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Abstract
Examining Undergraduate Students’ English Language Speaking Anxiety and their
Strategy Use at an EMI University in Kazakhstan
Speaking is one of the most anxiety-causing skills in learning a foreign language. Foreign
Language Speaking Anxiety (FLSA) significantly affects language performance, so many
students struggle in their learning process. Despite the fact that FLSA is a common
phenomenon, there is a lack of studies on FLSA in the context of Kazakhstan. This mixed-
method research study sought to investigate a group of second-year Undergraduate students’
challenges while speaking English across different settings and fourth-year students’
Language Learning Strategies (LLSs) they adopt to face these challenges at university using
English as a Medium of Instruction (EMI) in Kazakhstan.
The current study answered two research questions with subquestions: 1) What level of
Foreign Language Speaking Anxiety do second-year Kazakhstani students experience while
speaking English in EMI classes? Sub-questions: (a) Does gender affect the participants’
FLSA in class? (b) Does school type affect the participants’ FLSA in class? (2) What
strategies do fourth-year students use to reduce FLSA?
Data were gathered using two data collection tools: Horwitz et al.’s (1986) Foreign Language
Classroom Anxiety Scale (FLCAS) for second-year students and semi-structured individual
interviews for fourth-year students. The results showed that second-year students had a
moderate level of FLSA and fourth-year students use mainly cognitive and metacognitive
LLSs. This research filled the gap in the literature on FLSA, revealing results that have not
been found previously in Kazakhstani context.
Keywords: Foreign Language Speaking Anxiety (FLSA), Language Learning

Strategies (LLSs), English as a Medium of Instruction (EMI), mixed-method
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AHaarna

Ka3zakcrangarst EMI ynuBepcuTeTinae 0akajaBpuaT CTYJAeHTTEPiHIH aFbLIIIbIH
TiJIiHAE coiliiey KOOAJKYbI MEH 0JIapAbIH CTPATErusiHbI KOJJIAHYbIHA 3€PTTEey

Kazakcrangarst EMI ynuBepcuteTtinae 6akaniaBpuar CTyACHTTEPiHIH aFbUILIBIH TUTIHAE
ceiiiiey KOOAKybl MEH OJIapJIbIH CTPATETUSHBI KOJanybiHa 3epTTey Ceoiiney - meT TuliH
yiipeHyeri eH KaTThl KOOAKy Ce31MiH TyAbIPaThIH AaFabuiapasiH Oipi. Llleren Tininae
ceiiney Kobammkysl (FLSA) TinaiH KonaHbIChIHA alTapIIBIKTal ocep eTelli, COHBIKTaH
KONTEereH CTYJCHTTEP OKY IpOIeCiHe KUbIHBIKTapFa Tam 6onansl. FLSA keH tapanran
KyObuIbIC OOFaHbIHA KapamacTaH, Kasakctan koHTekctinae FLSA GoiibiHia 3epTTeynep
canbl a3. byt apanac (KypamIacTbIpbUIFaH) 3epTTeye eKiHII Kypc CTYJEHTTEPIHIH dpTypIi
KarJainapaa arbUIIIBIH TUTIHAE COilliey KUBIHIBIKTAPHI )KOHE TOPTIHIII KypC CTYIEHTTEPIHIH
OChI KMBIHJIBIKTApPMEH KYpecy YILiH Ti yipeny crparterusiapbid (LLSs) konnanybt
KapacThIPBLIIBI.
Bepinren 3eprrey KOChIMIIIAa CypakTapbl 6ap eki 3epTTey cyparbiHa xkayan Oepai: 1) EMI
KOHTEKCTIH/IE eKIHII Kypc Ka3aKCTaHAbIK CTYACHTTEp] aFbUIIIBIH TUTIHIE COMeY Ke3iHe
FLSA xannait nenreiiin cesineni? Koceimiia cypakrap: (a) Kareicymbuapasig FLSA
neHreiine xbIHbIC acep ereni me? (6) Katsicymbinapasiy FLSA nenreiiine mekren Typi acep
eteni me? (2) Teprinmii kype ctyaeHTrepi FLSA neHreiiin ToMeHaeTy YIIiH KaHaai
CTpaTerusuap bl KoJIJaHa 1?7
3epTTey eki omicTemMenepaiH keMerimeH xyprizimai: Horwitz et al. (1986) Illeren Tininaeri
CBIHBINITaFbl K0OAIKy cayanmHamackl (FLCAS) xoHe CTyAeHTTepAiH TUIIIK CTpaTerusuiap bl
KOJIJaHy MYMKIHJIKTEpiH aHbIKTaThIH cyx0aT. HoTmxkenep ekiHii Kypc cTyIeHTTEpiHiH
FLSA nenreiii opraiia ekeHiH >koHe TOPTIHII KypC CTyIEHTTEpl KOTHUTUBTIK JKOHE

METaKOTHUTUBTIK CTpaTerusu1ap bl 0achbM KOJlaHAThIHBIH KepceTTi. by 3eprrey FLSA



OolibIHIIA o1e0MeTTepIeT] CAaHbIH TONTHIPHIN, OYPHIH Ka3aKCTaHIbIK KOHTEKCTE TaOblIIMaraH
HOTIKENIEpIi KOPCETTI.
Tipex co30ep: aFbUIIbIH TUTIHAE coilieyeri Kobawky, Tin yipeHy crparerusiapsl, EMI,

apaiac 3eprrey.



AHHOTAIIUA
HccnenoBanue pa3roBopHoii TPEBOKHOCTH CTYAEHTOB OakajlaBpuaTa, roBOpPSIIIUX HA
AHTJIMHCKOM sI3bIKe, H X CTPATEruH MO NMpeoaojieHnI0 B yHuBepcutere EMI B
Ka3zaxcrane

Pa3roBopHas peub — 0/IMH U3 CaMbIX TPEBOKHBIX HABBIKOB IIPU N3YYEHUH HHOCTPAHHOIO
s3pIKa. TpeBora nmpu pa3roBope Ha uHOCcTpaHHOM si3bike (FLSA) cymiecTBeHHO BausieT Ha
S3BIKOBYIO YCIIEBAEMOCTD, [I09TOMY MHOT'ME YYall[MECS UCIBITBIBAIOT TPYIHOCTH B IIPOLIECCE
obyuenus. Hecmotps Ha To, uTo FLSA siBiisieTcst pacipocTpaHEeHHBIM SIBICHUEM,
uccnenoBanuii no FLSA B xonTekcTe Kazaxcrana Hegocrarouno. Llens jaHHOTO
HCCJIEIOBAHUS CO CMEIIAHHBIM METO/I0OM - U3YUEHHE PEUEBbIX CI0KHOCTEN CTYIEHTOB
BTOPOT'0 Kypca, C KOTOPIMU OHU CTAJIKMBAIOTCS IPU Pa3roBOPE MO-aHIVIMHCKU B Pa3IMUHBIX
YCIIOBHUSIX, a TAKXKe cTpaTeruil uzydenus ss3bika (LLS) cTyieHTOB ueTBepToro Kypca,
KOTOpPBIE OHH MTPUMEHSIOT JUIS PEILICHHsI STHX pedeBbIX pobieM B yHusepcurere EMI B
Kazaxcrane.
Hacrosiiee uccnenoBanyue OTBETUIIO Ha JBa MCCIIEA0BATENbCKUX BOIIPOCA C MTOABOIIPOCAMH:
1) Kakoii ypoBeHb OecriokoiicTBa MPH pa3roBOpe Ha HHOCTPAHHOM SI3bIKE UCIBITHIBAIOT
Ka3aXCTaHCKHE CTYJIEHTBI BTOPOTO Kypca, FOBOps IO-aHIVIMHCKHU B Kiaccax EMI?
[ToxBompocsr: (a) Biusiet nu mon ydactaukoB Ha FLSA B kimacce? (b) Biusiet v T!I MIKOITBI
Ha FLSA yuactHukoB B kiacce? (2) Kakue cTparernu ncnosb3yroT Y4eTBEPOKYPCHUKH JUIS
cHIKeHUs ypoBHs FLSA?
JlanHble ObUTH cOOpaHbI C UCIIOIB30BAaHUEM IBYX HHCTpyMeHTOB: Horwitz et al.’s (1986)
«IIIxana n3mepeHus A3bIKOBOM TPEBOKHOCTH B KJIACCE MHOCTPAHHOTO SI3bIKa» U
II0JIyCTPYKTYpPUPOBaHHBIX UHTEPBbIO. Pe3ypTaThl OKa3aIH, 4YTO CTYJEHTHI BTOPOro Kypca
UMEIOT yMepeHHbIN ypoBeHb FLSA, a cTy1eHTBI 4eTBEPTOro Kypca MCIIOJIb3YIOT B OCHOBHOM

KOTHUTUBHBIC 1 MCTAKOTHUTUBHBIC CTPATCIUU U3YUCHUS SA3bIKA. I[aHHOe HUCCICIOBAaHUC



Xi

BBISIBUJI PE3YJIBTATHI, KOTOPBIC paHee He ObLIN OOHAPYKEHBI B IPYTHX UCCIICTOBAHMSIX B
koHTekcTe Ka3zaxcraHa.
Knioueguie cnosa: pedueBasi TpEeBOKHOCTh B MHOCTPAHHOM SI3bIKE, SI3bIKOBBIE cTpaTerun, EMI,

CMENIAHHBIA METO/I.
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Chapter 1: Introduction

This chapter provides background information relating to the role of the English
language in Kazakhstan and the Foreign Language Speaking Anxiety (FLSA) that students
tend to encounter. This chapter also contains some information about Language Learning
Strategies (LLSs). Finally, it presents the research purpose, problem, questions, and
significance of the study.

Background Information

Nowadays, it is becoming increasingly necessary to know more than one language
because it gives access to a promising career and education at top-ranking universities. The
main focus is on English because it is a global lingua franca. Behind the global language
always stands its economic power (Crystal, 2013), which explains why many individuals
desire to engage with the world through English. Kazakhstan is the first country in Central
Asia to adopt a multilingualism policy for educational purposes (Karabassova, 2020). This
has included several programs that prioritize trilingual education, especially highlighting
the role of the English language: Trinity of Languages Program (2007), the State Program
of Development of Education and Science (SPDES) for 2015-2020 (MoES, 2016), The
Plan of the Nation: The Path to the Kazakhstan Dream (2015). In the context of these
programs, people are supposed to have advanced language skills in Kazakh, Russian, and
English.

A significant step toward realizing the country’s trilingual educational policy was
establishing English as a medium of instruction (EMI) universities such as Nazarbayev
University, Suleyman Demirel University, Kazakhstan Institute of Management, the
Economics and Strategic Research University, and the Kazakh-British Technical
University. In 2016, more than 40 out of 125 universities provided EMI programs

(Karabassova, 2020). Undergraduates are required to have an IELTS certificate to be



enrolled in the EMI university. These educational standards and desire to learn in EMI
Universities raised the number of EFL learners (Myrzakulova, 2019). Although they have
passed IELTS and been rolled to EMI University, they may still have problems in
understanding content in foreign languages, which in turn can lead to FLSA. Research in
other EMI university contexts (Chou, 2018; Sorug & Griffiths, 2018; Suzuki, 2017) has
shown that learners have anxiety when they are not able to utilize any other languages
except the target language in the classroom (Ozkaynak, 2020). In response, students keep
silent and passively participate during the sessions (Christy, 2021). Students can also face
challenges like low self-esteem, stress, and low motivation to learn foreign languages. All
these difficulties, especially anxiety, can impact foreign language progress and
performance (Zheng & Cheng, 2018).

The concept of language anxiety has been described by many scholars (Aydin,
2017; Horwitz & Cope, 1986; Young, 1991). Horwitz et al. (1986) characterized the
anxiety that students encounter while studying in a foreign language setting as a
combination of self-perceptions, emotions, and actions linked to classroom-based language
acquisition, resulting from the distinctiveness of the language acquisition process.

As research on the problem of language anxiety became more widespread from the
end of the 20th century (Dulay & Burt, 1977; Horwitz, 1986; Krashen, 1982; Maclntyre &
Gardner, 1989), several recent researchers have identified the causes of FLSA, and They
have also identified LLSs that help to deal with FLSA (Batyrova, 2021; Kadyrbayeva,
2022; Mohammadi et al., 2013; Oflaz, 2019; Rakhimzhanova, 2022; Suleimenova, 2013;
Widhayanti, 2018). The current study is interested in both concepts: FLSA and LLSs in the

Kazakhstani context.



Statement of the Problem

The problem to be addressed through this study is students’ speaking challenges in
EMI classes in Kazakhstan. This builds on previous studies that revealed students’ high
levels of anxiety in EMI institutions (Chou, 2018; Garcia-Castro & O’Reilly, 2022; Kim,

2012; Kudo et al., 2019; Suzuki, 2017).

