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CHAPTER ONE 

Introd uction 

1.1. Background of the study 

Research find ings (Cope-Powell 1991; Young 1986) consistently revealed that language anx iety 

may have strong effect on learning. One of the major reasons fo r concern, parti cularl y among 

educators and administrators, is its potentia l negative effect on academic achievement, includi ng 

course grades and standardized proficiency test. 

Anxiety, according to Macintyre and Gardner ( 1994) can be defined as the fee ling of tension and 

apprehension specitically associated with second language learning contexts. Anxiety is 

emotional fee ling and worry, fear and apprehension (Cubuku, 2008-online) . 

Language researchers have identified a number of learners' factors which are thought to have a 

considerable intluence on h nguage learning. Anxiety has ber,n regarded as one of the most 

imponan t atfective factors trat influence L2- learning. 

Gardner (1994) indicated th .lt Foreign Language Anxiety is resl,onsible for stucl ent s' negative 

emotional reaction to language learning. To measure the fo reigr language classroom anxiety 

levels, many of the researchers used the fo reign language classre,om anx iety sca le (FLeAS) 

which was designed by Horv, itz, Horwitz and Cope (1986). The FLe AS, as confi rm ecl by (A ida, 

1994; Horwitz, 1986 and Rod, ;guez and Abreu 2003), was found to br high ly reliable instrument 

to measure anxiety level of stude~lts. 

Foreign language c lassroom anxiety is totall y different from other types of anxieti es (Horwitz et 

a!. , 1986). Learners may have the feeling of being unable to express the'ir own ideas in a foreign 

language classroom where [oreig.l language anx iety emerges. Since foreign language learning 

anxiety affects not only s tudents' attitude and language learn ing, but is also considered to have 

more de bil itating effects than 'facilitating effects, an investigation and del3ilecl analysis offoreign 

language analysis is necessary and significant (Horwitz, 1986 cited in Mclkamu Firew, 2008). 



Hence, thi s study attempted to find out whether the evening grade 10 students lire more or less 

anxious than the regular students of the same grade, particularly in spoken English classroom of 

BCPSPS. 

1.3. Objective of the Study 

The purpose of this study was to examine the anxiety level of evening and regular students of 

Bole Community Primary and Secondary Public School in Addis Ababa, Bole in the spoken 

Engli sh classroom. 

Therefore, the study focused on finding: 

I. The general spoken English class anxiety of grade 10 students. 

2. A comparison of evening and regular students' foreign language spoken class anxiety 

level. 

3. A comparison of mile and female students ' foreign langl!.age spoken class anxiety level. 

4. Factors that provoh spoken English classroom anxiety. 

To meet the objective of the study, the following research que5tions were formulated. 

I . Are grade 10 studen.s anxious in spoken Engli sh classes in general? 

2. Who are more anxiOl 's in spoken English classrooms, the evening or the regu lar students? 

3. Who are more anxious in spoken English classrooms, the male or female students? 

4. What are the sources of spoken English classroom anxiety? 

1.4. Significance of the Stu,a'y 

As stated in the statement of the problem little has been done to study foreign language classroom 

and its impact on students' spoken output in secondary schools in Ethiopia to reduce thi s 

language learning affective factor. What is more, nothng has been said about evening classes 

wi th regard to language anxiety. The probable finding~ of this study l~ny have sign ificance as 
, 

fo llows : 

Teachers and other concr-rned bodies can make lise of it for reduc ing spoken Engli sh class 

anxiety 
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CHAPTER TWO 

2. Review of Related Literature 

The literature to be reviewed mainly comes from an increase in the research on affective 

variables in foreign language (FL) and second language (SL) in the last thirty years. In recent 

years, in particular, the concept of language anxiety has gained pronounced visibility [Young 

1993]. The literature review is organized into the following topics: definition of anxiety, types of 

foreign language anxiety, sources of foreign language anxiety, effects of anxiety on foreign 

language, foreign language anxiety and other related factors, age and foreign language anxiety, 

measurement of foreign language anxiety, sources of foreign language anxiety in Ethiopian 

context. 

2.1 Anxiety 

Anxiety is one of those topics on which significant differences of opinion can be found. Some 

language .scholars like Gardner[1985,Horwitz et.al [1986], Horwitz and Y oung[ 1991] believe that 

anxiety is a minor inconvenience for a language student, perhaps and excuse for not participating 

in class or a guise to hide a lack of study. Others like Lewis [1997] and Shohamy[1982] seem to 

feci that anx iety may be tiIt: linchpin of the entire affective reaction to language learning and that, 

as soon as students are made feel relaxed, immediate positive results will be forthcoming. 

Noteworthy is that language learn ing is not alone stimulating this sort of debate about the 

importance of anxiety: over the years similar discussions have occurred in the research literature 

011 communication apprehension (Daly and McCroskey 1984] and test anxiety (Surason 1980, 

1986). 

Intricately intetiwined with self-esteem, and inhibition and risk- taking, the construct of anxiety, 

as studied in the psychological domain, plays an important affective role in language learning. 

Anxiety is almost impossible to define in a simple sentence. It is associated with feelings of 

uneasiness, frustration, self doubt, apprehension, or worry. Scovel (1978: 134) defined anxiety as 

"a state of apprehension, a vague fear. ... " Brown (1988) explains that any complex task one does 

can have elements of anxiety in it, aspects in which he/she doubts his /her own abilities and 

wonders if he/she indeed succeeds. 

6 



It is suggested that there are two types of anxiety, fac ilitating anxiety, which assists performance 

on such things as language tests and debilitating anxiety, which impedes it. This classification is 

made on the bases of effect of anxiety on foreign language. The detail s wi ll be di scussed in the 

next topic under effects of anxiety on the foreign language learning. 

Language anxiety is also viewed as being a unique form of anxiety, specific to second or foreign 

language contexts, it is still instructive to explore the links between it and the rest of the anxiety 

literature. To place language anxiety in the broader context of research on anxiety, (Endler 1980 

and Levitt 1980) distinguished between three broad perspectives on the nature of anxiety. These 

perspectives can be identified as trait, situation-specific and state anxiety. 

2.2.1 Trait Anxiety 

Trait anxiety, according to Spielberg (1983), refers to a stable predisposition to become nervous 

in a wide range of situations. He also defines trait anxiety as a probability of becoming anxious in 

any situation. People with high levels of trait anxiety are generally nervous people; they lack 

emotional stability (Goldberg I 993). Some with low trait anxiety is emotionally stable, usually a 

calm and relaxed person. Trait anxiety is, by definition, a feature of an individual's personality 

and therefore is both stable overtime and applicable to a wide range of situations. 

2.2.2. Situation Specific Anxiety 

The second level at which to conceptualize anxiety can be referred to as situation- specific. This 

is like trait anxiety, except applied to a single context or situation only. Thus, it is stable over 

time but not necessarily consistent across situation. Examples of situation-specific anxieties are: 

stage fright, test anxiety, math anxiety and language anx iety because each of these refers to a 

specific type of context: giving a speech, taking a test, doing math, or using a second language. 

Each situation is different : a person may be nervous in one and not in others. If one adopts 

Speilberger's conceptualization, situation specific anxieties represent the probability of becoming 

anxious in a particular type of situation. 
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2.2.3. State Anxiety 

The term state anxiety is used in a somewhat different manner. State anxiety, accord ing to 

Spei lberger (1983), refers to the moment- to-moment experience of anxiety; it is the transient 

emotional state of feeling nervous that can fluctuate over time and vary in intensity. It is 

important to stress that state anxiety is essentially the same experience whether it is caused by 

test taking, public speaking, meeting the fiance's parents, or trying to communicate in second or 

foreign language vague. Both trait anxiety and situation-specific anx ieties refer to the likelihood 

of becoming nervous in a certain type of situation. They do not refer to the experience of anxiety 

itself, which is best labeled state anxiety. State anxiety has an effect on emotions, cognition and 

behavior. Its effect on emotions results in heightened levels of arousal and a more sensitive 

automatic nervous system, individuals with state anxiety feel energized or "Keyed up," but 

anything above a minimal level of anx iety is perceived as unpleased arousal. In terms of its effect 

on cognition, when people experience state anxiety they are more sensitive to what other people 

are thinking of them (Carver and Scheier 1986). With regard to behavior, people with state 

anxiety evaluate their behavior, ruminate over real and imagined failures, and often try to plan 

ways to escape from the situation. The behavioral effects include physical manifestations of 

anxiety (wringing hands, sweaty palms, and faster-heart beat) and attempts to physically 

withdraw from the situation. 

2.2.4 Foreign Language Anxiety 

Foreign language anxiety is a special kind of anxiety related to foreign language classes. It can be 

considered as a kind of 'situation specific anxiety' just like stage anxiety; maths anxiety and test 

anxiety (Batumlu and Erden 2007). Inspired by Macintyre and Gardner 's (1988, 1989, 1991 a, 

1991 b, 1991c) studies of foreign language anxiety, other researchers ( eg Young 1991 , Phillips 

1992), have recently collaborated to give us useful information on foreign language anxiety. All 

of these studies conclude that "foreign language anxiety can be distinguished from other types of 

anxiety because it is a distinct complex of self perceptions, feelings and behaviors related to 

classroom language learning process. Accordingly, Horwitz et al.[1986], Macintyre and Gardner 

[1989, 1991c) have identified three components of foreign language anxiety in order to break 

down the construct into researchable issues; communication apprehension, fear of negative 

evaluation and test anxiety, or apprehension over academic evaluation. 
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2.2.4.1 Communication Apprehension 

Communication apprehension is a type of shyness characterized by fear of speaking and anxiety 

about communicating with people. It arises from learners' inability to adequately express 

thoughts and ideas. Difficulties in speaking in public, listening or learning a spoken message are 

all manifestations of communication apprehension (Batumlu and Erden, 2007). Oral 

communication consists of two components: speaking and listening. Speaking is anxiety 

provoking in foreign language activities (Macintyre and Gardner, 1993). It has been established 

by a number of studies that significant numbers of high school and college age foreign language 

students report feeling anxious about some aspects of language learning and their language 

classes (Horwitz and Young 1991). Among anx ious language students, most anxiety is associated 

wilh speaking the language. [nfact, speaking publicly in the target language has been fo und to be 

extremely anxiety-provoking for many students, even those who feel no stress in all other aspects 

of language learning (Horwitz et al. 1986). Horwitz et al. argue that much of thi s anxiety stems 

from the inherent threat to the learner's self concept of competence and individuality possed by 

communicating in an imperfectly controlled second or foreign language. It has been further 

explained as: 

Because complex and non spontaneous mental operations are required to 

communicate at all, any performance in L2 IFL is likely to challenge and individuals 

self concept as a competent communicator and lead to reticence, self consciousness, 

fea r. or even panic. . .. adult language learners ' perceptions of genuineness in 

presenting themselves to others may (also) be threatened by the limited range of 

meaning and {!flect which can be delibera/ely communicated (J 28). 

