam grades and the anxiety measurement. ddregtive relationship was established in
the results of the study although it was diffidoltdetermine the strength in which anxiety
effects performance (Piechurska-Kuciel, 2008). $tedy also stressed that anxiety seems to
have a significant psychological role in taking texision about whether to continue the

study of a foreign language.

In a study published by Saito and Samimy in 1986y studied American students of
Japanese at three levels (beginning, intermedrate@advanced). Their research study showed

that at the beginner levels language anxiety doéplay an important role in language
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learning. The authors indicated that the beginhetents are still inexperienced and that their
main preoccupation is development of successfuhieg strategies. The students at this stage
still do not have their performance goals setasgliage anxiety can not interfere with their
goals. On the other hand, they claim that lang@ayéety is a significant predictor of success

in intermediate and advanced language learnerstéakin Piechurska-Kuciel, 2008).

The results of the Macintyre et al. study (199%esded that anxious students
communicate less information in a less proficieahmer. Language anxiety also negatively
correlated with actual and perceived L2 proficiemveyh anxious learners underestimating
their language abilities. The authors also inditakat by avoiding the opportunities for
speaking, they deprive themselves of the chancedimmunication development and
language anxiety reduction. Studies using FLCA&a@ther specific measures of second
language anxiety have found a consistent modeegjative correlation between FLCAS and

measures of second language achievement (typioadllygrades) ( Horwitz, 2000).

Table 5: Correlation between language anxiety

and language achievement

anxtot | grade.eng
anxtot Pearson 1 -,164
Correlation
Sig. (2-tailed) ,313
N 40 40
grade.eng Pearson -,164 1
Correlation
Sig. (2-tailed) ,313
N 40 40

anxtot - language learning anxiety
grade.eng — English language grades

This study is no different. A moderate negativaeation was found between
language anxiety and language achievement. Lanqaagevement was measured by the
participants' final grade at the end of the presischool year in Ivanec, or by calculating the
mean of all English class grades in Bednja, siheestudents in Bednja had been studying

English for only a couple of months. The particifsawere, as already mentioned, at the

28



beginner's level, and their level of language ayues in general not high. However,
although the results did not show a significantatig relationship between language anxiety
and achievment, they should not be discarded. Agioreed before, in the beginner students,
language anxiety does not play such a significaletwhen it comes to their performance.
However, at the intermediate and advanced lev@selationship becomes more significant.
Even at the beginers' level, when using foreigiglege, anxious students are prone to
producing longer texts with longer pauses, theyfeetarget structures and they feel anxious
when giving an oral presentation or perform in a@y in front of the whole class. In order to
cope with their anxiety they tend to use avoidastcategies (Piechurska-Kuciel, 2008). These
anxiety characteristics eventually lead to bad gsadince they can give the false impression
about students' knowledge. It is important to geipe these anxiety characteristics, and to
encourage students in order to create an anxiegyenvironment. Otherwise, the relationship
between language anxiety and achievement will beamore significant, and bad grades in
language classes will become both the cause arefféat of increased foreign language

anxiety.

4.4.5. Comparison of language anxiety between twalgect groups

Regarding the language anxiety level in the twaigsoof participants, it can be seen
from Table 6 (see Appendix B) that, in general, Ittaec participants showed a higher level
of language anxiety than those from Bednja. Theaes for this discrepancy could be of
various origins. lvanec was a bigger school, lat#@tea town. The elementary school in
Bednja was located, as mentioned above, in a sallatye, with a prevailing sense of
familiarity among the residents. Since it was alkstool, the teachers and students tended
to develop a more friendly connection, hence destngeahe level of anxiety experienced in
class. The students were also more connected athegsselves, since they all practically
lived in the same neighbourhood, and most of themrevriends since kindergarten. This

decreased the amount of teasing and mocking aatedr¢he sense of greater unity.

In Ivanec, the participants were four fourth gradet the age which sometimes
creates a sense of a bigger rivalry. Another fag®have to take into consideration is the
teacher. The participants from Bednja and the @pents from lvanec did not have the same
English teacher. In Ivanec, the teacher’s timeattehtion was divided amongst a bigger
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number of students, and some children often didyabthe attention they needed which

would perhaps help them with their anxiety issues.