The number of students who want to study at an EMI University is increasing, and
they are strongly motivated to learn in EMI programs (Myrzakulova, 2019). After
enrolling in an EMI university, some students face challenges like anxiety, negative
emotions, and stress during speaking in the classroom (Chou, 2018; Suzuki, 2017). There
are three reasons. First, educators often use oral activities to evaluate students’ subject
comprehension and knowledge, which affects students’ grades (Milan, 2019). Second,
students may doubt their competency when they do not understand educators’ questions
and give inappropriate or irrelevant answers (Milan, 2019). Third, students worry that they
lose their authority and social status if they make mistakes in front of peers (Milan, 2019).
These potential adverse outcomes can further demotivate English use and raise students’
psychological unwellness while speaking in the classroom. Moreover, students may face
challenges due to demographic factors like gender (Cagatay, 2015), age (Aydin et al.,
2017), and educational background (Kenishkhanova, 2020). Therefore, it is essential to
explore university students’ FLSA levels, factors that affect anxiety levels, and learning
strategies that help cope with language anxiety.

LLSs play a vital role in students’ learning journey for two reasons. First, by
employing effective LLSs, students can develop their language skills more effectively
(Macaro, 2019). Second, LLSs can help manage FLSA levels (Chou, 2018). Strategies
such as self-regulation (El-Sakka, 2016), note-taking (Rakhimzhanova, 2022), rehearsing

(Milanrianto et al., 2023), and social strategies (Widhayanti, 2018) have been shown to



reduce FLSA levels. Therefore, it is vital to understand which types of LLSs can help
effectively cope with FLSA and do better academic performance (Oflaz, 2019).

Regarding studies on FLSA and LLSs, there is a lack of research that has explored
FLSA in EMI universities in the Kazakhstani context. In particular, previous studies
(Akshalova, 2019; Batyrova, 2021; Kadyrbayeva, 2022; Omanova, 2023; Plyushko, 2018;
Rakhimzhanova, 2022) only examined school students’ and teachers’ perspectives on
anxiety. Therefore, the current research will be the first study that explores EMI university
students’ FLSA and strategy use. It is crucial to find the level of FLSA and the reasons for
speaking difficulties. Moreover, LLSs need to be identified to reveal what types of

strategies are effective in dealing with FLSA.

Research Purpose and Questions

The aim of this mixed-method study is to determine the sources of FLSA of the
sampled participants at an EMI university in Kazakhstan and identify the LLSs students
use to address FLSA. Given the purpose of the study, two research questions were

developed.

RQ1: What level of Foreign Language Speaking Anxiety (FLSA) do second-year

Kazakhstani university students experience while speaking English in EMI classes?

RQ1 has two sub-questions:
a. Does gender affect the participants’ FLSA in class?

b. Does school type affect the participants’ FLSA in class?
RQ2: What strategies do fourth-year students use to reduce FLSA?

Significance of the Study
In order to create a more supportive and comfortable learning atmosphere and

satisfy the demands of the new educational reform, it is essential to conduct research that



examines the level of FLSA learners’ experience in EMI classes. Moreover, limited
research has been conducted on whether or not students experience FLSA in university
EMI classrooms in Kazakhstan. This means that the present study is significant in three
ways: (1) revealing students’ perspective and academic performance; (2) rethinking
teaching methods; (3) raising students’ awareness of effective LLSs. These points will be

discussed below in more detail.

First, academic performance and FLA are strongly connected with each other
(Zheng & Cheng, 2018). FLSA can affect academic achievement because anxious students
tend to keep silent and not respond to the teachers’ questions even when they know the
answer (Christy, 2021). Actions like these are formed by particular factors: lack of
speaking practice, personality characteristics, gender, age, low self-esteem, motivation,
fear of evaluation, beliefs, negative attitudes towards the subject, and fear of failure
(Aldarasi, 2020; Christy, 2021). It is therefore vital to reveal the factors influencing

Kazakhstani students’ academic performance at EMI University.

Second, teachers need to become more aware of students’ FLSA and better
understand learners’ behavior influenced by anxiety. The findings of this study may
encourage teachers to rethink teaching techniques to create a more friendly, inclusive, and
comfortable environment. Students tend to fear teachers’ negative feedback, attitude, and
mistake correction in front of the class (Alnahidh & Altalhab, 2020). The current research
can help to create positive teacher-student relations. If educators realize that speaking is
the most anxiety-provoking skill then they may avoid giving pressure during oral activities
in a classroom. This present study can encourage teachers to use or create effective and

appropriate teaching methods.



Third, when students face speaking challenges, they may develop new learning
strategies or use created ones. This study can therefore be useful for students in the same
context and who still experience FLSA. In the present study, fourth-year university
students shared LLSs that helped them to reduce FLSA and effectively participate in oral

communication.

Outline of the Study

The current study is organized in six chapters. The first chapter presented the
study’s purpose and research questions, and problem statement. The following chapters are
the Literature Review, Methodology, Findings, Discussion, and Conclusion. The second
chapter reviews the literature relating to the concepts of FLSA and its factors and LLSs.
The third chapter gives information on study’s research design, research sites, instruments,
sampling, data analysis strategies, and ethical considerations. The fourth chapter presents
the findings, while the fifth chapter discusses and interprets the main findings in relation to
previous research on the topic. The sixth chapter summarizes the results and outlines

study’s implications, limitations, and further research recommendations.



Chapter 2: Literature Review
The previous chapter provided information on Kazakhstan’s educational and
linguistic profile as well as the researcher’s perspective on the subject of the research,
specifically on the speaking challenges in EMI classes that Kazakhstani language learners’
experience. In addition, it clarified the study’s aim and significance. Finally, it listed the

research questions that will serve as the investigation’s compass.

This chapter reviews theoretical and empirical research on language anxiety and its
causes. This chapter is divided into six major sections: 1) anxiety and its types; 2) FLA,;
3) FLSA and its causes; 4) LLSs; 5) FLSA and LLSs; 6) justification of theoretical

framework choice.

Most of the research discussed in this chapter is related to EFL contexts rather than
EMI. Nevertheless, examining the factors behind students’ anxiety in EFL may provide

valuable insights into the potential reasons for their anxiety in EMI as well.

Anxiety and its Types

Anxiety is a complex phenomenon, so researchers define it in various ways. One of
the earliest definitions of anxiety was suggested by Freud (1936). He described anxiety as
a negative emotional state caused by a specific mix of phenomenology and physiological
characteristics. Similarly, Samimy and Tabuse (1992) described anxiety as a feeling of
unease, apprehension, or worry about a potential future event. On the other hand, some
researchers identified it more functionally like the individual feeling of nervousness and
tension that help an organism deal with stress (Hamilton, 1969; Spielberger, 1983). Hence,
anxiety can be recognized as fear, worry, and a stress response.
Situational Anxiety

This type is often called situational-specific anxiety. It is considered as an anxiety

that appears in a specific situation, for instance, using a foreign language in front of the



peers or talking to native speakers. According to Horwitz (1986), situation-specific anxiety
is a directly connected with FLA.
Trait Anxiety

Trait anxiety is “a stable predisposition to become anxious in a cross-section of
situations” (Ddrnyei & Ryan, 2015, p. 177). According to Maclntyre (1995), “trait anxiety
represents the tendency to react in an anxious manner” (p. 93). This type of anxiety
depends on people’s individual features and reactions to a threat (Spielberger, 1972).
Learners with a high level of trait anxiety are more anxious during learning a foreign
language than ones with a low level of trait anxiety.

State Anxiety

State anxiety is an immediate feeling of tension during particular situations that
raise the level of anxiety. The stimulating situations include a speech in front of an
audience, taking an oral examination, and speaking in a foreign language. According to,
Maclntyre and Gardner (1991), trait and state anxieties are interrelated: “individuals who
are prone to experience anxiety in general (trait anxiety) show greater elevations of state
anxiety” (p.90). Spielberger (1983) defines and examines trait and state anxieties
separately while some scholars suggest that these two concepts are quite similar (Endler,
1989; MacIntyre & Gardner, 1991).

Although it is hard to distinguish precisely between these types of anxiety, the
distinctions can be generally characterized on a continuum from solidity to impermanence.
Trait anxiety is a persistent tendency to feel anxious under a variety of circumstances
whereas state anxiety is a fleeting emotional condition experienced in particular moments.
Situational anxiety is anxiety that appears in a certain kind of situation. As a intermediate

type, it stands between trait and state anxiety (Zheng, 2008). Among these three types of



anxiety, FLA can be categorized as a situational-specific anxiety (Macintyre & Gardner,

1991). Hence, the next section will define and review the concept of FLA.

FLA

Regarding FLA, interest in this field of linguistics started at the end of the 19th
century. There are many definitions of FLA (Aydin, 2017; Horwitz & Cope, 1986; Young,
1991). One of the first definitions was suggested by Horwitz et al. (1986). They defined
FLA as “a distinct complex of self-perceptions, beliefs, feelings, and behaviors related to
classroom language learning arising from the uniqueness of the language learning process”
(p.128). Similarly, MaclIntyre and Gardner (1994) defined FLA as “the feeling of tension
and apprehension specifically associated with second language contexts, including
speaking, listening and learning” (p. 284). Consequently, FLA can be defined as a
complicated phenomenon that causes unfavorable feelings during learning or using a
foreign language.

Maclntyre (1998) demonstrated that FLA is a form of situational anxiety, so
research should use measures of anxiety experienced in a specific situation: learning or
using a foreign language in a classroom. FLA is a common problem for non-native-
speaker students, so it is important to look into FLA in the classroom context. According
to Maclntyre (1999), it is essential to investigate FLA because it impacts cognition, which
affects quality of received knowledge and language produced. He explains it based the
Tobias model (Figure 1), which contains three stages: input, processing, and output.

In the first stage of information processing, FLA selectively impedes the entry of
certain information into the cognitive processing system. When processing language, if
words or phrases are not input into the system, they cannot be processed or utilized at a
later time. For instance, in a classroom setting, students who are feeling anxious might

struggle to keep up with spoken conversations due to the impact anxiety has on their
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cognitive processing. This has a negative impact on learners’ language progress and
production. Conversely, students who are relaxed are more capable of comprehending
information as they are not hindered by these types of difficulties.

Regarding the second stage, FLA impacts the speed and precision of learning. In a
classroom, students who experience FLA may find it difficult to learn new vocabulary,
grammar, and other concepts because anxiety may distract them.

Third, FLA during the output stage can affect how well people communicate in a
second language. One of the well-known situations is when learners know the answer, but
cannot recall it. This occurs when anxiety interferes with the ability to retrieve
information. Thus, FLA can significantly impact cognition, thereby reducing learners’
ability to receive knowledge and produce language.

Figure 1

Tobias Model of Anxiety

Processing —>

(Preprocessing)

Note. (Maclntyre, 1999, p. 35)
Horwitz et al.’s (1986) Theoretical Framework

While Maclintyre (1999) explains FLA from a cognitive perspective, Horwitz et al.
(1986) focus on physical and psychological perspectives. According to Horwitz et al.
(1986), there are three FLA components: communication apprehension, fear of negative
evaluation, and test anxiety. First is communication apprehension (CA). It can be

described as an uncomfortable physical and psychological state (Aeni et al., 2017). The
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physical response includes reactions such as trembling, shaking and sweaty hands.
Students also can be nervous and keep silent (Aydogan, 2017).

There are multiple causes of CA identified in the literature. In relation to the
acquisition of language, Tanveer (2007) examines this phenomenon empirically through
the lens of behaviorism. He found that when educators adopt a negative stance towards
students’ mistakes, students’ apprehension towards making mistakes is further heightened.
Consequently, students are not often willing to communicate orally. Similarly, Woodrow
(2006) found that speaking with a teacher and giving a speech in front of the class causes
CA. Effiong (2016) found that CA can be triggered by a competitive classroom
environment that encourages outperforming others. Kayaoglu and Saglamel (2013) found
that CA can be triggered by linguistic challenges in phonetics, semantics, and syntax.

The second component of Horwitz et al.’s (1986) model is a fear of negative
evaluation, which is defined as an “apprehension about others’ evaluations, avoidance of
evaluative situations, and the expectations that others would evaluate one negatively”
(Horwitz, 1986, p. 6). Regarding students, several studies from different countries showed
that this component appears in situations when they are afraid of being judged or
negatively evaluated by instructors or peers. Kitano (2001) found that students with a fear
of negative evaluation have higher levels of anxiety. Conversely, when language learners
have fewer worries about being negatively judged, their anxiety levels tend to decrease
(Leary et al., 1998). According to Horwitz et al. (1986), this sense of being evaluated by
teachers and other students results in heightened apprehension and lack of confidence, so it
decreases the ability to excel in classroom settings, particularly during oral response.
Tsiplakides and Keramida (2009), Alnahidh and Altalhab (2020), and Ma et al. (2021) all
found that students worry about the teacher’s negative evaluation in front of the class. In

the context of Kazakhstan, Kadyrbayeva (2022) found that criticism from their peers had a
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more substantial impact than comments from the teacher. While the context of the study
connects to my thesis work it does not explain why peers’ negative feedback affects
anxiety more than teachers’ negative evaluations.