2.2.4.2 Test Anxiety 

Brown (1994) defines test anxiety as a type of performance anxiety stemming from a fear of 

fai lure in a test. As Melkamu quoted Cubuku (2007: 135), test anxious students: 

Often put unrealistic demands on themselves. Tes[ anxiety is believed to he one of the 

1I10st important aspects of negative motivation. It can be defined as" un pleasant 

feel ing or emotional state that has psychological and behavioral concomitants and 

that is experienced in formal testing or other evaluative situations. High anxious 

10 



students are overly concerned with parent or teachers evaluations and have difficulty 

o/al/ending to relevant task information and they are easily distracted by incidental 

stimuli being overly preoccupied with the possibility o//ailure. 

Students' previous performance determines their present achievement. When they have poor 

performance in the previous tests, test anxiety occurs. Therefore, they develop a negative 

stereotype about tests and have irrational perceptions in evaluative situations. Generally, test 

anxiety is a type of perfonnance anxiety deriving from fear of failure and evaluative situations. 

2.2.4.3 Fear of Negative Evaluation 

Chan and Wu (2004) explained fear of negative evaluation as apprehension about others 

evaluation, distress over their negative evaluations, and the expectations that others would 

evaluate oneself regularly. It arises from a learner's need to make a positive social impression on 

others. Several authors have examined the potential sources of fear of negative evaluation Price 

(199 J) summarized several sources of language anxiety in the classroom. She noted that students 

seemed to be most concerned about speaking in front of their peers. Fear of being laughed at, 

embarrassed, and making a fool of one are major concerns of anxious language students. 

The more technical aspects of language learning also cause problems among students. Price 's 

interviews show that students were very concerned about making errors in pronunciation and that 

they in particular wished to develop an accent that approximated that of a native speaker. 

Students were also worried about not communicating effectively. These fears about 

communicatillg and soc ial evaluation are likely based on students' relationships with their 

teachers and peers. 

In general, due to the different sources of language anxiety and the fact that such leaner factors 

are so interrelated, different components of language anx iety have been identified. Thus, a clear 

overlapping is inevitable. 

I 1 
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2.3 Sources of Foreign Language Anxiety 

Based on the work of Horwitz and associates (1986) and others (like Lucas 1984; Young 1986), 

Macintyre and Gardner (1989) described the way in which language anxiety is likely to develop. 

At the earliest stages of language learning, a student will encounter many difficulties in learning, 

comprehension, grammar, and other areas. If that student becomes anxious about these 

experiences, if he/she feels uncomfortable making mistakes, then state anxiety occurs. After 

experiencing repeated occurrences of state anxiety, the student comes to associate anxiety arousal 

with L2/FL. When this happens, the student expects to be anxious in the L2/FL contexts. 

Young (1991) offered a more extensive list of the potential sources of foreign language anxiety, 

stemming from the learners, the teacher and instructional practices. A learner's personal 

problems such as low se lf-esteem, and interpersonal problems, like competiti veness and fear of 

losing one's sense of identity, can be the seeds of anxiety. As student' s belief is concerned, 

unrealistic learner's beliefs, such as beliefs about how quickly the language can be learned or the 

speakers need excellent accent and pronunciation, add to the apprehension. Further, some 

teachers believe that they must become drill sergeants and intimidate their students into learning; 

these behaviors can cause anxiety. The method of error correction may also sour the relationship 

between teacher and student and lead to nervous students, especially if harsh, embarrassing error 

correction is done in front of other students. Methods of testing may also arouse anxiety, though 

oral testing is not always the most disturbing (Madsen, Brown, & Jones, 1991). 

Of all aforementioned, sources of foreign language anxieties, the single most important source 

seems to be the fear of speaking in front of other people using language with which one has 

limited proficiency. For this reason, language learning has more potential for students to 

embarrass themselves, to frustrate their self-expression, and to challenge their self-esteem and 

sense of identity than almost any other learning activity (Clement, Dornyei , & Noels 1994). 

Young (199 1) maintains this idea by explaining that speaking in front of other students in the 

classroom is a particularly anxiety-provoking activity. She refers to studies such as Koch and 

Terrell's (1991), in which the majority of students learning a foreign language through the 
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that some concern··some apprehension-over a task to be accomplished is a positive factor. 

Otherwise, a learner mi ght be inclined to be "wishy-washy", lacking that facilitative tension that 

keeps one poised, alert, and just slightly unbalanced to the point that one cannot relax entirely. 

The fee ling of nervousness before giving a publi c speech is, in experienced speakers, often a sign 

of facilitative anxiety, a symptom of just enough tension to get the job done. 

In Bailey's (1983) stud y of competitiveness and anxiety in second language learning, fac ilitative 

anx iety was one of the keys to success, and closely related to competitiveness. Bai ley also 

mentioned what she noted in Rogers's humanistic theory of learning-that promotes low anxiety 

among learners and a non defensive posture where learners do not feel they are in competition 

wi th one another. Bailey found in her self analysis, however, that while competitiveness some 

times hindered her progress (for example, the pressure to outdo her peers sometimes caused her 

(0 retreat even to the point of skipping class), at other times it motivated her to study harder (as in 

the case of carrying out an intensive review of material in order to feel more at ease in oral work 

in the class room). She explained the positive effects of competitiveness by means of the 

construct of facilitative anxiety. 

So the ne:<t time language students are "anxious, the teacher does well to ask himsel f/herself if 

l!lat anxiety is truly debilitative. It could well be that a little nervous tension in the process is a 

good thing. In conclusion, it is found that a construct has an optimal point along its continuum: 

Both too much and too little anxiety may hinder the process of successful language learning. 

2.5 Age and Foreign Language Anxiety 

Poss ible differences between aged and young students as regards to anxiety levels and their 

speaking out put have been examined in some language anxiety studies. Stern (1967) confirms 

this by stating that young children seem to learn a second/foreign language 'more easily' ' than 

adults' , and for this reason, several educators of past centuries, for example. Erasmus, Montaigne, 

or Lock, were in favor of an early stal1 in language learning. 
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In certain respects pre-school children, young school children, older chi ld learners' adolescents, 

and adults differ psychologically in their approach to second language learning. What these 

differences in developmental stages are is at present not fully understood. But it appears that 

young children respond more readily and intuitively to language 'acquisition' in social and 

communicative situations, while older learners can learn languages more read il y by means of 

cognitive and academic approaches. This leads to say that older students are likely to feel, more 

anxiolls than the younger ones. 

The essence of foreign language learning is the communication of personally meaningful and 

conversationally appropriate messages through unfamiliar and unmastered phonological, 

syntactic, semantic, and sociolinguistic systems. Thus, the learner is put in position of 

communicating some thing that is meaningful to him or her without having sufficient command 

of the language to do so. In this way 'adult language learners' self perceptions of genuinely in 

presenting themselves to others may be threatened by the limited range of meaning and affect that 

can be deliberately communicated" (Horwitz, Horwitz & Cope 1986). Thus, self-aware language 

learners are confronted with the probability that the "world" will perceive them differently from 

the way they perceive themselves. 

It appears that adulls have their own approaches to language learning and these have to be looked 

into in order to organize language education which can be of help to them. Shumin (1997) as 

cited by Meaza (1999) describes the usefulness of such investigations in the teaching of spoken 

language as follows: 

... in order to provide guidance in developing competent speakers oj English, 

instructors oj EFL should keep these questions in mind: what affects adult EFL 

learners' oral communication? What are the components underlying speaking 

effectiveness? And how can adult EFL learners speaking abilities are improved? 

... (Sic. P.8). 

Thus, apart from other factors which distinguish adults from children or young learners, we find 

the affective factors which playa great role especially in the learning of the spoken language. 

These factors include motivation,. self-confidence, anx iety, attitude, self-esteem and the like 

(Kamala , 1992; Shumin, 1 q97; Smith in Sidwepy, 1984). 
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In relation to anxiety, it is shown to be more intense with adu lts than with children. This, 

according to smith, arises from a worry that they may not be able to cope . 

... Despite their greater age, experience and sophistication, adults may be more 

reluctant than children to commit themselves in speech. They may have doubts 

their capacity to learn. Consequently, they may be anxious about losing face or 

looking silly if they make a mistake in speech ... (p.8). 

2.6 Foreign Language Anxiety and Other Related Factors 

It is very difficult to discus only one affective variable without touching other related factors. 

This is because they are so interrelated and hence no one has put their clear demarcation. For 

example, Abate (1996) quoting Ely (1986), found a variable called ' Language Class Discomfort' 

wh ich is concerned with the degree of anxiety, self-consciousness, or embarrassment felt when 

speaking the second or foreign language in the classroom. 

Though fewer in number, the items he developed and employed to measure language class 

discomfort are similar to the 33-itmes (FLCAS) developed by Horwitz, Horwitz, and Cope 

(1986) as the instrument to measure anxiety reaction. Ely's argument is that thi s variable leads to 

a reduction of willingness to take risk in class, thereby resulting in a decrease in class 

participation; Ayneaba (1993) observed this behavior or trad ition in his study conducted in 

Eth iopian high schools. 

After examining different studies on anxiety, Gardner and Macintyre (1993) conclude that 

anxiety levels decline as experience and proficiency increases. According to Gardner (1985) 

older students have slightly higher levels of anxiety, suggesting that in addition to ability level 

and stage of learning, age of learner too, may be an important variable in anxiety research. 

Brown (1994) states that risk taking is impOlt ant factor both in classroom and natural settings 

(153). 

In the classroom, these ramifications might include a bad grade in the course, a 

fail on the exam, a re approach ji-om the teacher, a smirk ji-om the classmate, 

punishment or embarrassment imposed by oneself Outside the classroom, 
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(1999),who looked into possible relations between anxiety and gender in their participants found 

statistically no significant correlations. 

2.8 Measurement of Foreign Language Classroom Anxiety 

Horwitz, Horwitz and Cope, (1986) as cited in Abate (1996) Melkamu (2008), developed the 

foreign language classroom anxiety scale (FLCAS). It contains 33-items to be answered on 5-

point Likert-type scale. The scale ranges from 'strongly agree' to 'strongly disagree'. 

Many researchers have used the FLCAS in its original form for students of a variety of target 

languages (Aids, 1994, Elkhafaiti, 2005, Saito, et ai, 1999, Abate Kassahun, 1996). Others used it 

translating into the mother t9ngue (Chan and Wu, 2004; Zhao Na, 2007; Pappamihicl, 2001; and 

Melkamu Firew, 2008). 