In Tables 6 and 7 (see Appendix B) we can see iohwdif the questionnaire items the
difference in the language anxiety level was muagtiBcant. Items number 2 (teacher calling
out students), number 3 (bad grade in Englishy inember 5 (oral exam), and 6 (written
exam) show a significant difference in the languageety level. In each of these items, the

participants from Ivanec showed higher anxiety.

As already mentioned, the participants from Ivaaed participants from Bednja had a
different English teacher, which could affect thed| of language anxiety. However, since
the participants from Ivanec were at a higher stddgenglish learning, it is also possible that
the students were more aware of the mistakes ialg cnake while producing the language,
and therefore were more anxious when they werectallit. Also, they had had four years of
language learning, in which time they could acclatestsome negative experiences while
learning English and those experiences increasethtifyuage anxiety level and made them

apprehensive when using the language.

When it comes to items 3, 5 and 6, they can afilien the category of ‘fear of
negative evaluation’. The students in lvanec, beim@ higher level of English learning, may
have had a bigger awareness of the English grap@amAlso, their teaching programme was
more extensive and complex than that of the stgdenitn Bednja (the beginner level), so it is
natural that they felt more anxiety during oralitten examination. As recommended, at
the beginner levels, the children learn througlgspgames, and fun activities. The
participants from Bednja would have lower languageiety level because they only
experienced English language learning in a fun wdngreas in lvanec (a higher level) the

teacher gradually used fewer games, songs, andndi=mhanore studying.

4.4.6. Correlations between specific questionnaiieems

As can be seen in Tables 8, 9 and 10 (see App&)diignificant correlations were
found between most of the items. However, thereadesv exceptions. The first item (I make
mistakes) did not show a significant correlatiothwiems 13 (writing new words on the
blackboard) and 14 (reading in front of the cla$&k lack of a significant correlation in this

case is perhaps a bit unexpected, since studamtiyusiake mistakes when writing or
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reading new vocabulary. However, such young learasg encouraged to learn in a fun way,
and the teachers should not correct their misted@sften. Children need to be encouraged
to read or write new words without the anxiety earfof mistakes. Also, at that age children
consider writing on the blackboard a fun activapd most of them are proud when the
teacher calls them out. Another item which did mmte a significant correlation with items
13 and 14 is item 12 (the teacher gets angry wimeakie a mistake). The fear of making
mistakes is at this age still at a low level. Th&iaty related to the teacher could originate
from the general anxiety when it comes to teachefgures of authority, or some students

may think that the teacher is too strict.

The next two items without a significant correlatiare items 3 (bad grade in English)
and 4 (reading an English text in front of the sJa&s discussed earlier, even at this age,
students are aware of the grade impact, and sagneegy sensitive when it comes to their
grades. The anxiety level in item 3 was signifibahtgher than in item 4. Most children
enjoy reading English texts, especially if they caad it as if they are acting, or miming
while reading. This method is very common and ipsstudents to relax, since it creates an

anxiety-free environment.

Item 6 (writing an English test) did not show arsfigant correlation with item 8
(other students are better in English than me)maationed before, students in general show
high levels of anxiety when it comes to examinatima it oral or written. Young learners
usually believe that they are all on the same andas level, and they are not intimidated by

another student’s knowledge; hence, the anxie®l iemtem 8 is relatively low.

Item number 7 (the reaction of other students whaake a mistake) did not correlate
significantly with items 8 (other students are &eth English than me) and item 9 (talking in
English in class). At this age, the students aregaly sensitive when it comes to their peers’
reaction and mocking, and this provokes feelingamdiety. On the other hand, when the
teacher creates a positive and relaxing atmosptierstudents are not anxious when it comes
to producing in the English language in class. {#aehers should, therefore, try to warn other
students that they should not laugh at others’akes and, instead, make an encouraging an

anxiety-free atmosphere where laughing and mockiegorbidden.
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5. Conclusion and Implications

There is still a lot of research needed in thiel fof foreign language anxiety in young
learners. Although the general belief is that akitdare very similar at an early age, and that
they do not have enough foreign language learmipgrence to experience anxiety, studies
up to date prove differently. This study was a $meedle study, conducted on a very small
number of participants. In order to explore languagxiety in young learners more
thoroughly, there is a need for a longitudinal gtudth a larger sample. Also, there is a need
to examine the role of the teacher in the classy@mit was seen that the teacher is one of the

sources of language learning anxiety.