Another study related to the fear of negative evaluation is Fenyvesi’s (2021) study
with 276 Danish students. The results showed three types of anxiety-provoking situations.
Two of them are fear of negative evaluation and fear of making mistakes. Interestingly,
students mentioned that they had fear of making mistakes, but after one year its level
lowered because of two reasons. Firstly, students mentioned that they felt less anxiety
when they started to comprehend teacher’s speaking and explanations in English. Second,
one of the participants mentioned that the anxiety level decreased when she started to think
that with a hard work she would improve language skills and better perform. Based on
these reasons, students started to be more relaxed and perceive mistakes as a natural part of
learning. The findings indicated that teachers should often remind students that mistakes
are normal components of learning process.

The third component in Horwitz et al.’s (1986) model is test anxiety. It represents
learner’s subjective beliefs regarding language acquisition and performance, which can
result in anxiety and frustration when they do not perform well on language assessments
(Horwitz, 1991). However, this component is not relevant to the present research because

test anxiety is specific to language assessment rather than EMI.

FLSA and its Causes

It seems that among four language skills, speaking causes the highest level of
anxiety (Bashori et al., 2020). FLSA is challenging to define because there is no agreed
definition on what it constitutes. Bashori et al. (2020) define FLSA as “a multifaceted
psychological phenomenon that many learners experience when learning a Foreign

Language ” (p. 1058). Basic (2011) defines it as a state that significantly affects foreign
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language acquiring process and fluency in speaking. According to McCroskey (1977),
FLSA measures a person’s fear or stress related to real or future communication with
somebody. Based on these definitions, | would define FLSA as emotional and physical
discomfort or apprehension experienced by individuals during communication in a non-
native language.

Being forced to speak in a foreign language that one has not completely mastered
makes FLSA a unique case for students. Students tend to make mistakes, feel stress, and
worry during speaking in a foreign language. Moreover, FLSA can negatively impact
students’ academic performance by reducing their self-confidence and communication
ability in a target language (Stalnaker, 2023). As a first step to avoid such negative
outcomes, it is vital to look at the factors that impact FLSA. Previous studies found
different factors that affect FLSA level, it can be divided into three groups: psychological,
linguistic, and individual factors.

Psychological Factors

FLSA may be caused by two main psychological factors, namely fear of making
mistakes and negative evaluation and problems with self-confidence (Cubukcu, 2007,
Javid, 2014). Regarding fear of making mistakes and negative evaluation, Macintyre
(1999) and Qaddomi (2013) found that EFL students feel anxiety when speaking with
native speakers. They are afraid of making mistakes and not having the appropriate
speaking skills to communicate with them. They think that native speakers may negatively
judge their speaking skills. Similarly, Tsiplakides and Keramida (2009) investigated 15
EFL students in Greece with an intermediate level of English. Six students answered that
they do not like speaking in front of the class because they are afraid of classmates’

judgment and negative comments.
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The second critical psychological factor is self-confidence. EFL students tend to
have low self-confidence as they think other speakers do not understand them (Mahdalena
& Muslem, 2021). MaclIntyre and Gardner (1994) found that Canadian university students
and tend to underestimated their speaking abilities in foreign languages because of low
self-confidence. Similarly, Suleimenova (2013) revealed that the main factor of high FLSA
Is low self-confidence and worries about giving an inappropriate answer in front of the
classmates. In the present study, low self-confidence could potentially contribute to FLSA
because the participants do not have groups or group mates. In each academic course, they
interact with new students from diverse majors, which may cause them to feel unsure
about speaking in front of others due to concerns about being misunderstood.

Linguistic Factors

Linguistic factors are one of the leading causes of FLSA because individuals tend
to feel stressed speaking due to a lack of vocabulary range, incorrect pronunciation, and
grammatical errors (Mulyono, 2019). English learners often say they have ideas and
answers to the teacher’s questions but have problems expressing them because of weak
vocabulary. Similarly, Tanveer (2007) found that EFL university students faced anxiety
due to vocabulary challenges.

Regarding pronunciation challenges, Baran-Lucarz (2011) showed, using the
Foreign Language Classroom Anxiety Scale (FLCAS), that students felt anxiety during a
pronunciation test due to two reasons: 1) fear of not being understandable due to wrong
pronunciation; 2) fear of ridicule by classmates.

Regarding the third linguistic factor, the grammatical challenge, Suleimenova
(2013) found that EFL students often experience a feeling of stress because of speaking in
front of the class. One of the main reasons they reported for struggling in speaking was

problems with grammar structures. The students said that range of grammatical rules
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confused them, so they think more about form than content. Similarly, Tanveer (2007)
found that EFL students felt anxious when they did not know which tenses to use during
speaking. According to Tum and Kunt (2013) found that EFL student teachers’ language
anxiety increased during speaking in front of others and they found it hard to use many
grammatical rules in English. The findings indicate that the students spent more time
thinking about grammar rules than the idea they wanted to express. In short, multiple
studies have demonstrated that linguistic factors play a critical role in FLSA.

Individual Factors

FLSA may be caused by several demographic factors, such as age, gender,
education background, and personal attitude toward EMI classes. Regarding age,
Maclntyre and Gardner (1994) found that adult learners generally require more time to
comprehend and use new information and tend to be more self-critical when it comes to
their accuracy, as opposed to children and young learners. On the other hand, Dewaele
(2007) reported that young students can experience higher anxiety during the early stages
of (language learning development than older ones.

Regarding gender, previous studies have shown that it significantly impacts the
level of FLSA. More specifically, females have higher levels of FLSA than males
(Cagatay ,2015; Karatas et al., 2016; Luo, 2014; Plyushko, 2018).

Education background is another factor that affects students’ FLSA level or
willingness to communicate. For instance, Karatas et al.’s (2016) found that differences in
high school types do not affect FLSA level. Kenishkhanova (2020) found that students
from mainstream schools are not willing to speak English in STEM subjects.

Regarding individuals’ attitudes towards EMI classes, previous research suggests
that anxiety can be triggered by students’ positive or negative attitudes towards classes

where they have to speak in English. For instance, Santos et al. (2017) found that



16

university students in Spain majoring in business and education had a positive attitude
toward EMI classes, and business students had higher scores than education students.
Moreover, male business students with positive attitudes had less FLSA than females,
while female business students had the highest level of FLSA. These female students had a
positive attitude toward EMI classes, but they took the courses seriously with a high sense
of responsibility and tried to perform well.

Chun et al. (2017) also conducted study related to students’ attitude and anxiety
level in EMI settings. There were 187 students from business school at Korean University.
The results demonstrated that anxiety plays a central role in students’ attitude and
avoidance. It was found that students have negative attitude towards EMI classes because
they have a high level of FLSA. This vicious circle makes them avoid or do not take EMI
courses. Based on the empirical evidences, we can conclude that, positive attitude to

learning can increase the level of anxiety in EMI classes.

Language Learning Strategies (LLSs)

Scholarly interest on the Language Learning Strategies (LLSs) has risen during the
20th century. Rubin (1975) conducted one of the earliest studies on LLS. Later many
scholars studied this field and gave various definitions (Oxford, 1999; Rose, 2015; Hajar,
2019).

According to Hajar (2019), LLS refers to a person’s active participation in the
learning process within a specific context to achieve their learning objectives. Similarly,
Rose (2015) defines LLSs as language learners’ conscious acts to use the language more
effectively in foreign language learning. Oxford (1999) defines LLS as a language learning
technique students use to enhance their language learning abilities. Hence, LLSs are

specific techniques or methods language learners employ to learn a foreign language.
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Researchers classify LLS into different types (Chamot & O’Malley, 1990; Oxford,
1990; Rubin, 1975). The identification of differences between classifications is a crucial
aspect of the present study, playing a pivotal role in selecting the most suitable
classification. For instance, Oxford (1990) classifies them into direct and indirect
strategies. She collected all known strategies from Rubin (1975) and O Malley et al.
(1985), combined them, and created her own classification. Although she created her
classification based on the previous known strategies, she categorized the strategies in a
new way and gave detailed explanation to each category. More specifically, she
categorized direct strategies into memory, cognitive, and compensation and indirect
strategies into metacognitive, affective, and social.

Regarding direct strategies, the memory strategies help learners to learn and
memorize words, new information and use it in their language performance (Oxford,
1990). The cognitive strategies help learners use their cognitive processes to manipulate a
target language. Cognitive strategies include, for instance, practicing, repeating, note-
taking, summarizing, and doing rehearsal (Oxford, 1990). Compensation strategies help
learners enhance their language knowledge by filling the gaps with the help of guessing,
gestures, avoiding speaking, and paraphrasing (Oxford, 1990).

Indirect strategies include metacognitive, affective and social strategies.
Metacognitive strategies help learners to control their learning process by planning,
evaluating progress, and monitoring studying process (Oxford, 1990). Regarding
metacognitive speaking strategies, Forbes and Fisher (2015) studied 16-17-year old
students with an advanced level of French, who were successful in writing, listening, and
reading, but had some challenges in speaking. The researchers aimed to find how
metacognitive strategies can affect progress in speaking, by integrating them explicitly into

regular classroom teaching. The results showed positive impact and participants
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highlighted that given strategies helped them to increase their confidence and proficiency
level. The researchers concluded that metacognitive strategies are essential in numerous
cognitive tasks pertaining to language use in oral communication. According to Cohen
(2007), metacognitive strategies are important components of all types of strategies
because they facilitate the transfer of techniques to new tasks and sustain their application
over time.

Affective strategies help learners to regulate their emotions and attitudes related to
learning process. For instance, Wael et al. (2018) conducted a study with 12 students. The
results showed usage of different types of LLSs, including active use of affective
strategies. One of the participant stated that she attempts to develop speaking fearlessness
by sensibly managing her motivation to help her get over her fear of learning to talk. On
the other hand, in Galti’s (2016) research, it was found that students are not aware about
affective strategies and have high levels of speaking anxiety. Fifty-six college students
participated in this study and demonstrated the relationship between affective strategies
and speaking anxiety.

Social strategies help learners to improve their language proficiency with the help
of interaction and communication with others (Oxford, 1990). Engaging with others, such
as collaborating with classmates or asking guidance from the teacher help students succeed
academically.

Chamot and O’Malley (1990) provide a different categorization of LLSs. They
subdivided them into three groups: cognitive, metacognitive, and socio-affective.
Cognitive strategies are methods for improving language learning efficiency by upgrading
one’s cognitive abilities. These techniques aid in improving, remembering, and
understanding of language learning materials. It includes strategies such as keyword

technique, note taking, repetition, and imagery representation.
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Chamot and O’Malley (1990) definite metacognitive strategies as “higher order
executive skills that may entail planning for, monitoring, or evaluating the success of a
learning activity” (p. 45). They include strategies such as focused attention selectively,
self-control, and functional planning. These strategies are used for controlling the learning
process. For example, students often use these strategies when they have to pay attention
to teachers’ explanations (Hajar, 2019). Learners who employ more metacognitive
learning strategies are thought to make better study plans, control and assess their learning
and understand the content more effectively, be more accountable, identify and address
difficulties, and make an effort to learn thoroughly (Hayat et al., 2020).

Socio-affective strategies are used for interaction with teachers and other learners.
Additionally, these strategies control feelings in the foreign language learning process
(Chamot & O’Malley, 1990). Socio-affective strategies focus on how the student interacts
with society at large, from the family to the larger community.

One of the newest categorization of LLSs was suggested by Hajar (2019):
compulsory and voluntary. Compulsory strategies include repetition of learned material,
memorization, and making notes. These strategies are often used when teachers or parents
impose on a good academic performance. In contrast, voluntary strategies are used by
students’ learning interests. For example, they learn or compose poetry in a foreign

language and participate in a foreign language or culture competition.

FLSA and LLSs

Despite the fact that EMI is implementing in most countries, students continuing
facing challenges (Evans & Morrison, 2011). One of the challenges is FLSA that is a
common feeling for students in EMI classroom (Suzuki, 2017). In order to deal with the
challenges students with FLSA create new or use already exist LLSs. While many studies

have investigated the relationship between FLA and LLSs (Batyrova, 2021; Chou, 2018;
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He, 2017; Noormohamadi, 2009; Rafieyan & Yamanashi, 2016), few studies have looked
into two concepts in EMI context. Hence, this section considers the few notable articles
focused on the relationship between FLSA and coping strategies.

He (2017) studied 302 Chinese students from different majors. The study revealed
32 strategies to address FLSA effectively. One highly effective strategy found was humor.
Collaborative activities, such as working in pairs or small groups, also alleviated FLSA
among students. Lastly, establishing a friendly and supportive learning environment
emerged as a helpful strategy to reduce FLSA.