2.9 Some Sources of Foreign Language Anxiety in Ethiopian Context. 

Ayneabeba (1993) as cited in Abate (1996) conducted a research at high school in Addis Ababa 

and found that students were not required to contribute orally in class, and that they expressed 

lear when asked to do so. Thus, they were great ly reluctant to take risks for fear of making 

mistakes. He concluded that learners ' cultural background and educational perception had some 

effect on their attitudes towards interactive learning session. The students, according to his study, 

preferred single-sex grouping to mixed ones during classroom activities, wh ich implies 

uneasiness or discomfort if grouped otherwise. 

What is more, the low standard of speaking English may also lead them to be anxious. Accord ing 

to 'Hailemichael (1990) many AAU English teachers complained that students experienced 

Engli sh language problems particularly in writing and speaking, and the students themselves 

admitted that their English language ability was insufficient. Abate (1996) identified the potential 

sources of foreign language anxiety in hi s study. He mentioned: students' poor background, 

which goes with past experiences, students' negative expectation on their speaking proficiency, 

in their writing and their low self-esteem about the language. Therefore, these sources are 

expected to cause classroom foreign language anxiety since language anxiety is developed as a 

resu lt of l'I)peated uegative experiences with the language. 
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CHAPTE THREE 

Methods of the Study 

3.1. Research Design and Methodology 

In this section, the research design and methodology adapted for the purpose of the present study 

are described. The section includes the research type, the research settings, and sources of data, 

sampling size and sampling techniques. 

3.1.1. Research Type 

This research was supposed to be helpful to explore the major factors that influence the subjects 

of the study and to compare the spoken Engli sh anxiety level of the evening and regular Bole 

Community Primary and Secondary Public School grade 10 students. Therefore, the descriptive 

survey method was used by the researcher to conduct the study. 

3.1.2. The Research Settings 

Bole Community Primary and Secondary Public School where spoken English is given at the 

course level was selected for the study. The reason for selecting this school was that there has not 

been any research work conducted in the school in general and the present kind of research in 

particular. Hence, the researcher se lected the above mentioned school by purposive sampling 

method and then conducted this research study to fill the gap to some extent. 

3.1.3. Sources of Data 

The primary source of data for this research was the sample of grade 10 students of both evening 

and regular students who were registered for the academic year 2008/09. There were four 

sections of grade 10 regular students; each section consisted of 65 students. There was one 

section of grade 10 evening class and it consisted of 40 students. In addition , two English 

teachers of grade 10 students were tahn as a source of data. 

3.1.4. Sam piing Size 

Accord ing to BPSPS, there were 260 regular and 40 evening grade 10 students. All together 300 

regular and evening students were attending their lessons. Accordingly, from a total population of 
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300 students, 102 students (i.e. 34%) of the total population were selected from the two programs 

(i.e. from regular and evening). 

3.1.5. Sampling Technique 

First of all , writing the students' names according to their alphabetical orders in each section was 

necessary. But, the homeroom teachers of each section had the ' mark list' which were an'anged 

on the bases of alphabetical orders, ages and sexes. As a result, I took one copy from homeroom 

teachers and applied the systematic sampling technique, i.c. taking every 4th list of names. Then, 

sample students (102) from the two (i .e. regular and evening) programmes were selected. 

In BCPSPS, there were four secti ons III the regular prorgamme. Thus, by glVlllg equal 

opportunity to all sections, 64 sample students were selected. Since, each class consisted of 65 

students; sixteen (16) students were randomly selected from each section. So, the researcher 

selected the sample students from each section by taking every 4th name in the li st from A to Z. 

All the enrolled students of the evening class were used for thi s study. But, only 38 students 

participated in fi lling the questionnaire as the remaining two were absent. Therefore, the total 

number of students who took part in the study was 102. 

3.2. Data Gathering Tools (Instruments) 

The data for this study were collected through two main tools: questionnaire and interview. 

3.2.1. Questionnaire 

For this study, the researcher used the FLCAS questionnaire to assess students' anxiety level. The 

questionnaire had two parts. One was set to gather personal information of the participants, that 

is, age, gender and programme (whether regular or evening). The second one was the Amharic 

version of foreign language classroom anxiety scale (FLCAS) that was designed by Horwitz, 

Horwitz and Cope (1986) which uses the li kert scale. The FLCAS consisted of 33 items, of which 

8 were for communication apprehension, 9 for fear of negative evaluation, and 5 lor test anxiety. 

The remaining II items were put in a group which was named as anxiety of English classes in 

general. In each item respondents were expected to respond with an answer strongly agree (5 

points), agree (4 point) , undecided (3 points), disagree (2 points) and strongly di sagree ( 1 point) . 
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males (10.9%) and 12 females (18.8%) respectively. From the total of 64 regular students, only 

29.7% scored anxiety level 3.00 and above 3.00. This implies that Bole Community Primary and 

Secondary Public School regular grade 10 students are not mostl y anx ious in spoken English 

classrooms. 

4.2. The Spol{cn English General Anxiety of Grade 10 Evening Students in English 

Classroom 

Table 2: Respondents' Spoken English Gencral Anxiety 

Students with anxiety levels Sex 

Total 
<3.00 And >3.00 Male Female 

count 8 10 18 
Students with anxiety Level < 3.00 

Percent (%) 26.3 47.4 

------
count 10 10 20 

Students with anx iety level> 3.00 
Percent (%) 26.3 26.3 52.6 

----
18 20 38 

count 
Total --

Percent (%) 47.4 52.6 100 
L __ ---

Table 2 shows that in items of group anxiety statistics, eight male students (21.1 %) scored 

anxiety level below the men score 3.00 and 10 female students (26.3%) scored anxiety level 

below 3.00. Ten (10) evening male students (26.3%) and 10 female students (26.3%) scored 

anxiety level 3;00 and above 3.00. From the total 008 evening students (52.6%) scored anxiety 

level 3.00 and above 3.00. This result shows us that BCPSPS evening grade 10 students, whose 

number is more than half, are experiencing anxiety in English classroom. 

4.3. Comparison of the Spoken English General Anxiety of Grade 10 Regular and Evening 

Studcnts in English Classroom. 
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Table 3: Respondents' Spoken English General Anxiety 
~- I Sex 

Program 
Students with anxiety levels 3.00 and 

>3.00 Male Female Total 

Regular Students with anxiety Count 23 22 45 

level <3.00 Percent (%) 35.9 34.4 70.3 

Students with anxiety Count 7 12 19 

level >3.00 Percent (%) 10.9 18.8 29.7 

Count 30 34 64 

Total 
Percent (%) 46.8 53.2 100 

Evening Students with anxiety Count 8 10 18 

, Level <3.00 
Percent (%) 21.1 26.3 47.4 , 

I Students with anxiety 

Level > 3.00 
Count 10 10 20 

Percent (%) 26.3 26.3 52.6 

I 
I I Count 18 20 38 , 
i 

L __ 
I Total Percent (%) 47.4 52.6 100 

As can be seen from Table 3 above, out of 64 sample regular students 45 (70.3%) scored below 

mean score 3.00 and out of38 total evening students 18 (47.4%) scored below mean score 3.00. 

On the other hand, 19 (29.7%) out of 64 regular students scored 3.00 and above 3.00 and 20 

(52.6%) out of evening students scored 3.00 and above 3.00. According to the magnitude 

difference in the mean scores of the evening students, it seems that evening students experience 

anxiety on average and they are more anx ious than' their regular counter parts. This resull can be 

supported by tindings investigated by different researchers, for example, according to Horwitz, et 

al (1986), students with average around 3.00 should be considered slightly anxious, while 

students with average below 3.00 are probably not anxious. Zhao Na (2007) stated that students 

wi th average anxiety level 3.00 and above 3.00 are considered as seriously suffering from 

anxiety. 
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Accordingly, 45 (70.3%) of regular students scored below the mean score 3.00. This leads us to 

say that they are probably not anxiol1~ . But, 20 (52.6%) of the evening students scored above the 

mean score 3.00. Consequently, the regular students are less anxious than the evening students. 

However, as can be seen from Table 4 below, no statistically significant difference was obtained 

between the two groups (i.e. between regular and evening students). 

From the same table, differences in anxiety level between males and females of the two programs 

can also be shown. From the total of 34 regular female students, 22 (34.4%) scored below the 

mean score 3.00 and 12 (18.8%) scored above 3.00. On the other hand, out of 30 regular male 

students, 23 (35 .9%) scored below 3.00 and 7 (10.9%) scored above 3.00. 

From 20 evening female students, 10 (26.3%) scored below the mean score 3.00 and 10 (26.3%) 

scored above 3.00. In addition, of 18 male evening students, 8 (21.1 %) scored below the mean 

3.00 and 10 (26.3%) scored 3.00 and above 3.00. 

Thus, 12 (18.8%) of regular female and 7 (10.9%) of regular male students passed the average 

mean score, 3.00. Therefore, though the difference is very little female students are more or less 

anxious than male ones. This can be confirmed by researchers like Wilson (2006), who suggested 

that female students often experience higher level of anxiety than males in academic settings and 

have low performance. Moreover, Cheng (2002) cited in Wilson (2006), investigated lhat females 

were significantly more anxious than males. 

Incase of the evenilig students, 10 (26.3%) of the evening female students and 8 (21. 1 %) of the 

males scored above the average mean 3.00. Like Lhe regular ones, the difference is very little. 

Here also females' mean scores are a little bit higher than that of males which may indicate 

female evening students may experience more anxiety than evening male students like the regular 

one. 

4.4. The Spoken English General Anxiety Difference between Regular and Evening Grade 

10 students in English C lassroom. 
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Table 4; Spoken English General Anxiety Difference between Regular and Evening 

Students 

Standa 
program NQ Mean 

deviati 

d Degree of Significance 
T-Value 

n Freedom( dt) value(P<0.05) 

r 

o 

. 
Regular 64 93.4375 12.1758 o 

-- -1.57 100 0.120 

Evening 38 97.8684 16.1582 9 

L. __ --'---_ .. -

Table 4 indicated that the number of regular and evening students, who took part in the study, 

wcre 64 and 38 respectively. Whcn their m~;~n stores are considered, the mean score of the 

evening studellts is larger than the mean score of the regular students (i.e. M=97.8684 for evening 

and 93.4375 for regular). However, no statistically significant difference was obtained between 

the two groups since the significant value indicated 0.120>0.05. (Nl =64, N2=38, Xl =93.4375 , 

X,=97.8684, df=lOO, t=-1.570 and p=0. 120) 

4.5: The Spoken English Genera! Anxiety Diffen!ncc between Male and Female of Regular 

Grade 10 Studmlts in English Classroom. 