In this paper, it was shown that children do eiqrere anxiety at some level. Even
those learners who are just starting to learndheidgn language state that they are afraid of
tests, bad grades and their teacher’s reactioresafmkiety level rises as the learners progress
to the higher level of language learning and acdatawnegative experiences through their
education. Young learners are still not afraid aking mistakes, but are focusing on other
sources of anxiety, such as negative evaluatiah,oorwritten tests or grades. It is important
to teach young learners how to deal with any agtleey might experience, at this level, or in
the future, so they can be more motivated and mwceessful in their foreign language

learning.
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7. Appendices
7.1. Appendix A

Questionnaire

Podatci o ispitaniku:

Razred:

Spol (zaokruzi): musko Zensko

Ocjena iz engleskog jezika na polugodistu:

Ocjena iz njemackog jezika na polugodistu:

Kolika je tvoja Zelja za u¢enjem engleskog jezika? Oboji toliko smajli¢a koliko ¢ée najbolje pokazati

jacinu tvoje Zelje za ucenjem engleskog jezika.

©0 000

Kolika je tvoja Zelja za u¢enjem njemackog jezika? Oboji toliko smajli¢a koliko ¢e najbolje pokazati

jacinu tvoje Zelje za ucenjem njemackog jezika.

© 0000
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Mnogi ucenici ponekad osjecaju strah na satu engleskog jezika. Uzrok njihovog straha moze biti
razlicit. U ovom upitniku su navedeni neki uzroci straha. Pogledaj svaki uzrok, razmisli i oznacida lii ti

ponekad osjecas strah na satu engleskog jezika.

Ako nikada ne osjecas takav strah, zaokruzi O

Ako si ikada osjetio strah na satu engleskog jezika, oznaci koliko je velik tvoj strah: zaokruZi toliko

smajli¢a koliko ¢e najbolje pokazati jacinu tvog straha.

O o YD Y YWD
Pravim pogreske % R G R G
Uciteljica proziva O o W (@ ) (& D @ @
/n.i /‘.I /n.i /‘.I /n.i
Lo3a ocjena iz engleskog O o i G Y D G G
Citanje teksta na engleskom O i W) (G i) (& W @) G
pred cijelim razredom = o o = o
* ° * ° *
Usmena provjera na engleskom O o W) Ga ) (& D G G
Pismena provjera na engleskom O i W) (Ga i) (G D@ G
/‘.I /n.i /‘.I /n.i /c.i

37



Reakcija drugih uc¢enika na moje

pogreske (ruganje)

-

Drugi ucenici govore engleski

jezik bolje od mene

Pri¢anje na engleskom jeziku na satu

2
o

2
o)

2
.r

Dizanje ruke i javljanje na

satu engleskog

Uciteljica ispravlja moje greske

2
.r

2
.r

2
.r

Uciteljica se ljuti kad pogrijesSim

-

2
o)

Pisanje rijeci na ploci

2
.r

Citanje novih rijeci
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pred cijelim razredom

-

7.2. Appendix B — Tables

Table 2 — Language anxiety differences between mad@d female students

gender N Mean Std. Deviation | Std. Error Mean
anxietyl male 18 ,61 ,850 ,200
female 22 1,05 ,899 ,192
anxiety2 male 18 ,50 , 786 ,185
female 22 ,95 1,290 275
anxiety3 male 18 1,22 1,263 ,298
female 22 1,91 1,601 ,341
anxiety4 male 18 ,33 767 ,181
female 22 ,64 1,293 ,276
anxiety5 male 18 ,50 ,924 ,218
female 22 91 1,306 ,278
anxiety6 male 18 ,78 1,003 ,236
female 22 1,23 1,270 271
anxiety7 male 18 ,39 ,608 ,143
female 22 1,32 1,323 ,282
anxiety8 male 18 33 ,840 ,198
female 22 ,36 ,902 , 192
anxiety9 male 18 .39 ,979 ,231
female 22 ,32 ,780 ,166
anxietyl0 male 18 ,33 ,970 ,229
female 22 ,32 ,894 ,191
anxietyll male 18 44 , 784 ,185
female 22 ,95 1,327 ,283
anxietyl2 male 18 ,89 1,023 ,241
female 22 1,59 1,469 ,313
anxietyld male 18 ,39 ,916 ,216
female 22 ,36 ,902 ,192
anxietyl4d  male 18 22 ,428 , 101
female 22 77 1,066 ,227

anxiety 1-14= questions 1-14
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Table 3 - Language anxiety differences between male and fetaastudents