Similarly, Batyrova (2021) conducted a qualitative study related to the speaking
challenges and coping strategies. In her study students mostly used strategies like
memorization and translation of words, repetition of vocabulary, use of dictionaries,
practicing speaking with friends, and using of apps and social networks to learn new
words.

Regarding FLSA and LLSs in an EMI context, Chou (2018) identified differences
in anxiety levels and LLS between 638 second-year undergraduate students from four
Taiwanese Universities in fully EMI and partially EMI classes. The students enrolled in
the fully EMI classes had lower speech anxiety, greater speaking self-assurance, and more
favorable attitudes toward English for specific academic purposes (ESAP) courses.
Additionally, using rehearsal and paraphrasing strategies, along with the full EMI context,
predicted lower speaking anxiety. The findings also highlighted common speaking
difficulties related to vocabulary range, grammar, and content knowledge, which
contributed to anxiety in both full and partial EMI contexts. The participants identified
pronunciation, subject-specific content understanding, and grammar as difficult areas for

speaking improvement. Given that this thesis focuses on the full EMI context, there is a
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probability that students will have low level of speaking anxiety and the findings will be
similar.

Another study in EMI context is Suzuki’s (2017) research with 71 Japanese
freshmen with a high level of English proficiency. The findings demonstrated that more
than 60% of the participants at the beginning of the academic year felt anxious about
speaking English. However, the situation changed after two months, and the percentage of
highly anxious students decreased to 44%. Regarding students’ LLSs, they used coping
strategies such as practicing speaking English, preparation, effective strategies, and
communication strategies. However, some participants answered that they did not know
how to deal with FLSA. This suggests that some students need help with strategies and
teachers’ special care. There is a similar case in a Kazakhstani context, Batyrova (2021)
found that students were not aware about LLSs and did not know how to deal with FLSA
effectively.

Based on the previous two empirical studies, it seems that students intuitively use
more cognitive and metacognitive strategies. Sorug and Griffiths (2018) found similar
results. They studied 39 participants at an EMI University in Istanbul. Students were from
the international relations and psychology departments. The researchers looked for the
students’ challenges in EMI context and they found that two of the difficulties were
speaking with a teacher and international students. Students introduced the strategies that
they used to cope with speaking problems. They mentioned cognitive strategies like
visualizing, looking for main ideas, thinking creatively. They also highlighted
metacognitive strategies like taking notes.

Justification of Theoretical Framework Choice
Horwitz et al.’s (1986) theory provides an appropriate theoretical framework for

investigation of the concept of FLSA and its factors. It is chosen for the present study for
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three. First, this framework is widely used and the instrument it is based on is accepted as a
reliable tool (Alnahidh & Altalhab, 2020). It has gathered empirical support through
various studies over the decades. Second, this framework includes three key dimensions:
communication apprehension, fear of negative evaluation, and test anxiety. This
comprehensive approach allows for a detailed investigation of the factors contributing to
FLSA, providing a more holistic understanding of the phenomenon. Third, based on the
existing studies, this theoretical framework can be adapted in different cultural and
linguistic contexts. Generally, Horwitz et al.’s (1986) model has stood the test of time,
showing its validity.

Oxford’s (1990) taxonomy provides a valuable theoretical framework for
investigating learners’ LLSs. It was chosen because it serves as an umbrella framework
that includes elements from all previously suggested LLS classifications. It means that this
framework has a notable strength because it synthesizes ideas from different strategy
classifications proposed by researchers such as Rubin (1975) and O’Malley et al. (1985).
Oxford’s (1990) taxonomy is recognized as the most used, dominant, and well-known
classification (Psaltou-Joycey & Gavriilidou, 2015). This taxonomy divides LSSs into
direct and indirect strategies, providing a holistic view encompassing a wide range of
learner behaviors and actions.

Conclusion

This chapter examined research on FLSA and LLS as well as their valuable role in
EFL environment contexts. The causes and elements of language anxiety that affect how
people utilize the English language were also covered. In addition to defining the terms
FLSA and LLS, the chapter presented Horwitz’s (1986) and Oxford’s (1990) theoretical

frameworks to serve as a roadmap for the present study.
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The examined literature demonstrated that as FLSA and LLS are crucial elements
of the learning process, students’ FLSA and LLS should receive a lot of attention.
Moreover, the topic of LLS requires specific consideration when talking about language
anxiety and its consequences. The empirical studies presented in the literature under
review served as a basis in order to further investigate the issue in the context of
Kazakhstan.

The following chapter will present the research methodology that guided the study.
It will go into detail on a number of methodological details, such as research design,

sampling strategies, data collection procedures, data collection instruments and ethical

considerations.
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Chapter 3: Methodology

The previous chapter reviewed the concept of FLSA, its factors, the notion of LLS,
and its strategies. It also introduced Horwitz’s (1986) and Oxford’s (1990) theoretical
frameworks. This chapter will introduce the methodology used in the study to answer the
two main research questions and sub-questions introduced in Chapter 1.

RQ1: What level of Foreign Language Speaking Anxiety do second-year Kazakhstani
university students experience while speaking English in EMI classes?

Sub-questions:

a. Does gender affect the participants’ FLSA in class?
b. Does school type affect the participants’ FLSA in class?
RQ2: What strategies do fourth-year students use to reduce FLSA?

The study’s research design follows a mixed-method approach, specifically the
explanatory sequential design, using two research tools: Horwitz’s (1986) Foreign
Language Classroom Anxiety Scale (FLCAS) and semi-structured interviews in order to
gather rich data.

This chapter is organized into seven sections. The first section will present the
research design of the study with the justification of the approach choice. The second will
give the information about the research site. The third section will focus on the sample and
the targeted participants of the study. The fourth section will introduce data instruments of
the research. In the fifth section, data collection process will be discussed in detail. Next,
data analysis process will be presented. Finally, in the sixth section, the ethical
considerations will be outlined.

Research Design
A mixed-method approach was chosen for the current research because it helps to

gain a better and deeper comprehension of the research problem from both qualitative and
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guantitative data (Creswell, 2014). Quantitative design is a type of research that collects
numerical data and does mathematical analysis to comprehend and explain a specific
situation (Muijs, 2004). The main characteristics are: (1) objectivity; (2) reliability is key;
(3) measurable (Creswell, 2012). Qualitative design investigates and comprehends the
meaning that people or groups of individuals assign to social and human issues (Creswell,
2017). The main characteristics are (1) the use of open-ended questions; (2) a natural
setting; (3) multiple methods; (4) reflexivity and interpretation; (5) flexibility (Creswell,
2017). Using these two designs together gave rich data to analyze.

More specifically, the explanatory sequential design was used. This type of design
Is also called a two-phase model because it consists of two phases: (1) collecting of
quantitative data and (2) collecting of qualitative data to explain the quantitative data
results deeply and to clarify “the mechanisms behind the results” (Creswell & Clark, 2017,
p. 82). Based on this design, first, quantitative research was done to determine the
existence of FLSA and its level if it occurs. Second, qualitative research was done to
explore more about students” FLSA and how they deal with it. The focus in the qualitative
phase was on their LLSs. After collecting data, the researcher interpreted how qualitative
results provide insights and a deeper understanding of quantitative results concerning the
study’s purpose.
Research Site

A research site is where research is carried out (Creswell, 2013). Choosing the right
research site is essential because it can impact the ease and productivity of the data
collection process and the study's findings. The data was collected from the one EMI
University, located in northern Kazakhstan. The educational institution was established in
2010 on the initiative of the First President of the Republic of Kazakhstan. It has seven

schools. The total number of students was 6,811 when the current study was conducted,
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including undergraduate and postgraduate learners. In addition, a wide range of students is
the state grant holders.

The research site was chosen for three reasons. First, this university is one of the
strongest educational institutions with English as a medium of instruction. Second, the
university has a large number of local students, so it can provide rich data to analyze.
Third, students from mainstream schools may have a different level of English-speaking
skills, which can affect the FLSA level and LLSs choice.

Sampling

Regarding the participants, | recruited second-year and fourth-year students who
study at EMI University, using purposive sampling. Regarding the quantitative part, the
number of participants was 67 second-year students from different majors. Second-year
students were preferred because first-year students study in undeclared majors. This means
these students are enrolled in the university but have not chosen their academic major.
They have courses from different majors, so they do not have any group mates or
supervisors. In that case, it is harder to investigate what patterns and what factors influence
their potential anxiety. Additionally, second-year students were preferred over fourth-year
students for this phase because they have limited experience. This potentially leads to
higher anxiety levels and fewer established LLSs compared to fourth-year students, which
fosters a new and adaptable approach to research. Regarding the qualitative part, ten
fourth-year students were recruited (Table 1). Senior students were chosen because they
could share their FLSA experience and LLSs that helped them during four years of
studying at EMI University.

The following inclusion criteria were adopted for participants in both surveys and
interviews: (1) age: over 18; (2) second-year or a fourth-year undergraduate student at EMI

university; (3) citizen of Kazakhstan.
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Pseudonym Gender School Type

Altynai Female Mainstream school
Aliya Female Mainstream school
Alihan Male NIS (Specialized school)
Dana Female NIS (Specialized school)
Balgyn Male Mainstream school
Alina Female NIS (Specialized school)
Danial Male Mainstream school
Darina Female Mainstream School
Zhanar Female Mainstream school

Ali Male KTL (Specialized school)

Data Collection Instruments

In order to answer the study’s questions the following data collection tools were

used: (1) questionnaire; (2) semi-structured interview.

Questionnaire

The first instrument was Horwitz’s (1986) FLCAS. It is a commonly used tool for

measuring the level of foreign language anxiety (Aydin et al., 2017). Moreover, the

reliability and validity of this have been thoroughly tested in various contexts, including

situations involving culturally diverse groups and age ranges. Horwitz et al. (1986)

developed the FLCAS to assess students’ levels of anxiety during the language-learning

process (Paece & Misieng, 2012). Students’ self-reports, experiences, and data acquired

through evaluations of related measures developed the one-dimensional, 33-item FLCAS
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(Paee & Misieng, 2012). Respondents rate these items on a 5-point Likert-type scale,
ranging from “strongly agree” to “strongly disagree.” This scale has also been used by
numerous academics worldwide to assess language learners” FLSA (Chen & Chang, 2004;
Palupi, 2021; Plyushko, 2018).

In the current thesis | adapted the scale. Overall, the FLCAS has 33 items.
However, only 21 items were selected for the current research because other items were
related to general FLA but not FLSA. There was a 5-point scale from “strongly agree” (1)
to “strongly disagree” (5). The range of the scale was from 1 to 5. The survey was
translated into Kazakh and Russian languages. The researcher modified the survey’s
statements to make them more understandable and specific. For instance, the phrase
“foreign language” was replaced by “English” as in the following item: “I am afraid that
the other students will laugh at me when | speak English in the classroom.” The researcher
also changed the context from “foreign language classroom” to a general EMI classroom.
For example: “I worry about the consequences of failing at speaking English in a
classroom.”

Semi-structured Interview

The second instrument was semi-structured interview. This type of interview is
also often called qualitative interviewing (Warren, 2002). According to Kvale and
Brinkmann (2008), the semi-structured interview is "an interview with the purpose of
obtaining descriptions of the life world of the interviewee in order to interpret the meaning
of the described phenomena” (p. 3). It represents the most commonly used interview
format in human and social sciences (Leavy, 2014). Semi-structured interviews utilize a
combination of closed and open-ended questions, frequently supplemented by follow-up

questions: how and why (Adam, 2015).



29

Semi-structured interviews were chosen as a data collection tool for two reasons.
First, interviews generally are one of the most effective ways of collecting data because
participants can express their deepest thoughts and emotions (Seidman, 2006). Second,
semi-structured interviews specifically provide open-ended questions that allow additional
questions (Merriam & Tisdell, 2016).

The researcher chose to use face-to-face interviews because it allows participants to
not only share their thoughts but also convey their emotions. During such interviews,
people can express themselves through laughter, tears, smiles, trembling, and various other
gestures and facial expressions (Leavy, 2014). This gives interviewers access to the most
extensive and valuable range of information.

The interview protocol of 12 questions with several probes were developed. The
interview was available in Kazakh, English, and Russian. In order to create a comfortable
interviewing process, the researcher followed some recommendations: ask open-ended
questions, ask additional questions for clarification, listen carefully, and reflect (Ashworth
& Lucas, 2000). According to Tuckman (1972), good interview questions can be (1) direct
and indirect; (2) general and specific. Researchers can choose suitable types of questions
mentioned above. However, it is crucial not to ask biased questions. Hence, a pilot
interview was conducted to check out the questions and to ensure that the questions are
relevant, answerable, and understandable. The information collected from the trial
interview was not added to the research findings. The length of each interview was
approximately 30-40 minutes.