Table 5: Spoken English General Allxiety Difference between Male and Female of Regnlar 

StudcJ:ts. 

s~~r 
-tvlean -rstandard 

devialir·n r 
+--

-value Degree of Significance 

Freedom( dt) Value(P<0.05) 

I 
Male 30 92.1667 12.96968 

- - .782 62 0.437 

Female 34 9~.5588J 11.50808 
I 

As can be seen from Tahle 5, (NI ~30, N2=3'1, xl =92.1667, x2=94.5588, df=62, 1=-0.782 and 

p=0.437). Though th;: magnitude of the mean score of female rcgular students is larger than the 

male regular students, there is no statistic'l!!Y significant difference between them (i.e. 
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0.437>0.05). This finding contradicts with finding of Cheng (2002) cited in Wilson (2006) who 

investigated that females were significantly more anxious than males. But, this finding agrees 

with the finding of Melkamu Firew (2008) who found no statistically significant difference 

between males and females. 

4.6: The Spol<en English General Anxiety Difference between Male and Female of Evening 

Grade 10 Students in English Classr·oom. 

Table 6: Spoken English General Anxiety Difference between Male and Female of Evening 

Students. 
r;:-'- ' 

Sex NQ M~an 1 Standarcf IT-value - Degree of Significance 

Deviation Freedom( df) Value(P<0.05) 

Male 18 97.2222 14.11947 
I 

I Female 20 1 98 .4500 l 18.14699 
-0.231 36 0.819 

I 

Table 6 depicted that males mean scores arc a little bit higher than that of females in the evening 

classes. This may show that males arc more ar.xiolls than female in the evening classes. But, the 

result of the t-test indicated that there is no stati st ieally significant difference between males and 

females in the evening clasf,';s. \N I= 18, l'h=20, X 1=97.22p, X2=98.4500, df=36, (=-0.023 1 and 

P=O.SI9). This is b~cause 0.819>0.05 . 

4.7. Levels of Anxiety in Variables 

Table 7: Anxiety Levels of Regulal' Students with in Variables. 

Anxiety Variallies 

unication I.Comll1 
Appre hension 

Jl--' " No or 

._c ' items 

8 ------ -------
fNeGative Eva1uati'on 2. Fe~r 0 

3.Te5t A Ilxiety 

9 

5 

Total Mean Average Mean or Total items 

24.30 3.04 
25.3 1 2.81 

12.59 2.52 

4.Gcnera I Anxiety of Engl ish C I~.:.s:-_,--~} ___ .1 28.22 __ E_~ ____ 



This might happen, for example, according to Price (1991) because students seemed to be most 

concerned about speaking in front of their peers, Fear of being laughed at, embarrassed, and 

making a fool of one self are major concerns of anxious language students, The more technical 

aspects of language learning also cause problems among students, Price's interview shows that 

students were very concerned about making errors in pronunciation and that they in particular 

wished to develop an accent that approximated that of a native speaker. Students were also 

worried about not communicating effectively, These fears about communicating and social 

evaluation are likely based on a students' relationship with their teacher and peers, 

As to test anxiety and general anxiety of English classes, the scores were below the average mean 

3,00, Thus, the students are not probably experiencing anxiety in the two variables, 

4.9. Foreign Language Anxiety and Program 

Table 9: Regular ~lIId Evening English Classroom Anxiety 

Anxiety Variables No of items Program Mean 
I, communication apprehension Regular 3,04 

8 
Evening 3, 13 

2, Fear of negative evaluation Regular 2,81 
9 

Evening 3,13 

3, Test Anxiety Regular 2,52 
5 

Evening 2,64 

~eneral English Classroom anxiety Regular 2,57 
II 

Evening 2,8 1 

Over all anxiety Level 33 Regular 2,74 

Evening 2,95 

Table 9 depicted that both regular and evenlllg students are anxIous III communication 

apprehension, This is because they scored 3,04 and 3,13 respectively, which is above the average 
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mean 3.00. However, when we compare their anxiety level, the magnitude of evening students is 

higher than the regular students. This shows that evening students are more anxious in 

communication apprehension than the regular students. The scores are 2.81 and 3. 13 fo r regular 

and evening in fear of negati ve evaluation. This also indicates that evening students are more 

anx ious than regular students and even the regular students mean score is below 3.00. Therefore, 

regular students are not only less anxious than evening students but also not anxious for fear of 

negative evaluation. 

The remaining two items, test anxiety and general English classroom were scored be low average 

mean 3.00. As a result, I tend to say both regular and evening students are probably not anx ious 

in these two variables. But, when we see the average mean score of the regular and eveni ng 

students, the mitgni tude of anx iety level of evening students is by far larger than the regu lar ones. 

The scores are 2.64 and 2.8 1 for evening students in test anxiety and general English classroom 

anxiety respectively. It is 2.52 and 2.57 fo r regular students. If the overall anxiety level is 

observed, the table show 2.74 is scored by regular and 2.95 is scored by evening students. 

Though level of anxiety of both regular and evening students are below the mean score 3.00, still 

the magnitude of overall anxiety level of evening is larger than the regular students. The score 

also nears to 3.00 (i.e. 2.95). Thus, in Gll aspects evening students are more anx ious than the 

regular students. 

This might happen, according to Horwitz, Horwitz and Cope (1986), III an attempt to 

communicate using unfamiliar and unmastered phonological, syntacti c, semantic , and 

sociolinguistic systems. Thus the learner is put in the pos ition of communicating something that 

is meaningful to him or to her without having suffi cient command of the language to do so. In 

thi s way, adult language learners' self perceptions of genuineness in presenting themselves to 

others may be threatened by the limited range of meaning and affect that can be deliberately 

communicated . Thus, self-aware language learners are confronted with the pro babi li ty that the 

"world" will make them be perceived differently from the way they perce ive themselves. 

Further, Gardner (1985) indicated that older students experience higher levels of anxiety. 

However, other researchers slIch as Skehan (1989) and Gardner and Macintyre (1993), have 
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argued that more experienced, older and proficient learners have a wider repertoire of behaviors 

which help them to cope with anx ie ty provoking situations more flexibly. Hence, even if they 

claimed they did experience anxiety, they might have attempted using different strategies to 

control their anxiety. 

Generally, in most Ethiopian night schools, less attention IS gIven to the four macro sk ills 

especially to speaking. My personal exp;:rience shows that teachers who teach in the evening 

program usually emphasize grammar teaching. Speaking activities like drama, debate, 

conversation ... etc are less or almost not practiced. In fact, these activities are not fully practiced 

in the regular program, too. Moreover, Macintyre and Gardner (199\) experience in speaking, 

that is, of teachers ' feed back, their participation in the classroom and their peers ' comments. 

4.10. Presentation and Analysis of Data Obtained Thl'Ough Interview 

Two Engl ish language teachers and eight students 5 from regular and 3 from evening) were 

interviewed 'on foreign language anxiety particularly in spoken Engli sh classes. Fourteen 

interview questions, that is, six for teachers and eight for the students were prepared and used for 

thi s purpose. 

Ac<.:Ordingly, the two teachers reported that they have more than 8 years experience of teaching 

Engli sh in the high school. During their stay in the high school, they were not satisfied with their , 

students ' speaking output especially with evening students. But, T2 appreciated a few of his 

regular students who make the class warm by doing different speaki ng activities and also 

motivating others to clo similar things. This implies that some regular students are more 

motivated and less anxious than the evening students in learning Engli sh. Besides, the teachers 

also mentioned some sources of speaking anxiety in the class as fo llows. 

The source could be lack of background in: 

- Vocabulary 

- Linguistic knowledge(i. e. the teacher is to mean grammar knowledge) 

- Receiving assistance ti"om the family 

- Getting enough opportuni ties to practice speaking 

- Students learning preference (T I ) sec appendix E) 
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T] also suggested that the sources as negative peers' comment; lack of background on performing 

different speaking activities and lack of grammar knowledge (see Appendix E). 

The teachers further explained that students' behavior is changed when they speak in Engli sh in 

the classroom. Some of the changes are, according to Tl , being silent, getting confused on what 

to do; shaking of hands and papers they hold and tone of voice. As to T 2, change of facial 

expression, sweating and leaving the class pretending as if they are sick (evening). Overall , the 

two teachers capitalized on fear of being commented on is a serious problem students suffer 

from . (See Appendix E Q. 6). 

According to interview responses of both reglliar and evenmg students, their teacher often 

corrects the mistakes/errors they make. They added that th is in turn leads them to fear, to fee l 

anxious and to think they are incapable. This can be supported by the extensive list of the 

potential sources of language anxiety offered by Young (1991) . The sources, according to Young, 

stem from the learner, the teacher, and instructional practice. For instance, the method of error 

correction may sour the relationship between teacher and student and lead to nervous students 

especially if harsh, embarrassing error correction is done in front of other students. 

Students have reported that they feel discomfort while speaking in the class. They fear that they 

wi ll be laughed at if mi~taken . This is very seri ous in evening than in regular. For example, 

evening student (ES I) said that she felt nervous and got confused. She even didn ' t have the 

courage to look at the teacher, ral her listened to her inner fear (see Appendix H Q. 5). 

The students mentioned some of the things that provoke them to feel anxious as follows. 

Fear of being laughed at, lack of words, lack of grammar knowledge, and lack of 

exposure to speaking and lack of motivation. However, if the following measure is taken, 

according to the students' responses, speakilig anxiety can be overcome. 

building teacher-student relationship and self-confidence 

taking some support ive spoken courses 

Ignoring students ' negative comment and giving high value for self, and the teacher has to 

approach the students personally and diagnose their problems. 

33 



CHAPTER FIVE 

5. SUMMARY, CONCLUSION AND RECOMMENDATIONS 

5.1. Summary 

The main purpose of this study was to examine the anxiety level of regular and evening grade 10 

students of Bole Community Primary and Secondary Public school. The following research 

questions were formulated to meet the objective of the study. 

1. Are grade 10 students anxious in spoken English classes in general? 

2. Who are more anxious in spoken Engli sh classroom, the evening or the regular male or 

female students? 

3. What are the sources of spoken English classroom anxiety? 

For the theoreti cal bases, the following related literature were rev iewed on anxiety, types of 

foreign language anxiety, fore ign language anxiety, effects of anxiety on foreign language 

learning, age and foreign language anxiety, foreign language anxiety and other related factors , 

measurements of foreign language anxiety and sources of foreign language anxiety :n Ethiopian 

context. 

The study was carried out using descripti ve survey Illethod. in doing so the researcher was able to 

get firs t hand information. The dhta were collected through FLeAS questionnaire and interview. 

Thus, the information obtained through fo reign langllage classroom anxiety scale (FLCAS) and 

interview had been analyzed using descriptive statistics, percentage, mean and SPSS-V -15 (T­

test). The results of the study are summarized as fo llow. 