Independent Samples Test

Levene's Test for Equality of

Variances t-test for Equality of Means
Std. Error 95% Confidence Interval of the Difference
F Sig. t df Sig. (2-tailed) Mean Difference Difference Lower Upper
anxietyl  Equal variances assumed ,120 ,731 -1,558 38 127 -,434 ,279 -,999 ,130
Equal variances not assumed -1,567 37,156 ,126 -,434 277 -,996 ,127
anxiety2  Equal variances assumed 1,791 ,189 -1,308 38 ,199 -,455 ,348 -1,158 ,249
Equal variances not assumed -1,371 35,379 , 179 -,455 ,332 -1,128 ,218
anxiety3  Equal variances assumed 4,874 ,033 -1,481 38 ,147 -,687 464 -1,626 ,252
Equal variances not assumed -1,517 37,964 ,138 -,687 ,453 -1,604 ,230
anxiety4  Equal variances assumed 2,913 ,096 -,875 38 ,387 -,303 ,346 -1,004 ,398
Equal variances not assumed -,919 34,963 ,364 -,303 ,330 -,972 ,366
anxiety5  Equal variances assumed 1,416 ,241 -1,119 38 ,270 -,409 ,366 -1,149 331
Equal variances not assumed -1,157 37,302 ,254 -,409 ,353 -1,125 ,307
anxiety6  Equal variances assumed 1,236 273 -1,221 38 ,230 -,449 ,368 -1,195 ,296
Equal variances not assumed -1,250 37,967 ,219 -,449 ,359 -1,177 ,278
anxiety7  Equal variances assumed 18,875 ,000 -2,747 38 ,009 -,929 ,338 -1,614 -,244
Equal variances not assumed -2,937 30,701 ,006 -,929 ,316 -1,575 -,284
anxiety8  Equal variances assumed ,001 ,976 -,109 38 ,914 -,030 ,278 -,593 ,533
Equal variances not assumed -,110 37,318 ,913 -,030 ,276 -,589 ,529
anxiety9  Equal variances assumed ,162 ,690 ,254 38 ,801 ,071 ,278 -,492 ,633
Equal variances not assumed ,249 32,218 ,805 ,071 ,284 -,508 ,650
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Levene's Test for Equality of

Variances t-test for Equality of Means
95% Confidence Interval of the Difference
F Sig. t df Sig. (2-tailed) Mean Difference Std. Error
Difference Lower Upper
anxietyl0 Equal variances assumed ,001 ,980 ,051 38 ,959 ,015 ,295 -,582 ,613
Equal variances not assumed ,051 35,103 ,960 ,015 ,298 -,589 ,619
anxietyll Equal variances assumed 4,398 ,043 -1,437 38 ,159 -,510 ,355 -1,229 ,208
Equal variances not assumed -1,510 34,897 ,140 -,510 ,338 -1,196 ,176
anxietyl2 Equal variances assumed 5,612 ,023 -1,714 38 ,095 -,702 ,410 -1,531 127
Equal variances not assumed -1,776 37,146 ,084 -, 702 ,395 -1,503 ,099
anxietyl3 Equal variances assumed ,166 ,686 ,087 38 ,931 ,025 ,289 -,559 ,610
Equal variances not assumed ,087 36,214 ,931 ,025 ,289 -,561 ,612
anxietyl4 Equal variances assumed 5,870 ,020 -2,056 38 ,047 -,551 ,268 -1,093 -,008
Equal variances not assumed -2,214 28,707 ,035 -,551 ,249 -1,059 -,042

anxiety 1-14= questions 1-14
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Table 6 - The comparison of language anxiety between two groups