Data Collection Procedures

After getting ethical approval from the GSE Ethics Committee, the questionnaires

and interview questions were piloted to check the quality of the questions (Dérnyei, 2007).

More specifically, the questionnaires were sent to the focus group, and I checked whether
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all items were understandable for participants. Regarding the semi-structured interview, |
interviewed a focus group to find out if all questions were comprehensible. The study's
findings did not include data from the piloted questionnaire and semi-structured
interviews. The following step was data collection. | recruited potential participants
through recruitment flyers and recruitment on social media platforms. Questionnaire
participants scanned the QR code with a Qualtrics link on the posters. The participants
completed surveys in Qualtrics after signing the consent form online at the same link and
providing general information about themselves (age, major, types of school, year of
study, citizenship, and contacts).

For the second data collection process, the researcher recruited fourth-year students
through recruitment flyers and recruitment posts on social media platforms. They scanned
the QR code with a link on the posters or clicked a link on social media platforms to sign
an informed consent form and left general information about themselves (age, major, type
of mainstream school, year of study, citizenship, and phone number). The researcher
selected suitable fourth-year students, contacted them via phone, and asked them to
participate in a semi-structured interview. Participants could choose the appropriate place,
time, and language for the interview (Kazakh, English, or Russian). The interview lasted
30-40 minutes in a comfortable classroom at the participants’ University and online at the
request of some participants. Interviews were audio recorded with the participants’
permission. The audio recordings were saved in the secure cloud storage Google Drive,

and the access password was known only to the researcher.

Data Analysis Procedures
The quantitative data gathered from FLCAS was initially examined using
descriptive statistics on SPSS software. Descriptive statistical analysis was applied to

identify the number of respondents, mean, mode, median, the standard deviation, variance,
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range, and standard error (Mujis, 2004). Bivariate analysis was used to find the correlation
between languages of instruction and anxiety level.

Every audio recording was transcribed and coded after the interviews using
thematic analysis (Braun & Clarke, 2013), a recognized method for identifying and
interpreting meaningful patterns within qualitative data.

Ethical Considerations

The information gathered from participants included sensitive personal information
about their lives, so anonymity and confidentiality are regarded as fundamental ethical
principles (Creswell, 2014). Anonymity was guaranteed in the survey because personal
identifiable information was not collected. Regarding the interviews, the participants and
the university were assigned pseudonyms, to ensure confidentiality. Participants received a
consent form to voluntarily participate in this research. With semi-structured interview,
prior to recording the responses of the participants on a voice-recorder during the
interview, the researcher reminded them of the significance of capturing their answers, and
politely requested their permission to record. To guarantee the secure preservation of the
collected data, an online storage Google Drive were used. It was protected by a password
with the highest level of complexity that only I had access to. The recordings were deleted
once study was completed. Participants signed an agreement document confirming the
main points: (1) all data was kept confidential; (2) participation was voluntary, and
participants could stop at any moment if they feel uncomfortable.

Regarding potential risks, participants probably could feel unwilling to share their
inner thoughts and feelings. In order to reduce these risks, the researcher handled their
trusted information concerning their beliefs about language anxiety with great care, as

previously mentioned, and took all necessary measures to guarantee their anonymity and
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confidentiality. Participants were also informed that they have a right to decline to answer
particular questions that they may deem sensitive.
Conclusion

To sum up, this chapter outlined and explained the key elements of the present
study, including the research design, research instruments, research site, sampling, data
collection procedures, data analysis approaches, and ethical considerations. The next
chapter will present the analysis of the findings, providing a deeper understanding of the

collected data.



33

Chapter 4: Findings
Using a mixed-method explanatory sequential design, the present study aimed to
measure students’ FLSA levels and to identify the factors that affect it, as well as LLSs
that may decrease it. Two data collection tools were used: FLCAS survey and semi-
structured interviews. Regarding the participants, 67 second-year university students
responded to the survey, and ten fourth-year students participated in interviews.
In this chapter, the results are reported according to research questions:
RQ1: What level of Foreign Language Speaking Anxiety do second-year Kazakhstani
university students experience while speaking English in EMI classes?
Sub-questions:
a. Does gender affect the participants’ FLSA in class?
b. Does school type affect the participants” FLSA in class?

RQ2: What strategies do fourth-year students use to reduce FLSA?

RQ1: Second Year Students’ Level of FLSA

This section reports the findings on the participants’ FLSA level at one EMI
University. Detailed information on the results referring to the first research question is
given in the two following subsections. The first subsection presents the anxiety-provoking
sources, while the second one reports the relationship between two factors (gender and
school type) that may affect the level of FLSA.
General Levels of FLSA

The FLCAS has 21 items, which the participants rated on a 5-point Likert scale.
Some researchers independently group items while Horwitz et al. (1986) proposes a
framework where items can be grouped in two sub-scales and are seen as “communication
apprehension and fear of negative evaluation in the foreign language classroom” (p. 129).

In the current study, factor analysis was conducted to deeply examine how 21 items are
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connected (see Appendix I). The results demonstrated that only Component 1 had
appropriate and reliable outcomes. Consequently, it was decided to create only one scale
called “Foreign Language Speaking Anxiety (FLSA),” including all 21 items.

In order to check the reliability of the questionnaire, the Cronbach’s alpha for all 21
items are a = .974, which indicates the high reliability (Rozali et al., 2022).

Next, the descriptive statistics were calculated to determine the mean score and
standard deviation. Overall, students feel a moderate level of FLSA (M = 3.14, SD=1.24).
Anxiety-Provoking Sources

This subsection will give more detailed information about FLSA-provoking
sources. Table 2 presents the means and standard deviations for all 21 items. The means
ranged from 2.33 to 3.84.The item with the highest mean asked whether the student “get
nervous when professors ask questions which I haven't prepared in advance” (Item 21, M
= 3.84, SD = 1.25). The item with the lowest mean asked about the student’s nervousness
speaking with a non-native English-speaking professor (Item 1, M = 2.33; SD = 1.48).

Table 2

Means by Item Within the “FLCAS”

Mean Std. Deviation
I am not nervous speaking with a non-native 2.33 1.481
English-speaking professor.
| feel confident when | speak English in a 2.60 1.548
classroom.
I am comfortable speaking around native 2.64 1.630
English-speaking professors.
I don't worry about making mistakes in 2.66 1.666

speaking English in a classroom.



| feel overwhelmed by the number of rules you
have to learn to speak English.

The more | study for speaking English in front
of the class, the more confused | get.

| am afraid that the other students will laugh at
me when | speak English in the classroom

| am afraid that professors are ready to correct
every mistake | make during speaking.

| keep thinking that the other students are
better at speaking English than | am.

I never feel quite sure of myself when I am
speaking English in a classroom.

| always feel that the other students speak
English better than I do.

I get nervous and confused when | am
speaking English in a classroom.

| tremble when I know that I'm going to be
called to speak English in front of the class.

| can feel my heart pounding when I'm going
to be called to speak English in front of the
class.

| don't feel pressure to prepare very well to
speak English in front of the class.

I worry about the consequences of failing at

speaking English in a classroom.

2.66

2.73

2.91

3.00

3.12

3.21

3.27

3.28

3.39

3.42

3.42

3.43

1.610

1.533

1.505

1.547

1.552

1.533

1.533

1.535

1.566

1.568

1.293

1.510
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| start to panic when | have to speak English 3.43
without preparation in a classroom.

During speaking English in front of the class, | 3.43
can get so nervous | forget things | know.

Even if I am well prepared for a class, | feel 3.54

anxious about it.

It embarrasses me to volunteer answers in a 3.82
classroom.
I get nervous when professors ask questions 3.84

which I haven't prepared in advance.

1.626

1.490

1.599

1.434

1.250
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Although the quantitative analysis did not show a meaningful separation of items,

based on the mean scores, for the purposes of alignment with the qualitative data, items

sharing similar meanings and associating with specific anxiety triggers were grouped for

further detailed explanation. These groups are: low self-confidence, language complexity,

physical and psychological issues, fear of negative evaluation, and unpreparedness.

The group of items with highest scores was related to both being prepared and not

being prepared. For instance, the means of Items 21 and 19 show that preparedness and

unpreparedness significantly influence FLSA levels: “I get nervous when professors ask

questions which I haven't prepared in advance” (Item 21, M = 3.84, SD = 1.25) and “Even

if I am well prepared for a class, I feel anxious about it” (Item 19, M = 3.54, SD = 1.59).

Item 21 shows that students worry about the consequences of being unprepared in
advance. Interestingly, students are also anxious even when they are well prepared (Item
19). It seems that learners experience anxiety due to setting high expectations and

standards for themselves as well as perfectionism. Additionally, prepared students may
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feel anxiety because they are afraid of being misunderstood, or they are unsure and
unconfident about their content knowledge. Danial said:

I personally have problems with speaking, depending on how much I understand

this topic. For example, there was a Reservoir engineering course in which you had

to give a presentation, and you weren’t allowed to use your notes, so I tried to
understand the topic well and remember all the information, practiced with friends,
check if they understood how | explained.

Students also positively responded to Item 17, which asked about their physical
response while unprepared: “I start to panic when I have to speak English without
preparation in a classroom” (Item 17, M = 3.43, SD = 1.62). Students seem to be afraid of
spontaneous speaking and worry about potential negative consequences, so they have such
physical responses. Interestingly, students “do not feel pressure to prepare very well to
speak English in front of the class” (Item 15, M = 3.42, SD = 1.29).

The next potential source was low self-confidence. The mean level was lower than
unpreparedness, but higher than other sources. The participants’ scores for items 9, 10, 11,
2, and 20 indicate that students may feel anxiety due to a lack of confidence, as they
responded that they think others are better at speaking and always feel others are more
proficient in speaking (Item 9, M = 3.12, SD = 1.55; Item 11, M = 3.27, SD = 1.53) and
they are unsure about themselves during speaking (Item 10, M = 3.21, SD = 1.53).
Moreover, students negatively responded to the item “I feel confident when | speak English
in a classroom” (Item 2, M = 2.60, SD = 1.54), which shows that they are unconfident and
feel uncomfortable while speaking in a classroom. Similar patterns were confirmed in
semi-structured interviews with fourth-year students. Alina said: “I still feel anxiety
because | often compare myself with others, with those who have a better level. | try not to

talk much.” Additionally, students positively answered the item “It embarrasses me to
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volunteer answers in a classroom” (Item 20, M = 3.82, SD = 1.43), showing one of the
highest anxiety levels in the context of the present study.

Thirdly, learners may feel anxiety due to physical and psychological sources.
Based on results, students’ level of FLSA may be also be moderately high as seen in
reported physical responses like “trembling” and “heart pounding.” Students positively
responded to the next statements: “I tremble when I know that I'm going to be called to
speak English in front of the class” (Item 13, M = 3.39, SD = 1.56) and “I can feel my
heart pounding when I'm going to be called to speak English in front of the class” (Item
14, M = 3.42, SD = 1.56). The paradox lies in the mutual reinforcement between anxiety
and such physical symptoms. When someone is anxious, they may start trembling and
experience a pounding heart. At the same time, these physical responses can increase
anxiety, creating a cycle where each element heightens the other, resulting in a high level
of FLSA (Kruk, 2017).

It also seems that students can forget information due to nervousness and
confusion. For instance, they positively answered the items “During speaking English in
front of the class, I can get so nervous I forget things I know” (Item 18, M = 3.43, SD =
1.49) and “I get nervous and confused when I am speaking English in a classroom” (ltem
12, M = 3.28, SD = 1.53).

Interesting points also were revealed in the following items regarding speaking
with native and non-native English-speaking professors: “I am not nervous speaking with
a non-native English-speaking professor” (Item 1, M = 2.33, SD = 1.48) and “/ am
comfortable speaking around native English-speaking professors” (Item 1, M = 2.64, SD =
1.63). The low mean scores show that students are nervous and not confident with native
and non-native English-speaking professors, which might be the reason for the high level

of FLSA.
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The fourth potential source of FLSA may be fear of negative evaluation. Students
“feel worry about the consequences of failing at speaking English in a classroom” (1tem
16, M = 3.43, SD = 1.51), have a fear of being corrected by a professor (Item 8, M = 3.00,
SD = 1.54), or being laughed at by other students (Item 7, M = 2.91, SD = 1.50).
Participants disagreed with the statement “I don't worry about making mistakes in
speaking English in a classroom” (Item 4, M = 2.66, SD = 1.66). This suggests that
students with a high level of anxiety worry about making mistakes and being ridiculed by
other learners. These students may also perceive every professor’s comment or other
students’ feedback as a failure. It also seems that students with a high level of FLSA may
be triggered when they perceive the atmosphere or environment created by professors or
students as a testing environment. In general, similar patterns were noticed in fourth-year
students’ answers in the interviews. For instance, Altynai said:

In the foundation program, I was afraid that | would make a mistake, and someone

would say something bad about me, because | started speaking English at

University... it seemed to me that everyone already knew everything. During the

classes I often knew what to answer, but I didn’t raise my hand and wasn’t active in

class.