5.1.1. The result of the study revealed that 19 (29.7%) of regular and 20 (52.6%) of evening 

students wae fo und to be anxious, since their anxiety levels were above the mean score of 3.00. 

However, 45 (70.3%) regular and IS (47.4%) evening students were considered not to be anxious 

as their anxiety levels were below the mean score of 3.00. 

5.1.2. Each specific kind of anxiety within variab l~s of regular and evening students were scored 

3.04, 3. 13 for communication apprehension, 2.8 1, ] .13 for fear of negative evaluat ion, 2.52, 2.64 

for test anxiety and 2SI, 2.81 for general anx iety of English classes respectively. Evening 
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CHAPTER FIVE 

5. SUMMARY, CONCLUSION AND RECOMMENDATIONS 

5.1. Summary 

The main purpose of this study was to examine the anxiety level of regular and evening grade 10 

students of Bole Community Primary and Secondary Public school. The following research 

questions were formulated to meet the objective of the study. 

I . Are grade 10 students anxious in spoken Engl ish classes in general? 

2. Who are more anxious in spoken English classroom, the evening or the regular male or 

female students? 

3. What are the sources of spoken English classroom anxiety? 

For the theoretical bases, the fo llowing related literature were reviewed on anxiety, types of 

foreign language anxiety, foreign language anxiety, effects of anxiety on foreign language 

learning, age and foreign language anxiety, foreign language anxiety and other related factors, 

measurements of fore ign language anxiety and sources of foreign language anxiety in Ethiopian 

context. 

The study was carried out llsing de~criptive survey method . in doing so the researcher was able to 

get tirst hand information. The df,!a were collected through FLeAS questiormaire and interview. 

Thus, the information obtained through foreign langlIage classroom anx iety sca le (FLCAS) and 

interview had been analyzed using descriptive statistics, percentage, mean and SPSS-V- IS (T­

test). The results of the study are summarized as follow. 

5.1.1. The result of the. study revealed that 19 (29.7%) of regular and 20 (52.6%) of evening 

students were found to be anxious, since their anxiety levels were above the mean score of 3.00. 

However, 45 (70.3%) regular and IS (47.4%) evening students were considered not to be anxious 

as their anxiety levels were below the mean score of 3.00. 

5.1.2. Each specific kind of anx iety within variabks of regular ancl evening students were scored 

3.04, 3.13 for communication apprehension, 2.8 1, 3.13 for fear of negative evaluation, 2.52, 2.64 

fo r test anxiety and 2.5 7, L.81 for general anxiety of English classes respective ly. Evening 
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students were found to be more anxioll s than regular ones. But, the evening students were as 

anxious in communication apprehension as fear of negative evaluation. Since, the other two 

variables were below the mean score 3.00, both regular and evening students were not considered 

anxious in these. 

5.1.3. The comparison of male' s and female's anxiety level indicated that 12 (18.8%) of female 

and 7 (10.9%) of male stlldents scored above 3.00. However, incase of evening students, 10 

(26.3%) of the female and 8 (21.1 %) of the male students scored above 3.00. Here, the mean for 

the female students is a little bit higher than that of males which may indicate female evening 

stucjents may experience more anxiety than mal~s like in the regular program. However, the 

result in the t-test revea led that there is no sign ificant difference between the two groups and the 

two sexes in both programs. 

5.1.4. In the interview responses, the teachers reported that studen ts experience foreign language 

anxiety, indicating that it is higher fo r evening students. The teachers also mentioned that both 

regular and evening students fear being' commented on. This, according to the teachers' 

responses, happened because students criticize each olher after the class is over. 

5.1.5. In the imerview responses of the ~;lUdents, bGth regular and evening students mentioned 

that they fear, feel anxi(ws when the te~~b"r corrects their mistakes. They also mentioned things 

that provokethcm 10 ftel anxious. These are: fcar of negative evaluation, lack of diction, 

grammar knowledge, enough OPPOl'llilliries tJ p:·uctice. 

5.2. Conclusions 

Based on the findings of the sllidy, the following conclusions have been drawn. 

5.2.1. The result of the study iliclicat~d that evenil~g students are more anxious than regular 

students as 52.6% of evening stl!dents and 29.7% of regulr:r students scored above the 

mean ':;core 3.00.But,siatistically there is no sigailiGal:t difference between Ihem. 
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5.2.2. The mean score of anxiety with in variables for communication apprehension in regular 

and evening students were above the mean score of 3.00. Fear of negative evaluation 

incase of evening students was also scored above 3.00. The other variables (i.e. fear of 

negative evaluation for regular) and test anxiety and general English classes anxiety were 

scored below the mean score of 3.00. Thus, from this finding, it can be deduced that 

debi litative anxiety plays its role on communicative apprehension and fear of negative 

evaluation incase of evening students. The other variables fear of negative evaluation 

incases of regubr students; test anxiety and general English classes might be considered 

as slight anxiety. 

5.2.3 . Comparing male 's and female's anxiety level, in both programmes (regular and evening), 

the data indicated that females were found to be more anxious than males . However, 

statistica lly it was proved that there is no significant diffe rence between them . Therefore, 

the stndy can be concluded that there is no anxiety level difference between males and 

females in general. 

5.2.4. According to the finding obtained through teachers' interview, evel1lng students are 

experiencing strong anxiety level in all variables. Fear of negative evaluation is the 

serious variable students highly suffer from. This implies that the way teachers give 

correction is eilher harsh or students do not want to be commented on at al l. 

5.2.5 . According to the interview responses of the students, it was reported that students fear and 

feel nervous when the tr,acher corrects their mistakes. Regarding what provokes them 

while speaking, almost all mentioned that they fear their peers' comment. From this, it 

can be concluded that way of giving correction sours the relation between students and 

teachers and ultimately leads to nervousness. 
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5.3. Recommendations 

The results of this study suggest that certain students are at risk of having debi litative levels of 

foreign language classroom anxiety. Based on the findings of this study and the conclusions 

drawn, the following recommendations were given. 

5.3. l. Students should be able to be glven and practice appropriate and authentic speaking 

activities to lower anxiety because they generally fee l more comfortable talking about the 

familiar: their feel ings, att itudes, opinions and habits than urging them to construct 

grammatically accurate sentences. 

5.3.2. Teachers should build student' confidence and self-esteem m their spoken ability via 

encouragement and re-assurance. 

5.3 .3. Since learners (like the rest of us) are concerned with their self-image and since many 

students are embarrassed and fee l stupid when their errors are corrected, teachers must 

devdop techniques and strategies for error correction and oral evaluat ion that reduce 

negative affect and improve self-esteem . 

5.3 .4. To reduce students' spoken English anxiety, teachers should keep on continually reminding 

them that mistakes are a natural part of the language-learning process. 

5.3 .5. Teachers must create enough opportunities in which learners are able to practice authentic­

communicative speaking activities such as self introduction, debate, drama, role play, 

time telling and the like. 

5.3.6. Practitioners (teachers) should be encouraged to heighten their awareness of students' 

spoken English anxiety to better help them manage their anxiety. 

5.3.7. There should be a friendly bridge between students and teachers so that diagnosing the 

problem would be easy. 
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Appendix A- Details of Data Gathered 

Code Sex A B 
01 F 87 Regular 

.$- F 95 " 
03 F 105 " 

04 F 77 " 
05 F 85 " 
06 M 82 " 
07 M 93 " 
08 M 103 " 
09 f 106 " 
10 F 107 " 
11 M 92 " 

12 M 96 " 
13 M 84 " 

14 M 97 " 

~- M 96 " 
16 F 96 " 
17 F 86 " 
18 F 11 5 " 

19 M 11 3 " 
I-io M 90 " f-21- M 89 " 

22 F 103 " 
23 M 69 " 

24 M 84 . " 

~- F 114 " 
~- . F 96 " 

27 f 97 " 
28 F 100 " 
29 F 114 " 
30 F 92 " 
31 F 85 " 
32 F 109 " 
33 F 82 " 
34 M 86 " 
35 f 86 " 
36 F . 101 " 
37 F 63 " 
38 M 84 " 

39 F 95 " 

40 F 80 " 

41 M 91 " 
42 M 11 3 . " -
43 M 93 " 
44 F 89 " 
45 M 95 " - ,,--
46 F 91 
47 f 103 ., 
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48 F 83 
49 F ~-._. 
50 M 79 
51 M 101 
52 M 13 I 
53 M 93 
54 F 97 
55 F 102 
56 M 69 
57 M 84 
58 M 104 
59 M 94 
60 M 100 
61 M 86 
62 F 95 
63 r 92 
64 M 74 
65 M 66 
66 F 117 
67 M 11 2 
68 M I 79 
69 M 101 
70 F 11 7 
71 F 101 --
4--- ~- 76 

73 F 100 
74 F 81 
75 M 112 
76 M 93 
77 F 101 
78 M 104 
79 F 94 
80 F 99 
81 M 87 -82 M -J..?I 
83 M 95 
84 F 92 
85 M 114 
86 M 111 
87 M 83 

S8 F 106 
89 F 102 
90 M 114 
91 M 92 
92 r 108 
93 F 73 
94 F 71 
95 F 149 

96 F 85 
97 M 80 
98 F 91 
99 F 91 
100 F 11 5 
101 M 110 
102 M 96 
Code: students' code number 
A: students' anxiety.level 
B: program 

Reg~~ 
" 
" 

" 
" - ._--.,,--

" 
-

" 
" 
" 
" 
" 
" 
" 

" 
" ,,---

Even in g 
" 

1---"';;--
" 
" 

" 
" 
" 
" 

" ----
" 
" 
" 

" 
" 
" 
" 
" 
" 
" 
" 
" 
" ----,,--

" 
" 
,. 

" 
" 
" 
" 
" 
" 
" 
" 

" 
" -

44 



Dear Student, 

Appendix-B English FLeAS 

Addis Ababa University 
Institute of Languages and Literature 

Department of Foreign Languages and Literature 
(Graduate Studies) 

Questionnaire to be filled by Students 

Recently, I am carrying out a postgraduate (MA) research related to the teaching of English. The 

o~jective of this questionnaire is to collect information and to examine the degree of spoken 

Engli sh cla~sroom Anxiety (worry) you may experience. Since the success of the study highly 

depends on your honest response to the items, you are kindly requested to indicate your true 

feelings in spoken classroom. You are asked everything to do by yourself. Your response will be 

kept confidential. You are not expected to write your name. 

Thank You in Advance. 

N.B. Use the following key to answer each item. 