Group Statistics

Group Mean Std. Deviation Std. Error Mean
anxietyl bednja 17 76 1,033 ,25
ivanec 23 91 , 793 ,16
anxiety2 bednja 17 ,35 ,862 ,20
ivanec 23 1,04 1,186 ,24
anxiety3 bednja 17 1,06 1,345 ,32
ivanec 23 2,00 1,477 ,30
anxiety4 bednja 17 ,18 ,393 ,09
ivanec 23 74 1,356 ,28
anxiety5 bednja 17 24 ,562 ,13
ivanec 23 1,09 1,345 ,28
anxiety6 bednja 17 ,59 ,939 ,22
ivanec 23 1,35 1,229 25
anxiety7 bednja 17 ,53 ,943 ,22
ivanec 23 1,17 1,230 ,25
anxiety8 bednja 17 ,18 ,393 ,09
ivanec 23 ,48 1,082 ,22
anxiety9 bednja 17 ,18 ,393 ,09
ivanec 23 ,48 1,082 22
anxiety10 bednja 17 12 ,332 ,08
ivanec 23 ,48 1,163 24
anxietyll bednja 17 A7 874 21
Ivanec 23 91 1,276 ,26
anxiety12 bednja 17 1,06 1,088 ,26
Ivanec 23 1,43 1,472 ,30
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Group Mean Std. Deviation Std. Error Mean
anxietyl3 bednja 17 ,18 ,529 12
ivanec 23 52 1,082 22
anxietyl4 bednja 17 ,29 470 11
ivanec 23 ,70 1,063 22

anxiety 1-14 = questions 1-14
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Table 7 - The comparison of language anxiety between two groups

Independent Samples Test

Levene's Test for Equality of

Variances t-test for Equality of Means
95% Confidence Interval of the
Std. Error Difference
F Sig. t df Sig. (2-tailed) Mean Difference Difference Lower Upper
anxietyl Equal variances assumed 1,895 ,177 -,514 38 ,610 -,148 ,288 -,732 ,435
Equal variances not assumed -,494 28,978 ,625 -,148 ,300 -,762 ,465
anxiety2 Equal variances assumed 1,272 ,267 -2,033 38 ,049 -,691 ,340 -1,378 -,003
Equal variances not assumed -2,132 37,997 ,039 -,691 ,324 -1,346 -,035
anxiety3 Equal variances assumed 2,339 ,134 -2,068 38 ,046 -,941 ,455 -1,863 -,020
Equal variances not assumed -2,098 36,277 ,043 -,941 ,449 -1,851 -,032
anxiety4 Equal variances assumed 11,789 ,001 -1,656 38 ,106 -,563 ,340 -1,251 ,125
Equal variances not assumed -1,886 26,809 ,070 -,563 ,298 -1,175 ,050
anxiety5 Equal variances assumed 11,315 ,002 -2,450 38 ,019 -,852 ,348 -1,555 -,148
Equal variances not assumed -2,730 31,228 ,010 -,852 ,312 -1,488 -,216
anxiety6 Equal variances assumed 1,092 ,303 -2,128 38 ,040 -,760 ,357 -1,482 -,037
Equal variances not assumed -2,215 37,935 ,033 -,760 ,343 -1,454 -,065
anxiety7 Equal variances assumed 1,746 ,194 -1,802 38 ,080 -,645 ,358 -1,369 ,080
Equal variances not assumed -1,875 37,925 ,069 -,645 ,344 -1,340 ,051
anxiety8 Equal variances assumed 5,610 ,023 -1,095 38 ,280 -,302 ,276 -,860 ,256
Equal variances not assumed -1,233 29,275 ,228 -,302 ,245 -,802 ,199
anxiety9 Equal variances assumed 5,610 ,023 -1,095 38 ,280 -,302 ,276 -,860 ,256
Equal variances not assumed -1,233 29,275 ,228 -,302 ,245 -,802 ,199
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Levene's Test for Equality of

Variances t-test for Equality of Means
95% Confidence Interval of the
Std. Error Difference
F Sig. t df Sig. (2-tailed) Mean Difference Difference Lower Upper
anxiety1l0 Equal variances assumed 7,682 ,009 -1,238 38 ,223 -,361 ,291 -,950 ,229
Equal variances not assumed -1,412 26,678 ,170 -,361 ,255 -,885 ,164
anxietyll Equal variances assumed 1,570 ,218 -1,230 38 ,226 -,442 ,360 -1,171 ,286
Equal variances not assumed -1,300 37,836 ,201 -,442 ,340 -1,131 ,246
anxiety12 Equal variances assumed 4,491 ,041 -,888 38 ,380 -,376 ,423 -1,233 ,481
Equal variances not assumed -,929 37,997 ,359 -,376 ,405 -1,195 ,443
anxietyl3 Equal variances assumed 5,279 ,027 -1,211 38 ,233 -,345 ,285 -,923 ,232
Equal variances not assumed -1,331 33,679 ,192 -,345 ,259 -,873 ,182
anxietyl4 Equal variances assumed 4,551 ,039 -1,452 38 ,155 -,402 ,277 -,961 ,158
Equal variances not assumed -1,611 32,076 ,117 -,402 ,249 -,909 ,106

anxiety 1-14 = questions 1-14
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Table 8 - Correlations between specific questionma items