Balgyn said: “I felt unconfident when professors and American friends corrected
my grammar and speech flow mistakes.”

Finally, it seems that language complexity is not the main source of these students’
FLSA because the means for Item 5, 6 were lower than the means that presented above: “/
feel overwhelmed by the number of rules you have to learn to speak English” (Item 5, M =
2.66, SD = 1.61), “The more I study for speaking English in front of the class, the more
confused I get” (Item 6, M = 2.73, SD = 1.53). Conversely, fourth-year students mentioned

that they had high levels of anxiety because they were afraid of making grammatical
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mistakes and being misunderstood. For instance, Darina said: “Sometimes I make
grammatical mistakes. During the foundation year, | had speaking challenges due to my
weak language proficiency.” Balgyn also mentioned that he had anxiety due to
grammatical errors: “I had an anxiety when I had some logical and grammatical errors.”
A paired t-test was conducted to see if there was a difference between items (see
Appendix J). Specifically, items with the highest and lowest scores were compared.
Namely, items from group unpreparedness (Items 15, 17, 19, and 21) and language
complexity (Items 5 and 6) were chosen. The results showed a significant difference
between paired items (p < .005), demonstrating variations in FLSA level among the
participants. All potential sources of FLSA were reported based on mean scores, arranged

from highest to the lowest to give comprehensible interpretation of the data.

Factors Contributing to Participants’ FLSA

Speaking is acknowledged as one of the most challenging and anxiety-inducing
skills, making it crucial to identify factors that can further complicate situations and
increase anxiety levels. There is a hypothesis that the participants” FLSA could be affected
by two factors: gender and school type. The findings regarding factors will be explained in
the two following sub-sections.
Gender

The level of FLSA in a classroom may be affected by gender because female and
male students may have different emotional responses to speaking English in front of the
class: females may have higher levels of FLSA (Cagatay, 2015) or males may have higher
level of FLSA (Lian & Budin, 2014). In order to determine the differences in FLSA levels
between the female and male students, in the present study means were compared (see
Table 3). Based on the descriptive statistics, female students have a higher level of FLSA

(M = 3.22) than male students (M = 3.05).
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Table 3

FLSA level by Gender

Gender FLSA level Std. Deviation
Female 3.2299 0.87054
Male 3.0595 1.55883

To examine whether gender influences the level of FLSA, an independent-sample
t-test was conducted to compare the responses of male and female students.
Table 4

Effect of Gender on FLSA

M t df p

FLSA 17041 .54 47.66 294

The p-value for FLSA was above .001, suggesting that students' gender does not
significantly affect the level of FLSA (see Table 4).

Although the quantitative results were inconclusive, based on fourth-year students’
interview answers, it was identified that female students pay more attention to their
speaking, language proficiency, and preparedness of the speech content. It was also
noticed that their FLSA depends on their general emotional state and anxiety. For instance,
Aliya said:

I think students need to pay attention to the type of anxiety, for example, is it

general anxiety or specifically language anxiety. The reason is that sometimes
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people fear speaking even in their native language. It means that they generally

have mental problems.
Zhanar also mentioned that her anxiety and confidence during speaking English depend on
her general mental state:

It depends on my mental state at that time. If I generally don’t feel very well that

day, I’'m not in the mood, or I’m anxious about something that doesn’t relate to

English and the subject, it can affect how | perform and how I feel myself during

speaking. When | generally feel good, then there are no problems with speaking.
School Type

School type is the second factor that may affect FLSA level. In order to determine
the differences in FLSA levels between mainstream and specialized school students, the
means were compared (see Table 5). Based on the results, the students from mainstream
schools had a higher level of FLSA (M = 3.88, SD = .96) than the students from
specialized schools (M = 2.05, SD = .66).

Table 5

FLSA level by School Type

School type FLSA level Std. Deviation
Mainstream 3.8845 0.96571
Specialized 2.0582 0.66343

To examine whether school type influenced the level of FLSA an independent-

samples t-test was conducted (see Table 6).
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Table 6

Effect of School Type on FLSA

M t df p

FLSA 1.82 8.54 65 <.001

The t-test results reveal a highly significant effect of school type on FLSA levels.
There was p <.001, indicating that the type of school significantly affects the level of
anxiety among students. The school type effects on FLSA also has a large effect size
(Cohen’s d = .857) (see Table 7).

Table 7

Effect Size of School type on FLSA

95% Confidence Interval

Standardizer® Point Estimate  Lower Upper
FLSA Cohen'sd .85768 2.129 1.514 2.734
Hedges' correction 86774 2.105 1.497 2.702
Glass's delta 66343 2.753 1.855 3.634

In summary, the analysis suggests that the students’ school type has a statistically
significant impact on FLSA levels.

Interestingly, during the interviews, some fourth-year students from mainstream
schools mentioned that they had anxiety and negative emotions while studying with
students from specialized schools. For example, Zhanar said:

I think there is pressure for students from state schools. It is more difficult for us to

adapt since there are many new things, and everything happens simultaneously. It
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seems that everyone here is better than you. You feel like you are already late, so

anxiety increases. We had a subject in which students from NIS and KTL were

singled out because they had experience in programming, and these students only
communicated with each other. It would be better if professors treated everyone
equally and allowed students to interact with each other during class. However, this
does not apply to all subjects and does not apply to all professors. This is the
experience that | had in my first course.

Similarly, Aliya mentioned that there was a difference between students from
mainstream and specialized schools:

I think students from the state schools have high anxiety because they perceive

professor as “Authority,” while students from NIS and KTL are taught by English-

speaking teachers since school years, so they behave confidently.” In this context,

“authority” means someone who has power academically: to evaluate, ask, and test

students’ knowledge.

Additionally, an interesting point came out of Balgyn’s answer. He compared
himself with students from NIS. The fact that these students were stronger motivated him
to work on his language proficiency:

The reason why | spent a lot of time on grammar is that when | came to the

university, the students from NIS were strong, and | started to develop grammar

and accent to be on the same level as them.
RQ2: Fourth-Year Students’ Strategies Use

This section presents the LLSs that the fourth-year students have used to deal with
FLSA. The LLSs were based on Oxford’s (1990) taxonomy, which is divided into two
main groups: direct and indirect. Direct strategies are memory, cognitive, compensation.

Indirect strategies are metacognitive, affective, and social strategies. Each of these
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strategies was reported by at least one fourth-year student and is explained further in the
sections below.
Direct Strategies

Memory.The learners used this type of LLSs to remember and used gained
knowledge effectively in appropriate time and situation. It includes actions such as
“creating mental linkages, applying images and sounds, reviewing well” (Kova & Berger,
2013, p. 99). Based on the participants’ answers, two of them use memory as a strategy to
deal with FLSA. For instance, Aliya said: “I use strategies like learning new words,
translating, memorizing, and practicing them in real speech help a lot.” Dana stated: “I
tried to watch all series/TV shows in English and memorize some phrases, so | learned a
lot of slangs and idioms that can be used in daily life.” These students’ answers show that
memorizing some information helps you in further English use. However, the other
interviewees did not report using this type of strategy.

Cognitive.This type of strategy involves the following actions: “translating, note-
taking, repetition, practicing, receiving and sending messages, analyzing and reasoning,
creating structures for input and output” (Kova & Berger, 2013, p. 98-99). Most of the
students use this type of strategies. For example, Alina commented: “I prepare my speech
for the presentation in advance, print out my speech, rehearse, and take these pieces of
paper with me during the speech. | don't look at them, but they give me a sense of
confidence.” Zhanar also mentioned the usage of cognitive strategies: “Previously, when I
was often worried and anxious, | took notes, prepared answers in written form, and
repeated them.”These quotes illustrate that participants use cognitive strategies,
specifically note-taking, rehearsing, repetition, and creating speech structures. Notably, six
participants mentioned note-taking, outlining, and writing down keywords. Hence, note-

taking is one of the most widely used strategies in the context of the current research. It
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seems that being prepared for the class helps reduce anxiety. As Alina mentioned, it also
increases confidence level.

Compensation. Learners use this strategy because it helps them to be engaged in
the speaking process even if their vocabulary range or knowledge in specific topic is
limited. For instance, Aliya shared her strategy: “When I forget a word, I can look at the
students and they can tell me. If the professor, let’s say, knows Russian or Kazakh, then he
can also help with translation into English.”

As can be seen from this quote, the participant uses a compensation strategy of
looking at peers or professors and asking them for help. Sometimes, students do not know
the word's meaning or which structure to use in their speech. In that case, a compensation
strategy helps fill the gap. However, in the current study, only one participant mentioned
this strategy.

Indirect Strategies

Metacognitive Strategies. The metacognitive strategy is used when learners want
to regulate their learning process by monitoring, evaluating, and planning. Based on the
interview answers, students tend to monitor their own mistakes, work on them, and
evaluate own progress. For instance, Alihan commented: “I try to evaluate myself and
work on my weak points.”

Similarly, Danial monitored his own mistakes:

“If there are easy errors, then I quickly check in my head, but if it is a complex
topic and error, for example, future in the past, | look for answers in books or on the
internet to find out how to use it correctly.”

The participants not only reported monitoring their mistakes, but also working on

them. For example, Altynai mentioned that she checks her speech with the help of audio
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recordings and works on pronunciation: “I used to often record my speech and listen to it
again, check errors and pronunciation, and try to improve it this way.”

One of the main features of metacognitive strategies is selective attention, when
students decide what to focus on (Hardan, 2013). In the current study, the participants
mentioned that they decreased their level of FLSA by paying more attention to the content
of their speech than to grammar. For instance, Zhanar said: “I stopped paying attention to
grammar, now | focus more on content.”

Overall, many participants use metacognitive strategies like controlling progress,
evaluating speaking, and selective attention. Based on the interview answers, eight
students were able to control themselves and monitor their own progress.

Affective Strategies. Affective strategies help students to manage their emotions,
attitude, feelings, and motivation (Oxford, 1990). They include actions like “lowering your
anxiety, encouraging yourself, taking your emotional temperature” (Kova & Berger, 2013,
p. 99). In the present study, the students reported managing their emotions and FLSA level
by thinking that mistakes are acceptable (Participant 1, Participant 8) and that there is no
need to worry about grades (Participant 9). For example, Altynai (Participant 1) controls
her emotions and decreases her level of anxiety by telling herself that English is not her
native language: “Probably the most basic strategy is to overcome your fear, to understand
that there is nothing terrible if you make mistakes and it is not your native language.”

Darina (Participant 8) mentioned a similar point. She highlighted not focusing on
the negative sides of your skills and that mistakes happen, but they are acceptable. She also
noted that everyone makes mistakes:

Understand that if you entered a university where the language of instruction is

English, then you and your level are already sufficient. No need to do any soul-searching
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or lose your confidence. Don’t think that your accent is bad or your grammar is wrong.
Here, almost everyone has mistakes.

It was also noticed that changing attitudes towards the study process and grades
may decrease FLSA level. For instance, Zhanar (Participant 9) stated: “As soon as I started
working, | stopped treating my studies as the center of the universe. | stopped worrying a
lot about grades and subjects.”

Interestingly, students use affective strategies by self-talking and changing their
mindsets. They tell themselves that English is not their native language, they are not
required to speak it perfectly, and it is acceptable to have some mistakes in grammar or
pronunciation. Notably, one student decreases her level of FLSA when she stops
overvaluing the role of grades in her life. To sum up, an affective strategy seems feasible
and effective for three participants in the current study.

Social Strategies. Learners often use their environment and surrounding people to
practice their own skills. For instance, students can study with peers, ask questions, help
each other or interact with teachers and ask questions for clarification. It was found that all
ten participants use social strategies and think that it is one of the most effective ways to
improve their skills, become more confident, and decrease their level of FLSA. For
example, Altynai shared:

My friends helped me. We often practiced speaking together. It inspired me to
speak up and not think too much about the mistakes and opinions of others.
Communication with professors also helped me. I often approached them after classes to
ask any questions or clarify some new information. Such type of communication helped
me stop being afraid to start a conversation and see that they are open and not really strict.

Similarly, Danial mentioned that interaction with others helps more than self-

evaluation since you are the biggest critic of yourself:
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I really appreciate the feedback from the audience because this is real live
interaction. For example, when you sit at home and record your speech, you are always
dissatisfied, because you are your biggest critic. It is better to hear feedback from an
independent person, for example, feedback from a professor or friends.

Participants’ answers demonstrate that students often ask questions and practice
speaking with friends. Interestingly, the students reported talking with professors to
decrease their anxiety and to stop their fear of teacher authority. Students may overthink
and have distorted thoughts about professors, so speaking with them can help reduce
FLSA. It also seems that feedback from friends or professors is better than self-evaluation
since you can criticize yourself, whereas professors, peers, and friends can give objective
feedback.