I = strongly disagree 
2= Disagree 
3= Neither Agree nor Disagree\Undecided\ 
4= Agree 
5= strongly Agree 

1 . . Grade 
2. Sex . ___ ~_ 
3. Programme: Regular ____ _ 

Evening ___ _ 
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Directions: The following items are helpful to indicate the anxiety level students have in spoken 
English class. Please indicate the degree to which each statement describes you on a 
scale from I to 5. 

1. I never fee l quite sure of my language when I am speaking in my English class (room) 
I 2 3 4 5 

2. I don 't worry about making mistakes in English when I speak in class. 
1 2 3 4 5 

3. I feel nervous when I know that I am going to be called on to speak in English in the English 
class. 

I 2 3 4 5 
4. It frightens me when I don't understand what the teacher is saying. 

1 2 3 . ~ 5 
5. It wouldn't bother me at all to do more speaking in the English spoken classes. 

I 2 3 4 5 
6. During speaking class, I find myself thinking about things that have nothing to do with the 

lesson. 
1 2 0 4 5 

7. I keep thinking that the other students arc: bettcr at speaking than I am. 
I 2 345 

8. I am usually at ease during speaking tests :n my English class. 
1 2 345 

9. I start to panic when j have to speak without preparation in English class. 
I 2 3 45 

10. I worry about the consequences of failing in my spoken English. 
I 2 3 4 5 . 

II. I do not understand why some people get so nervous over English spoken classes. 
1 2 3 4 5 

12. In English class, I eml get so r:erVGas at things J kno\"(. 
1 2 3 4 j 

13. It embarrasses me to vo lunteer an:;wers in m)' spoken English class. 
I 2 J 4 5 

14.1 wouldn't he nervous speaking Ensiish with native speakers. 
I 2 345 

15. i get upset when I do il0t understand what th.c teacher is correcting. 
1 2 145 

16. Even if I am well prepared for spoken class, I \\'orry about it. 
1 L 3 4 5 

17. I often fee l like not going to my English class . 
.. I ' . . 2 ... ' 3 . 45 ' 

18. I fee l confident when I speak in the English class. 
I 2 3 4 5 

19. I am afraid that Illy English teacher will correct every mistake I make. 
1 2 3 5 . 

20. [ can fed my heart pounding Wlt~i; ; n!·,1 goinG to GC: asked to speak in English class. 
I 2 3 4 5 

46 

'1 

I 

, ., 



Directions: The following items are helpful to indicate the anxiety level students have in spoken 
English class. Please indicate the degree to which each statement describes you on a 
scale from I to 5. 

I. I never feel quite sure of my language when I am speaking rn my English class (room) 
12 345 

2. I don ' t worry about making mistakes in Engl ish when I speak in class. 
I 2 3 4 5 

3. I feel nervous when [ know that I am go ing to be called on to speak in English in the English 
class. 

1 2 3 4 5 
4. It frightens me when J don't understand what the teacher is saying. 

I 2 3 4 5 
5. It wouldn ' t bother me at all to do more speaking in the English spoken classes. 

I 2 3 4 5 
6. During speaking class, I find myself thinking about things that have nothing to do with the 

lesson. 
1 2 ) 4 5 

7. I keep thinking that the other students are better at speaking than I am. 
I 2 3 4· 5 

8. I am usually at ease during speaking tests :n my English class. 
1 23 ' 4 5 

9. I slarl to panic when I have to speak without preparation in English class. 
1 23 4 5 

10. I worry about the conseql!enC~S offail ing in my spoken English. 
I 2 3 4 5 

11 , J do not understand why sO I~e people get so nervous over Engl ish spoken classes , 
I 2 ) 4 5 

12. In English class, I eNl get 50 ner\'oas at things) kno\'{. 
1 23 4) 

13 . It embarra5~es me to vo lunteer an:;wers in m)' spoken English class. 
I 2 3 4 5 

14. I wOllldn't be liervous sp~aking En3i ish with native speakers, 
I 2 ) 4 5 

15. i get upset when I do ilOt understand what the teacher is correcting, 
J 2 1 4 5 

16, Even if! am well prepared for spoken class,] worry about it. 
I L 3 4 5 

17. I o f'!en feel like not going to my English class, 
1 2 J 4 5 

18. I feel confident when I speak in the English class, 
1 2 3 4 5 

19. I am afraid that llly English teacher will correct every mistake I make, 
I 2 3 · 5 . 

20, I can fed my heart pounding \Vh~;; ; ,,!'t1 go inG to l:.e asked to speak in English class, 
1 2 3 4 :i 
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21. The more I practice to speak, the more I get confused. 
I 2 3 4 5 

22. I do not feel pressure to prepare very well for spoken class. 
12345 

23. I always feel that the other students speak English better than I do. 
I 2 3 4 5 

24. [ feel very self-conscious about speaking English in front of other students. 
I 2 3 4 5 

25. Spoken class moves so qu ick ly that I worry about getting behind. 
I 2 3 4 5 

26. J feel more tense and nervous in my English class than in my other classes. 
I 2 3 4 5 

27. I get nervous and confused when I am speaking in my English spoken class. 
1 2 3 4 5 

28. When J am on my way to my English spoken class, I fee l confident and relaxed. 
12 3 45 

29. I get nervous when I do not understand every word the English teacher says. 
I 2 3 4 5 

30. J feel overwhelmed by the number of rules I have to learn to speak English. 
I 2 3 4 5 

3 1. I am afraid that the other students will laugh at me when I speak Engli sh. 
12345 

32. I would probably feel comfortable around native speakers of English. 
I 2 3 4 5 

33 . [ get nervous when the English teacher asks questions which J haven't prepared for in 
advance. 

2 
, 
-' 4 5 

Source: Horwitz, E.K., Horwitz, M.B., and Cope, 1. (1986). Foreign Language Anxiety. 
Modern Language Journal, 70. 125_ 132. 
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Appendix C- FLCAS Amahric Version 
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I' ~l;q '11\ "L" 41 1M::' 'f-
1. n lTf'!" hAll O'JO'J '/" 

2. hA{l°'lO'J'!" 

3. t,A{lO'Jo'l9"/hA:J'(J)'!"9" (J)J>,9" {hll·n ~,An1'9" 

4. MO'J°'ll'lv, 

5. n {IJ 'I" ~,ll "'l "'Ill V . 
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fi,}-1-9" /i,'FI:9" ~"I"}P,'},",.'} OlC,:'/- 'ne WI',}:.'''/: O"'1,}O'O {l,,?'}-U'} 

f1 ,nfW/'Auf'll/ I'°"l.:)"-A (,"?/'."U' h (1'2 13 14 7,<; 5) Ouu9"l'l' ouA{]/,Il/:: 

'1-, </! 'r J' 4: fD ":t •. 

1. flhT'l1\.1I'i' h<i: f1 7.11. OhT'lfl.11'i' {l<;7C '}' hht'l'i' MooLf'b <i:fj'9° l,A-I',,?oo,}9" 

1 2 3 4 5 

2. m,'}OII\.'I1<;' \'Ionc 1lc,::f1 'lJ1. r.fD<'I(\'/.; i,J'{lLr.\,·}<j>~9":: 

1 2 3 4 5 

3. 07,T?1\.11<;' 7,,}.I?;<; '/C uo9ul}<;. h'}~"'l. Ill,(',·/!'~ ,~{l·0 O<i:C'H· l,'}'I' Ill ' /'tTJ flU' :: 

1 234 5 

4. 0I19"1} <;. h.l' 0)<;./7.1' T <; 7<;. J' fl· :/. '1'1 C <'I,e 1 1]') O .. "C c,::C 'I')' ,(',0 "'1<;' A:: 

I 2 3 4 5 

5. Oh,}"lt'l..11<;' h<i: f1 7,t1. ·1111· 0'7+ t]0l(,·/m,,}"l1\.11'i' '0<;7C fiAr.tl,'/~'9" :: 

1 2 3 4 5 

6. W,,}"l1\.11'i' Tnc )1 C,~ f1 1.11. h""~UC'h ;;C 9"'}9U -1'n1r'1'''' I'f1A:fOl'1 'nc:':i'l 
n o'l'J{I' 0 7JI.f{. '} 11 (wi· flU' :: 

1 2 3 4 5 

7. f1.f1" :)~ -1.o 'I('9J+ I.I"lt'l..11<;' f1 tTl,c,"n: 11 '1. 1,'H~.°'l.7it'l. · Mlm""'~ fiMflU':: 

I 2 3 4 5 

8. IdJlI'i'm·'} 'Lti. I'hl"lI).1I'i' J.+(' rlt.'/"} fiALr.\,'1H"/fiAlll7i9u
:: 

1 2 3 4 5 

9. <'IMI;; :e:. h IGlti. w;~ 1, ' ;'<';Cj'JC 1'9" .I'.l "llff- 7tl. t\ ·11t:lllllOl· I'0'} t\ :)~f10l' a, ,e 'r}' c,::C'/-}' 

.e 'f. 9° l <;'t\ / f!N"g' t\: : 

1 . 2 3 4 5 

1 2 3 4 5 

11. OfD":t: Ilh,}"lt'l..11'i' I'T'l"lC h<i:fI 7.11. fl9", h·}y"°'l.Lr.I.'I'I: ~,,(',1t] '~~:: 

12345 

12. m,,}"lfl.1-fli' l' '''lQH'(\J' 'I'IC (1.1ll""1l '~ 0"19" 7,O<'lc"l.f1U·:: 

1 2 ~ 4 5 
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13. nh'}"lt'l.ll'i' ?1"l"lC h~1I '1.11, nt ·r'I, &.:/' Y.' h'f.. ~,m·'l'~ uut\fI oouullfl nlTJ9" 

ffl&.t·'i't\ / M-:: t ·/IlJ·:: 

1 2 3 4 5 

14. h;(H;OJ' qlln.'y.:}~ .?C h'}Ult'l.l/'i' qmt·/'f1'11Cn,AGr.l.'/H": 

1 2 3 ~ 5 

15. 1'h/"l1l..11'i' uu9°U~ flU ''' '!;/ '1'7c";'; q,e1q'~ M<'l""l,IIV':: 

1 2 3 4 5 

16. fI],/"lt'l.11ii' ?1"l"lC h~1I 11i ny./·!1 "·I I.?~·~ ~,/? / h~t\ ofI1q uu~t·,/;/uuGr.l.'I'I! 

~,,e'''C9'': : 

1 2 3 4 5 

17. Mlfl~'m' UI. V~,,},,}II..11ii'·} i·/c')· 11lf:1I '1.11. qt\h;J .. /·t\/·f1G:Clf:9" Y.fI .eMA:: 

12345 

18. m,o}'}"}t'I.'H~' tI~..... ~Ii nr.'},,}I'I,lg' f19u '11cn:" '1.11. nt-·fI l'oo·/·try"'lau/ fltry"t· 

(' "(m~" .. • ,tI " ,., .. 