Correlation
anxietyl anxiety2 anxiety3 anxiety4 anxiety5
anxietyl Pearson Correlation 1 ,507H ,612** ,529** ,581**
Sig. (2-tailed) ,001 ,000 ,000 ,000
N 40 40 40 40 40
anxiety2 Pearson Correlation ,507” 1 ,533” ,406” ,669”
Sig. (2-tailed) ,001 ,000 ,009 ,000
N 40 40 40 40 40
anxiety3 Pearson Correlation ,612** ,533** 1 ,367* ,519**
Sig. (2-tailed) ,000 ,000 ,020 ,001
N 40 40 40 40 40
anxiety4 Pearson Correlation ,529” ,406” ,367* 1 ,828”
Sig. (2-tailed) ,000 ,009 ,020 ,000
N 40 40 40 40 40
anxiety5 Pearson Correlation ,581** ,669** ,519** ,828** 1
Sig. (2-tailed) ,000 ,000 ,001 ,000
N 40 40 40 40 40

anxiety 1-5 = questions 1-5
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Table 9 - Correlations between specific questionire items

Correlations

anxietyl anxiety6 anxiety7 anxiety8 anxiety9

anxietyl  Pearson Correlation 1 694" 584" 535" 435"

Sig. (2-tailed) ,000 000 ,000 ,005

N 40 40 40 40 40

anxiety6  Pearson Correlation 694" 1 614" 322 424"

Sig. (2-tailed) 000 000 043 ,006

N 40 40 40 40 40

anxiety7  Pearson Correlation 584" 614" 1 191 ,062

Sig. (2-tailed) 000 ,000 238 704

N 40 40 40 40 40

anxiety8  Pearson Correlation 535" 322 ,191 1 759"

Sig. (2-tailed) 000 043 238 ,000

N 40 40 40 40 40

anxiety9  Pearson Correlation 435" 424" ,062 759" 1
Sig. (2-tailed) 005 ,006 704 ,000

N 40 40 40 40 40

**_Correlation is significant at the 0.01 level (2-tailed).

*, Correlation is significant at the 0.05 level (2-tailed).

anxiety 1 = question 1; anxiety 6-9 = question 6-9
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Table 10: Correlations between specific questionnia items

Correlations

anxietyl | anxietylO0 | anxietyll [ anxietyl? | anxietyl3 | anxietyl4
anxietyl  Pearson Correlation 1 ,500” 618" 688" 328" ,300
Sig. (2-tailed) ,001 ,000 ,000 ,039 ,060
N 40 40 40 40 40 40
anxietyl0  Pearson Correlation ,500” 1 7317 475" 659" 612"
Sig. (2-tailed) ,001 ,000 ,002 ,000 ,000
N 40 40 40 40 40 40
anxietyll  Pearson Correlation 618" 731" 1 755" 432" 614"
Sig. (2-tailed) ,000 ,000 ,000 ,005 ,000
N 40 40 40 40 40 40
anxietyl2  Pearson Correlation 688" 4757 755" 1 1192 359
Sig. (2-tailed) ,000 ,002 ,000 235 ,023
N 40 40 40 40 40 40
anxietyl3  Pearson Correlation 328" 659" 432" 1192 1 ,395
Sig. (2-tailed) ,039 ,000 ,005 235 ,012
N 40 40 40 40 40 40
anxietyl4  Pearson Correlation ,300 6127 614" 359 395 1
Sig. (2-tailed) ,060 ,000 ,000 ,023 ,012
N 40 40 40 40 40 40

**_Correlation is significant at the 0.01 level (2-tailed).

*. Correlation is significant at the 0.05 level (2-tailed).

anxiety 1 = question 1; anxiety 10-14 =question4.40
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