Fourth-Year Students’ Recommendations

This section presents fourth-year students’ recommendations for overcoming
FLSA. These suggestions relate to university regulations, Al usage, improving language
skills, and working on mental health with a psychologist.

The section is divided into two subsections that introduce: (1) recommendations for
students; (2) recommendations for university policymakers.

Recommendations for Students

The participants gave some recommendations for students that may help them to
deal with FLSA. First, two participants mentioned that students need to improve their
speaking skills and learn grammar rules because it allows them to feel confident. It seems
that improving language proficiency can boost students’ confidence because they become
more proficient and gain a better understanding of the language, especially speech.

Grammar and pronunciation accuracy can reduce FLSA related to misunderstandings.
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Based on these factors, students may feel less stress during communication, leading to a
lower FLSA level.

For example, Balgyn stated:

The most important things to practice are grammar and accent. | had an anxiety

because of these two. | recommend the Oxford Grammar Book. | spent 30-40

minutes a day, and finished this book in three months, it improved my level.

In this example, the participant used a self-directed learning method, demonstrating
that independent learning and utilizing resources like grammar books can help students
take control of their language progress. An interesting point came out of this participant’s
answer. While talking about the recommendations mentioned above, Balgyn compared
himself with students from a specialized school, namely NIS. He shared that he wanted to
be at the same level as his peers from NIS, so it motivated him to work on his language
proficiency. As a result, he used metacognitive strategies like planning and controlling his
language improvement process. Similarly, Danial commented that it is better to take
language courses and focus on language improvement:

I recommend students to take language courses at the foundation year program [a
one-year academic program designed to help students improve their language proficiency,
skills, and enhance knowledge]. These courses really help. I also recommend taking
courses in the humanities, as they often practice speaking. For example, | am a
mathematician, but in my first year | took a Linguistics course. It helped a lot.

This participant’s recommendation shows the value of taking language or linguistic
courses, especially for students specializing in technical fields like mathematics, where
language practice may be limited. Danial showed himself as a student who seeks out

opportunities to engage in speaking and to improve his language level. Notably, two



o1

participants gave recommendations based on their experiences with positive consequences,
indicating that their recommendations are practical and workable.

The next recommendation for students was related to the Al and technology usage.
Darina mentioned that Al is helpful in practicing speaking: “I would like to recommend
students to practice speaking with Alisa or other Al tools. If you have an iPhone, so you
can practice with Siri.”

Integrating Al and technology into the language development process is an
insightful suggestion. Learners can interact with virtual assistants like Alisa, Alexa, or Siri
in real time, practicing speaking and pronunciation in a non-threatening environment. This
may help students who fear negative evaluation or judgment since they can practice with
these tools individually in a comfortable place: at home, in their rooms, or in individual
study rooms when they are alone.

The third recommendation was connected to general mental wellbeing. Aliya
suggested going to therapy and having a consultation with a psychologist: “I would
recommend going to therapy with a psychologist, it helped me. | went to therapy for two
years to increase my confidence.”

It seems that long-term professional mental health support can help students feel
better and build self-esteem, which can lead to a reduction in FLSA. This example shows
the importance of the holistic approach in language and education, where both mental
well-being and linguistic development can give sustainable results in dealing with FLSA.
Recommendations for University Policymakers

The participants gave three main suggestions to university policymakers: (1)
speaking clubs; (2) type of activities and assignments; (3) creating a positive environment
in a classroom. Firstly, regarding University regulations, senior students mentioned that

the University should open more speaking clubs to allow students to speak with each other.
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According to them, practicing your speaking is one of the leading solutions to deal with
FLSA. However, one of the participants, Aliya, mentioned that students may not attend
these speaking clubs because it implies they have poor English proficiency:

Speaking clubs need to be created, but this can also negatively affect students. For

example, if you go to this club, then others will automatically think that your level

of English is low. For this reason, students with difficulties in speaking will be
embarrassed to go to such clubs.

This participant considered the other side of opening speaking clubs. She was
concerned about joining such clubs because it might signal a low level of language
proficiency, which, in her opinion, might create a stigma. However, other participants did
not mention such concerns and supported the idea of practicing speech and communication
skills in speaking clubs.

The second recommendation was related to classroom activities. Students
mentioned that lessons would be more effective if professors focused more on discussions,
especially in majors like computer science, engineering, mathematics, and biological
sciences, where opportunities to practice speaking are limited. Aliya and Alihan
commented:

“Professors need to add more discussion during class sessions, change their
teaching tactics and add more discussion.”

“It would be great if there would be more discussions.”

These comments show that students desire to be actively engaged and enhance
their speaking experiences in interactive settings. Discussions may also overcome
communication barriers with peers and professors that may decrease the FLSA level in a

classroom.



53

Similarly, another participant, Dana, suggested that assignments should include
more presentations since learners can practice speaking. She also highlighted the
importance of English textbooks:

Giving presentation tasks is an effective way to improve speaking since during

presentations you cannot look at your notes and you have to remember the

information in detail. Giving textbooks in English is also important since they are
written properly and the language there is accurate.

This participant highlighted the essential role of textbooks that can be considered
accurate and reliable language learning material. It can be interpreted that textbooks may
help establish a strong foundation in language skills, boosting confidence in language
knowledge.

The next recommendation was related to the creation of friendly atmosphere. Four
participants stated that professors should create a supportive environment and be kind. For
example, Danial shared following:

“I guess professors should be more polite and respect self-boundaries. For example,
in my major there are some professors who can criticize not only our answers, speech, but
also how we look or how we walk.”

This indicates that certain professors should respect students’ personal boundaries.
Criticizing students may create additional stress and anxiety. The participant’s answer
suggests that professors should give constructive and objective feedback only on matters
relevant to the academic process.

Aliya said: “I think that if professors see that a student is having a hard time, then
they need to be more gentle and support the student with the phrases such as ‘don’t worry,

everything is fine.” Similarly, Darina mentioned the importance of friendly environment:
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“For example, in majors like computer science, engineering, mathematics, the
professors usually acts cold and give negative feedback. I think they need to become
friendlier. First-year students are already afraid of him even without seeing the professor
and even when the course has not yet started.”

According to her answer, students are often afraid of professors even without
seeing them. It would be better to construct positive communication and give feedback
without criticism. Additionally, the participant mentioned that professors from technical
majors “act cold,” which seems to be a communication style of professors from these
fields. Similar comments were mentioned in Danial’s answers above.

It seems that a friendly environment and support from professors may help to
reduce FLSA in a classroom. However, as one student highlighted, students should believe
in themselves because professors will not be around them for their whole lives:

I think professors should be supportive, but I think students also should be

confident in themselves, because they won't have a professor by their side all their

life, and the anxiety will still be there, so they have to deal with it by themselves.

Finally, another participant, Alina, highlighted the importance of classroom
ecology. She stated that professors should rethink grading participation. It seems that
anxious students speak in front of the class only due to grades:

“If there were no mandatory points for participation, it would be easier. Anxious
people are shy, but we have to speak against ourselves to get a good grade. It would be
good to have classroom ecology.”

Based on the participants’ answers, four students think that a friendly and
supportive atmosphere is essential and that there should be classroom ecology. One student
shared a counter idea, saying that students should not depend on professors’ positive

attitude and that they should deal with FLSA by themselves.
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Conclusion

This chapter presented the main findings of the present study. The first part of the
chapter addresses RQ 1, showing that second-year students have a moderate level of
FLSA. It was also revealed that females are more anxious than males. However, this did
not significantly affect the level of FLSA (p >.001). In contrast, it was found that school
type can be considered as the main source of FLSA (p <.001).

The second part of the chapter addresses RQ 2. It demonstrated that fourth-year
students’ various LLSs were linked to Oxford’s (1990) taxonomy: direct and indirect
strategies. The most widely used LLSs were cognitive and social strategies. Moreover, the
participants’ recommendations for students and University policymakers were given.
These recommendations may help to reduce or decrease FLSA level in a classroom.

These key findings will be further explained in the discussion chapter with

reference to empirical studies.
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Chapter 5: Discussion

The previous chapter presented the main findings, showing second-year students’
moderate level of FLSA, the sources and factors that affect FLSA level and fourth-year
students’ LLSs according to Oxford’s taxonomy (1990). This chapter presents the
discussion of the results, referring to the theoretical framework and empirical studies. It
discusses the following research questions:

RQ1: What level of Foreign Language Speaking Anxiety do second-year Kazakhstani
university students experience while speaking English in EMI classes?
Sub-questions:
a. Does gender affect the participants” FLSA in class?
b. Does school type affect the participants’ FLSA in class?
RQ2: What strategies do fourth-year students use to reduce FLSA?

The chapter is divided into two main sections following research questions. The
first section explains the level of FLSA based on Horwitz et al.’s (1986) theoretical
framework: (1) fear of negative evaluation; (2) communication apprehension. It also
discusses the potential predictors of FLSA such as gender and school type. The second

section discusses the fourth-year students” LLSs that they use to deal with FLSA.

RQ1: What level of Foreign Language Speaking Anxiety do second-year Kazakhstani
students experience while speaking English in EMI classes?

Overall, answering RQ1, the quantitative part of the study found that second-year
students have a moderate level of FLSA in the EMI university context. At first glance, a
moderate level seems acceptable, but it means that students still have difficulties in
speaking and are not fully willing to communicate (Cagatay, 2015). The results across the
21 items showed the mean of 3.14 and a standard deviation of 1.52. It is important to

remember that some participants were from specialized schools and some of the



57

participants learned in foundation year program, taking special language courses. It may be
one of the reasons for lower anxiety than was expected (Chou, 2018). Nevertheless, there
may be specific contexts and situations in which students feel higher or lower level of
FLSA, so Horwitz’s (1986) theoretical framework will help to further interpret the results.
Fear of Negative Evaluation

There are two potential sources of FLSA related to Fear of Negative Evaluation
(FNE): (1) preparedness and unpreparedness (2) fear of negative evaluation. Among all the
potential sources mentioned in the chapter on findings, students have the highest level of
FLSA for both being prepared and unprepared. The possible reason for such results could
be the fear of judgment or evaluation irrespective of preparation quality. Interestingly, the
results of some previous studies suggest anxiety levels are only associated with
unpreparedness. For instance, in Yal¢in and Incegay’s (2014) study, participants answered
that unpreparedness decreased the level of FLSA. Additionally, students could be anxious
due to sudden questions and lack of time to prepare answers. For instance, Oztiirk and
Giirbiiz (2014) found that learners get a higher level of FLSA when they are not prepared
in advance and have to answer immediately. Regarding the qualitative results, students
may feel anxious even when they are prepared. For example, fourth-year student Danial
said that it is crucial for him to be understandable for listeners.

The second source is FNE. According to Horwitz (1986), students fear being
judged or evaluated. Although the general level of FLSA is moderate, some items related
to fear of negative evaluation showed a high level of FLSA. Students are found to be
anxious when they make mistakes. Similar results were found in previous studies (Debreli
& Demirkan, 2015; Sadighi & Dastpak, 2017; Yahya, 2013), which revealed that the
primary source of FLSA was fear of making mistakes. The potential explanation may be

high expectations about academic performance and perfectionism. For instance, Alrasheedi



58

(2020) found that students are afraid of making errors in front of an audience and feel
pressure for better academic performance.
Communication Apprehension

Three potential sources of FLSA are Communication Apprehension (CA): (1) low
self-confidence, (2) physical and psychological sources, and (3) language complexity.
Regarding low self-confidence, based on the FLCAS results, students are unsure about
their speaking skills. This could be explained by low self-confidence, self-comparison, and
competitiveness. Concerning self-comparison, students answered positively in the
questionnaire to items related to the idea that other learners are better at speaking. Such
results are in line with other studies. For instance, the effect of self-comparison on the
FLSA level was also highlighted in Sonmez and Kurtoglu’s study (2021), specifically in
the qualitative part. Similarly, Messadh’s (2010) work found that most students have a
high level of FLSA due to low self-confidence and competitiveness. This interpretation of
the current study’s results supports Horwitz et al.’s (1986) theory about foreign language
anxiety, which decreases self-confidence and deprives learners of comfortable
communication.

Overall, the results of the present study showed a moderate level of FLSA
concerning psychological and physical response. However, there were specific items with
high scores. For instance, regarding psychological response, students are very anxious
when they forget everything they know due to nervousness and confusion in front of an
audience. Horwitz et al. (1986) mentioned that communication apprehension can occur
when speaking with other students or professors and in front of the class. Hence, students
seem unconfident and nervous due to speaking in front of an audience. Continuing about
nervousness, the quantitative results showed that students are nervous and unconfident

while speaking with both native and non-native English-speaking professors. Yentiirk and
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Dagdeviren-Kirmizi (2020) studied different FLSA levels in the class with native and non-
native instructors. They expected to see higher level of anxiety in the class with native
instructor. However, in line with the current study, the participants felt anxious in classes
with both native and non-native professors. Similar results were found in Bozavli and
Gililmez’s (2012) and Han et al.’s (2016) studies. The possible explanation for these results
can be that teachers’ native language does not play a vital role in comparing with other
anxiety-provoking sources.