1 2 3 4 5 

19. Vh'}'7t'1.11';' oo9"U(., ?,'b 1'2"<'l<'l;r'(-m·'} fltH"I','·j'· nuu·lI· .rCov·<;'t\ ·nr.· fIIItryfl·n 

·~r.'/·I· .entry",' A: : 

1 2 3 4 5 

20 . Ill. T'l 1\://',' 11(;:1\ 1,11. '1 " ln''; ?, -}.I':ci1C {,'H: 1''' m \,:" t'\Ml fllf:C'/-/' VA·n 9"'/; 

. eel;)'?" t, .t\ :: 

1 2 3 4 5 

1 2 3 5 

1 4 5 

23. (j.1I··1· -"tryt?>':'{- U·II. h'l, n·/'i'ir'l ;"' ;i"lI'l,l/';' h,}.i'.o,Z.'1'1{. f!,na'/<,"'t\:: 

1 :! 3 4 5 

24. I, ,}"lll,l/ii' fI-r-try t9':'" b,')' 11'1'1[.' tlll .7DM ,}, f1119"'r.) 'I<i"} (D·flm. ,!',l.f1i'it\ :: 

1 2 3 4 '5 

25. flh ,}'7I1:Hi;' 1''}'7'7C ~Ic,:t!\ inN!' I':Uc·.,· {"V!]'!' (ib/\"} m.e. ')/1 I' (70 ;/' l. 0)- fI"'7,')' 

g,ntry~'A:: 

.1 2 J <I 5 
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Appendix 0- Teachers' Interview 

. First of all , I would like to appreciate your genuine cooperation to conduct this interview with 
me. 

I. How long have you been teaching English in the high school? Have you ever taught 

evening classes? If yes, for how many years? 

2. Do you think your students are interested and relaxed in your spoken English classes? If 

yes, which group is relaxed and which is not? Evening/regular students? Why is this so? 

3. To what extent are your students anxious when doing speaking in the class? Is there a 

significant difterence between the regular and the evening in their speaking anxiety level? 

4. Are you satisfied with your students' speaking output? lfnot what do you think would be 

the sources of this problem? 

5. What kinds of behavioral changes have you observed in your students when they are 

made speak in English in the classroom? 

6. Do youi· students fear being commented/corrected when they make a mistake? If yes, why 

do you think they fear? 
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Appendix E- Teachers' Interview Responses 

R (Researcher): First of all , I would like to appreciate gemllne cooperation to conduct this 

interview with me in advance. Having said this, I would directly go to the question. 

1. How long have you been teaching English in the high school? Have you ever taught 

evening classes? If yes, for how many yei\rs? 

"1'1: Yes, 8 years. Yes, 4 years. 

R: 2. Do you think your students are interested and relaxed in your spoken English classes? If 

yes, which group is relaxed and which is not; Evening/regular students? Why is this so? 

T I: No. they are not interested [md relaxed. Actually when reg1liar and evening students are 

compared in this regard, the former is more relaxed than the later. This is because the regular 

studer.ts have started learning Engli sh at early and critical period that might have positive 

influen~e on learning the language Where as the evening students is either the drop out of so long 

years or start the class very late. They are not even comfortable with their grade level when 

compared to their age. 

R: 3. To what extent are your students anxious when doing speaking in the? Is there a significant 

difference between the regular and the evening in their speaking anxiety level? 

T I: There is anxiety both i,l regular and evening programme, but the level of anx iety in regular 

isn't as such strong as the evening students ' anxiety. Yes, there is a difference between the two 

programmes. The evening students are silent and reserved from activities carried out in the class. 

This shows that they teal' take part in the activities. On, the other hand the regular students are 

courageous, fre'e and passionate to speak in the class. 

R: 4. Are you satisfied with your students' speaking output? If not what do you think would be 

the sources of thi s problem? 

II: I'm not satisfied with thei r speaking out put. The source could be lack of background in: 
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Vocabulary 

Linguistic knowledge 

Assistance from the family (in being speech community) 

They also may not be given enough opportunities to practice 

Their learning performance could also be the source 

R: 5. What kinds of behavioral changes have you observed in your students when they are made 

speak in English in the classroom? 

1'1: - Being silent fo r so long time not knowing what to do . 

- shaking of hands together with papers or books they hold. 

-Vibrating of vocal cords while speaking due extreme 

hurries to finish what is being done in so short time ar,d go back to 

his/her seat. 

R: 6. Do your students fear being cornmented/corrected when they make a mistake? If yes, why 

do you think they fear? 

1'1: Yes, because if they answer and are corrected, they develop the ' I can't mentality ' . Therefore, 

instead of making mistake and bcing corrected, they prefer to be silent. 

R: 1. How long have you been teaching English in the high school? Have you ever taught 

evening classes? If yes, for how many yems? 

T1: I Have you bec!1 teaching Engli$h for : :: years. 

Yes, I have taught ~vening students for 5 years. 

R: 2. ~Do you think ;tour st:Juents are interested and relaxed ill your spoken English classes? If 

yes, which group is relaxed ~nd which is not: Evening/regular students? Why is this so? 

T2: A few student$ are veJ,/ interested and relaxed whi le va~t "1ajority are not. Relatively regular 

studeJit are relaxed th:tn the evening o·nes. I think this is !locause regular students are young and 

don 't fea:·. But, the evening students luwe mBr.y factors. ~uch as lack of words, lack of grammar 

knowledge, and they are old enough to l11~ke mistakes aJ,d laughed at. 

R: 3. To what extent are your students anxious when doing speaking in the? Is there a significant 

difference betwee.n the regular anclthe evening in thei i' speaking anxieiy level? 
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T2: The regular students are not very anxious while doing speaking. But, the evening students are 

very anxious. Yes, there is a great difference between regular and evening students in anxiety. 

Because if you order the evening students to do speaking in class, they won't be volunteer to 

speak. They either say, ' \ am sick, or get nervous.' 

R: 4. Are you sati sfied wi th your students' speaking output? If not what do you think would be 

the sources of this problem? 

T2: Really, I am not fu lly satisfied with my students speaking out put in general. But, I don't pass 

with out appreciating some regular students who always keep the class warm in bringing some 

fun-provoking speaking activities aQd do speak or play out fluently in fi'ont of their peers. This in 

turn motivares other students and the number of participants in these and the likes activities is 

gradually rising. 

In my opinion, the sources could be: 

- negative peers' comment 

lack of background on these activities 

- lack of grammar knowledge 

R: 5. What kinds of behavioral changes have you obse[ved in your students when they are made 

speak in English in the cla3",'uol)l? 

T2: - Their fac.ial expr~ssion is totally changed. 

- once~, ! ba'v'c cc,Jn:; je:--: _~:-. s~'.;(iCilts who ~:·arted 

preseat what :l i ~ g;'oup h~:; ,i:t;cu5sed. 

sweating when I ask him to 

- S0I11e, e£peci<:!lx: til;; e~(:(1il,i; students ' :I~k permission and leave the class for fear 

that hclshe will be asK-cd . ! rcmcmb~r the d~y one student left my class while others 

are introducing then1selvcs. [ . went out and asked him what happened to him. He 

stretched his hand and put my han:l on his chest. Then, he said, "Teacher, look my 

beart is beating fast. I don't really IGloW what happened to me." So, I dare to say that 

some students are seriollsly disturbed V;':.'~jJ they are ordered to speak. 
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R: 6. Do your students fear being commented/corrected when they make a mistake? If yes, why 

do you think they fear? 

T2: Definitely. Both regular and evening students fear while correction is given. This is may 

be students are criticizing each other on the bases of mistakes they made. Besides, they 

advise each other to keep silent than making mistakes and being laughed at. 
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AppendixG Students' Interview Amharic Version 

r"'0Tf6 :Nt oumj?·} 

non)!outJ' nn.u :J't'\oumj?.,. t'\on'"H'~ ~:n.11' nonlnu/7i/ f'''''''1~,} lVl'f 9"il;J<j 

"·"Cllt'.u/7i/ hWP't'\U-:: 

1. M"}<j7CnNtn-)- '1.11. f'-,·I'\<'I-)·hw'}!7iw·'}/ ~7C f'hT'lfl.lIl1' on9"Ucu/7i/ l1n· 

7.11, J'Con"/l:I!7iM 

2. uot\ilu/7i/ MlJ hlf'l on9"Ue;.. o..J'Con·ul'ri/ 9"'} j?o."'1'/l:I/'(iM 

3. r'I'.~:(I" r~,'}'7f1.'l11 oo9"UC/7i/ r.,.fIJ'~ ("}"l"lC "'1 "lntJ' P'6·fI1"f') 

~,·}.'?_:-)·N"1°o~·/:{I,.. rnl.;:J---I:u/7i/ 'Inc? 
4. ~I.W hlf'l ooMu/'ri/ +o.e;.. r'/ne;..-)-'} f'''-fIJ'~ ~1c:"f 1'</'ill:l1/1'.,.!i.l:I1/? 

5 (1)1 '/:/'\ (Il'il1' ~,T7f1.II~: il')-C;1C/t/ J'flooooft flDtJ,~- h;J1'T'U/7i! J'm-:J>lil? 

6 oll(.\ilU hfI1 hlf'l rOTJ.o.cryu'}!m! fl"'l.-'r "lMt'l1!"lfl"f}'l:I1 fl9"I'\f\,! 1'';'' 

il" ''',,) , ! rop-:r- 'r)- ilDtJ,·)-! r j?1'\:"·0<1 t'I il"'l.-'rC; fl,(1"1'9":: 

7. ~d''lfl.n~: il')-C;7C!t/ h'}.<':~-ffi~:"!1:! r'"l.J'~C1-7i'} ~1c:"f 01lClIC 

,}1C; ~ /'}7t}~? 

8. I" (7U<1~"1 :" il"'J.o)- J't'\ q:/:w· -/-cry tfI11' h ,}"lj?ffi '1'/1 on~ -hi.. j?1fC; fI l1t'\u/7i/ 

\':.''' ;J '{)Om' ·}/n.OJ··} {f\ '/1uo'S/OTJ.1: : 

I 

I 
I 
I 
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Appendix H Students' Interview Responses in Amharic 

Our~f7I)M' OIl.U :Nloom.e"· t'loo<,\,,.~ ~:I'Y.?f l1aulf'}ul7il 1'''''''1~'} t\1]'f 9"lI;J'l 

I\N:,tlt\Urril ~,(D}lt'lV·:: 

\ 'p,., ' I 1 fl l.J . l:. 

OO?"ucuf'{i1 ,Oil, 'I,ll. J.'Coo'·It\/j~A? 

I"/"j "''''It/r'/+l l: ~.9-' {}l\<,\<,\,l· YCoo,:;'t\:: 

~, : 2. (TUAllu/'fi1 ~,9' /llf'l {/I'9"U';- O_)'Coo-ul'ri l 9"'} .eO"'1'/A/'tit\? 

\"/" /'.: nO'>I)')'/: 7, ·}Y_.'lnll·; 7,Vl,II'9" n,n":)" '/- '''It-9':}'· liNt. 9"'} 1I.t'l- 7,'},r."'1.:)'-I'\­

<'\ lI ·O 7. r.J;),'t :NHl -: : 

~,: J . I"/'.r.-'I" \'?'}'?t'l:I1:;' 009"uc/'fi1 I''''M'~ I"}'?'?C "'1.'lOt.f' P6-f1J'f'} , 
7, '}.r."/-"I"'1uIJ .r.-t:{ I%'.,r,/:u/'fil 'tnc? 

1"/"/' , : ~.lV} ~.·H- r?"'~-t'lOJ -'} 't7C t'loop6-'l' ~,.l'nl,,r1:9u:: 

~,: 4, ~,9-' Ill}"t (7Dt'\lIul'ril '1-0';' \"tn.;.,l·') \''''M'~ 't7c":r- 1"I'lIt\'~/(NitA1/? 

\,,/,./- ,: . -_. - ... _._------- -- ... _--.-_ ... ---.-----

~,: :; nb'i:A mNP 7,T7t'l.II:;' lI,l''l7Cltl ,ft'loooo:n· lI"'l.,l· h;J1''f''u/7i1 

)'m-.1'A? 

1" "" -,: \'1'\9" 

1,,6 m'AlIu ~.9J IlU"t r"'l,o"'1u'}/'ri'}1 1I"'l.·1· '7MA'~/'?t'l'T'A'~ 1'\ 9"<'\ t\, : 1'';' 

(]"'I.·)-: rO;J"'}'-'I'l- 1I"'l.·1-: \' .e<,\·l··O?fA 1I"'l.,l·'l t\,l'\n'.y.9":: 

I' ",.,- ,: 

~. : 7, 7.T7I'\,II:;' 1I'~'(i 'ICltl 7, ' }.r.-:h;r;\"t'l-/,t:1 1''''1..f'.r.C?:ri'} 't7C:-:'~ fl'HCl1C 

'}'} l, '~/'}'} t'~? 

I"""', : ~.I'\(JI'~:I'\:} <,\1l.(I : '(1<'\<'\ 'i- "-'''7t9' ''}: M."'LfloIt,n'~: 110,"-0'0 kJl'I "'1fT).j-

7,'1 I'I.-n, ~,I'\un't<'\<'l:'- '1:fm-:: 

~,: 8. \,m'r.J;)Y" 1I'''7,'~' ,<'l'\q:fOJ' "-"'1tfD'·}'- ~,'}.'l.e(,t),'I'lt oo~'i-m, f?,lfCJt'l 'l1t'lul'ril 

\'9" ;J'{}f1OJ,'}/n,OJ"} m'ltoo'~/"'1.'~:: 

1"/"/', ' U'I'\'9" '1-"'11. 0+/0,+ m'lI1' ~,,},?I'\.H<;' 11;1: h,}.'l . .f'm.;. n.,r.l,,?:: 

- .~_ II"'1 ."a'lt9-':)" l'uu Ci?C 6.r.'A O.oo~:I\'fm':: 

- '1 ' '''1 t9"'}" n'?I\ :fOJ ' I'T?'7C -:':t'ln ,r:fan tiS .'l·I1CI't:fm' 1''''1. rA "'1,}<;' 

m,'}9" 'f'l,.j- "'1.r.-l,'7:: 

'/ ""Itm- 7,'i {/I'9"Uo;- ·/-q·fll,m- ~,?1'l'~ rlf't- '/'AF:')'-: .r.-"'-"'1fD:}'- ht\G: 

~,t.\(;: 11.'1'cn-:: 
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~I: 4. ~\.w luf'l ooMwl"li1 ·h'l';' I"/O';"}"} 1'-I'I'\f!! 'I?C"f 1''''fI&\:~/1''''7i.&\'"t/? 

I' ./ .. /. , : 

~I : 5. f1)1r,:A m·fl1' ~,T7{UI~: fI}<J?ClnI J't'ldDdD;H· fI"'l, -r n;J'PCf"U/711 

.em·:)·A? 

\'01"/',: \'hr,:,,\"·},--} -/'"'1tfD :)'· oo<\'} M"'l.mp,. '0;,1: 'fIc\<\ -}' 9"·Y-r n~n"'1'"t9":: h~n' 

" ",<\:/. n.J>:9"';' I'Cln ~1.l'.'/O('·t'lV· :: 

~I : 6. 'TIlAflu ~lfD hlf'l 1'°'l.n"'1U1f'1i11 fI"'1.-}· "lM&\"'iI"lt'l"P.·&\:~ t'l9"<\t'I.; 1'';' 

(~a'/// . ; I'O;/' :)~ 'd, fI"'I. -}.; I' ~<\ NF;' &\ fI"'I. ~.c; t'l.t'l~ :r9":: 

1"/',/,,: {'.eAO:/·~:A fI"'1.·}· ~I<J <\AII;JJ>:' t'l1' .1'.1: fI;JO'tI ~1.l'.~"lfT]t'lU·: : 

~I: 7. 7IT?t'lJI';: fI'}'<r'?Cltl ~,1.l'.·hJ;'i.'I·l';'tl 1''''l..I'.l'.C?·711 'nC''f' O'HC'I1C 

TIl. :~I'}'Jt:~'! 

\"/"", : \'./,,,,/1, ·H· .. }·; <\:/,; cmL(J'{P oo<i<J~' ~I<J flu,}"}' cm(j:(..·}· 

~I: 8, 1'(/11(.1.1.'1:/' II "'H , J't'lq:rm' "'"'1tfD:)~ ~11P,.e.('bl.'l'It ao~ 'hh, ~lfC;t'l {It'lul71/ 

\'I''';J'lInm··}/o.m··} m"tao:~/"'l. "'i :: 

\"/"/',: {'.,.a'/ I,·j illig. 'H('· <It'PC 7 II~ I'm'1'fIh'II:)"Ol-'j 'nc':)·· :):11 'Ot'l~ "'1M:::: 

O'1A g:?'{" aot'l"'1ao.l'.· ; ao"'1C ~IC; {I'll If', ao?]-r:: 

~I : 1. O?"·}·<J?co·Nto·}· ?II, 1""<\<\'}'hm1f'1im'11 'I?C 1'~11"lt\. '110;' ao9"uCu/711 

'n II· '1.11. .I'e <Fl>. 'I Al"tit.l '! 

\"/"/ ',: ~IP 

~1 :2 . {FIrAllu /ti! >.$IJ hlf'l on9"U';' n...I'Coo·u/7i/ 9"1 ~0"'11/&\f7i&\? 

{"""',: OD:I"U<;· O • .I'Cao.:~ 1'00.l'.1?1' fI"'I.·r ~n"'1o;'&\:: 

~I: 3. \" " .l'." {" n'}'?t'l.l/~: ao9"ucIT.1 {'-I'I'\ff. 1"'I"l"lC "'1.ll0t.l' p(.·fD'f·1 

7'/ .I!.+N"/00.l'.·m. \'OL;/,·/:uf'lil '/OC? 

\"""',: (,.".r:'{" nT?t'l:II~: 009"U6. I'./.t'l.l'f. 1"'I"l"lC "'1.ll0t.l' 'I?C' :r'} l'"'1o(.·r 

qUA \'t'l(l) '9" :: 

~1:4. M" Illf'l ovt'l!\uf'lil ,},o';' I"/O';"}',} I'-/'I'\ff! 'nC')'· 1'·/'fI&\:~/1""i'i.&\1/? 

(' " .. ,. ,: 
~,,5. Oh<j::A m·fl1' ~,1·?t'l,H<;' fI'r<J?C/OI .I't'loooorr fI"'l,r n;Jl' Cf"u!711 

J' m·:)· A ? 

1"" "',: ~19J 

'" 0, "I>(,\IIU M" IIU" I \. '''I. n '''I u'jnHI 11°'1,+ · ?t'lt'J&\ :}/· ?t'lCJ~'&\:} t'l9°<\t'I.; 1'';' 

fl m/,}; 1'f1;J':)"'d' flm/.}: {' ~<\'l"O<;'&\ fI"'I.·}·C; f1,f1":r9":: 
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~" Ii, l'uo(,];),~1' fl"'L-1- fNFJ'm· "''''1t?':)'· 7-.'}.<;.em~</l oo~'hh. J>.1f'1t1 lIt'lul7il 

ry" ;t'ilnro' '}/n.ro·] m <,'00 "il"'l. '1:: 

\''''/'(' J !/;')!/; tlU·M " uotPc'..)- MIf'} MAm 'Nc+ M ')- fltl oot\h· -rh·l"/· {l'1'·fo 

uoO'/C 

'I,C'/ 'i"} n.l'.'Hl nC 'l~ ~,'1 "'9"C' "'lnon.l'.· 

- uu/~· ·'·"'lt91 :)'. T7'7C r"'1.t'\"'1oop,.n ·)-] rul.· oo'T";' ooflm1- Mn·)- ,, 

~Ill. fW",i·','·/co,'t-/ t n'; ' 'IJI, N<'I!)+hm]l'lim·]1 ~'lC 1'7-. T'lfl.11~ uo'}"ucuf7if llH' 

'1.11, fCuo,'It\l'tit\? 

\''''H' , ' ~,91 

~"2 , uuMltJl'li1 ~,91 hlf'/ 009"tJ~ n,fCoo'u/7i1 9"] J>.n"'1'It\/'tit\? 

\''''1'' ',' un'T'G.';r, I'ooc'.n'li fl"'1.)· 
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AiP)[lendix 1- FLeAS Scoring Key 

1. 'the alternative of items 

1,1,3,4,6,7,9 ,10,12,13 , 15,16, 17, 19,20,21,23,24,25,26,27,29,30,31 ,and 33 ha\' ~ 

score weights as follows: 

1= Strongly Disagree 

2= Disagree 

3= Neither Agree nor Disagree/Undecided/ 

4= Agree 

5= Strongly Agree 

3. The remammg 9 items (2,5,8,11,14,18,22,28, and 32) are scored as 

follows : 

5= strongly disagree 

4= disagree 

3= neither agree nor disagree/undecided/ 

2= agree 

1 = strongly agree 

The anxiety score of each subject is fou:1d out by summing up the item weights 

of all 33 items. The range score should be between 33 and 165 which is the 

expected range. However, the highest and the lowest scores for this study were 

14 7 and 63 respectively. 

, , 
J 
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