According to Didipu et al. (2021), sharing thoughts and speaking in a foreign
language is challenging for some students with communication apprehension. Moreover,
in some situations, it may be followed by physiological reactions like trembling and heart-
pounding. The quantitative results showed a high level of FLSA in items related to
physical responses. In the qualitative part, fourth-year students also mentioned that their
hearts beat fast when speaking or presenting something in front of the class. They noted
that the potential of such a physical reaction may be the fear of failure or being ridiculed
by other students. They also worried that they could forget words. This aligns with Wilang
and Thanh’s (2018) study, which indicated that students with high FLSA levels had fast
heartbeats due to forgetting words. Overall, regarding the second source related to
psychological and physiological responses, many disturbances, such as nervousness,
confusion, panic, feeling overwhelmed by rules, trembling, and heart-pounding make
students unconfident about speaking. According to Sari (2017), these disturbances are
caused by communication apprehension, which increases anxiety levels. Interestingly,
students mentioned that they had speaking challenges due to fear of negative evaluation, so
it seems that communication apprehension and fear of negative evaluation are interrelated.

Language complexity is a third source of FLSA in the current study. Students have

a low level of anxiety, which means that students do not see learning grammar rules as
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challenging or confusing. Although the quantitative results of the current study did not
demonstrate a high level of anxiety due to language complexity, in the qualitative part,
students mentioned that they were anxious when they had grammatical and logical errors
in their speech when they were in the second course. Similar results were found in Marzec-
Stawiarska’s study (2014), which found that students are worried when they have
problems with vocabulary, content, pronunciation, and fluency. One possible explanation
for the anxiety differences between the two groups of participants could be that, in the
second course, fourth-year students were more critical of themselves and focused more on
the form of their speeches than the content because, in their school years, teachers had
placed more emphasis on the form of the speech. Suleimenova’s (2013) statement supports
this explanation: “the focus of learning activity is on form rather than the overall meaning,
which is typical of Kazakhstani teaching methods” (p. 1865).

The Effect of Gender on Sstudents’ FLSA Level

The results showed that female participants experienced a higher FLSA (M = 3.22)
than male participants (M = 3.05). This finding is in agreement with several previous
studies (Cagatay, 2015; Oztiirk & Giirbiiz, 2013; Plyushko, 2018; Suparia et al., 2022). For
instance, McLean and Anderson (2009) found that females tend to feel a higher level of
general or trait anxiety levels. Similarly, Oztiirk and Giirbiiz (2013) found that “female
students got more anxious than male students while speaking English in classroom
atmosphere” (p. 663).

Three potential reasons may affect anxiety levels. First, female students may have
higher levels of FLSA due to self-evaluation or comparison and attitude. For instance,
Karatas et al. (2016) suggested that females feel higher levels of anxiety due to high
expectations of themselves related to learning achievements. Secondly, Plyushko (2018)

suggested that there is “a good possibility that girls are more studious, responsible and
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meticulous than boys in terms of studying” (p. 49). Third, unexpected and spontaneous
speaking may cause higher levels of FLSA because female students feel worried about
unprepared answers, potentially making mistakes, and receiving negative evaluations.
Both female and male participants did not report any reasons in the qualitative part.

In the current study, the results of the independent sample t-test on the connection
between gender and FLSA level revealed no significant effect. Similarly, Marzec-
Stawiarska (2014) found no significant effect of gender on FLSA level.

The Effect of School Type on Students’ FLSA Level

This study’s participants were from mainstream and specialized schools. The
means were compared, and it was found that students from mainstream schools
significantly feel a higher level of anxiety (M = 3.88, SD =.96). In comparison, learners
from specialized schools had a lower level of FLSA (M = 2.05, SD = .66). An
independent-sample t-test was also conducted to determine whether academic background
and the type of school students graduated from affect FLSA level. The results showed that
students’ school type has a statistically significant impact on FLSA levels. It means that
the type of school students graduated from affects the FLSA level in the current study.

Students from specialized school have more extended experience in studying in the
EMI context since they have gone through learning with non-native and native English
speaking teachers, improved their language proficiency, and got used to study in a
competitive atmosphere with high expectations and academic requirements for good
results. Hence, continuing study at EMI University with the strongest students from
different cities of Kazakhstan and other countries does not make them as nervous as it does
students from mainstream schools.

Students from mainstream schools seem to be stressed because of the need to

quickly adapt to learning in a competitive environment. For instance, in the qualitative
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part, fourth-year students mentioned that they felt they were already late and that other
students from the specialized schools had better academic performance. They also noted a
feeling of anxiety while speaking with English-speaking professors because it is an
unusual learning circumstance for them. Moreover, participants highlighted the difference
in perceptions of the professors’ role. Students from mainstream schools cannot behave
confidently with professors because they perceive them as authority, namely people with
academic power to evaluate and test. In contrast, students from specialized schools tend to
have strong self-esteem, act confidently, and communicate with professors freely. Hence,
it can be concluded that when the learning journey at one of the strongest Kazakhstani
EMI Universities begins, students from mainstream schools feel pressure and a high level
of anxiety for a certain time or years. However, such stressful conditions seem to boost
some mainstream school students’ motivation to enhance their language proficiency and
ability to express thoughts logically and effectively. For instance, one of the fourth-year
students mentioned that the realization that there were strong students from NIS and KTL
motivated him to become like them, progress in language development, and express his
thoughts grammatically correctly.

Overall, school type predicts participants’ high levels of FLSA. These findings
contradict Karatas et al.’s (2016) study, revealing that “high school differentiation does not
affect their foreign language speaking anxiety” (p. 386). Regarding the differences in
anxiety levels between mainstream and specialized school students, Kenishkhanova (2020)
found that students from mainstream schools have a low level of willingness to
communicate in English in STEM subjects. Possibly, this finding is more likely to happen
in Kazakhstan because of the divide in experiences. Overall, there is a lack of research that

is focused on the effect of school type on FLSA level. Hence, the current study suggests
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novel results and additional explanations of how and why school type affects anxiety

levels.

RQ2: What Strategies Do Fourth-Year Students Use to Reduce FLSA?

The previous chapter presented vital findings related to the types of strategies that
students use to deal with FLSA. This section describes fourth-year students’ experience
with LLS usage and discusses the most widely used strategies among the participants. In
the current study, Oxford’s (1990) taxonomy was adopted, as it was mentioned in the
previous chapter. It is subdivided into two types of strategies: direct and indirect. The first
type includes cognitive, memory, and compensation strategies. The second type consists of
metacognitive, social, and affective strategies.

Direct Strategies

Among the three strategies included in this group, the most widely used strategy is
cognitive. Six participants used techniques such as note-taking, outlining, and writing
down keywords. This result is in line with Rakhimzhanova’s (2022) work. She found that
participants used note-taking and translating. Note-taking seems to help participants feel
confident, as mentioned in Alina’s answer. Participants also mentioned that they prepared
their answers and rehearsed. Similarly, Chou (2018) and Milanrianto et al. (2023) found
that rehearsal and repeating were the most dominant strategies. It can be explained that
mastering new information and content by rehearsing, practicing, and repeating helps
learners to be more confident in themselves and deal with anxiety. Participants also
rehearse in front of the mirror before presenting their speech to the audience. Hence,
reviewing materials in that way helped them to overcome FLSA. This is in line with
Widhayanti’s (2018) study results. She found that students practice in front of a mirror and

record themselves.
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Memory is another cognitive strategy that participants used to decrease FLSA
levels. Oxford (1993) noted that utilizing memory as a strategy helps students keep and use
information when needed. It includes memorizing new information, using sound and
images, and repeating. Two participants (Aliya and Dana) mentioned using memory to
cope with FLSA. The essential note is that both learned the words and phrases that can be
used in daily speech.

Regarding the compensation strategy, only one participant used it. This strategy
helps students engage in speaking by getting help from the audience: professors and peers
(Oxford, 1990). Aliya, for example, said that when she forgets or does not know the
appropriate word, she asks for help by eye contact. By this answer, the student seems to
consider the classroom as a safe place where professors and peers can understand when
you are confused, forget words, or are unsure about translation. On the other hand, the fact
that other students did not report it may mean they do not wish to look unprepared.
Indirect Strategies

The current study found that eight students applied metacognitive strategies such as
self-regulation, evaluation, planning, and monitoring. The participants consciously work
on their mistakes, pronunciation, and the quality of their content. The students record their
speech to work on grammatical or pronunciation errors. This type of strategy boosts the
learners’ language. Based on the participants’ answers, they use selective attention
unconsciously: focus more on content than grammar and concentrate on errors to enhance
language development. Active use of metacognitive strategies has been found in some
previous studies (Lu & Lui, 2011; Noormohamadi, 2019).

Regarding affective strategies, positive emotions and motivations are vital in
dealing with FLSA, whereas “negative feelings may obstruct target language skills

improvement” (Widhayanti, 2018, p. 65). The current study found that students are aware
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of the importance of paying attention to emotions and attitudes. For instance, Altynai and
Darina changed their attitude related to making mistakes, arguing that English is not their
native language. They decreased their FLSA level with the help of positive statements for
themselves. Another participant, Zhanar, mentioned that she stopped treating the academic
environment as the most important thing in her life. Such devaluation is also an effective
strategy to deal with FLSA because it helps worry and stress less about academic
performance. Some previous studies found that students use the same affective strategies
(Razak & Babikkoi, 2014; Widhayanti, 2018).

Another widely used strategy is social, related to cooperation with friends or peers.
All ten participants said they liked learning and practicing their speech with friends and
peers. Communication is a part of social behavior (Oxford, 1990), so it is comprehendible
why all interviewees used it. More specifically, participants use two types of social
strategies: (1) asking questions and (2) cooperating with others. First, learners speak with
professors and often ask questions to overcome communication barriers and not be
nervous about talking to them. Second, students usually practice speaking with their
friends and peers because it helps them normalize mistakes and overcome a fear of
judgment. Additionally, Danial mentioned that he prefers receiving feedback from
professors or peers rather than self-evaluation. Some previous studies also found social
strategy to be the most effective (Yunus & Singh, 2014; Widhayanti, 2018).
Conclusion

To conclude, this chapter discussed and explained findings related to second-year
students’ FLSA level, its factors, and fourth-year students’ LLSs. The first question was
explored based on Horwitz et al.’s (1986) theoretical framework, specifically focusing on
the fear of negative evaluation and communication apprehension. The research revealed a

moderate level of FLSA, with the school type found to influence anxiety levels. The



66

interview responses of fourth-year students were used to provide a deeper understanding of
the quantitative results. In relation to the second research question, participants’ LLSs
were examined using Oxford’s (1990) taxonomy. The research unveiled the most
commonly employed strategy, namely the social strategy. Consistent with previous studies,
this research also demonstrated the usage of various LLSs to cope with FLSA.

The next chapter will conclude the study by summarizing the main findings and
explaining the novel contribution of the current research. It will also mention some
limitations, recommendations for students and university policymakers, and suggestions

for further studies.
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Chapter 6: Conclusion

The aim of this mixed-method study was to determine second-year students’ FLSA
levels and explore the experience of fourth-year students in dealing with FLSA with the
help of LLSs. Accordingly, the study addressed the two following research questions and
related sub-questions:

RQ1: What level of Foreign Language Speaking Anxiety do second-year Kazakhstani
students experience while speaking English in EMI classes?

Sub-questions:

a. Does gender affect the participants’ FLSA in class?

b. Does school type affect the participants’ FLSA in class?
RQ2: What strategies do fourth-year students use to reduce FLSA?

This chapter contains three sections: (1) summary of the main findings; (2)
strengths and limitations; (3) recommendations and implications. The first section
summarizes the key findings of the study, specifically about second-year students’ FLSA
level, factors that affect anxiety level and solutions as LLSs for solving FLSA level. The
second section describes strengths and limitations. The third section gives
recommendations for students who suffer from FLSA and for university policymakers. It

will make recommendations for further research.

Summary of the Main Findings

RQ1: Level of FLSA. Based on the quantitative findings, second-year students feel
a moderate level of FLSA. Although the overall level of FLSA was medium, students had
higher anxiety in specific situations. For instance, the highest FLSA levels were found
when students were both prepared and unprepared for a class and for professors’ questions.
The lowest levels of FLSA were found about being overwhelmed by grammatical rules

and studying to speak English.
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RQ1 was also interested in the difference in anxiety levels between students from
specialized and mainstream schools. Students from mainstream schools had a significantly
higher level of FLSA. Based on qualitative interview answers, this appeared to be because
that the students in mainstream schools had experienced less practice in speaking English
during their school years than the students from specialized. Hence, studying at EMI
University was something new and anxiety-provoking. The participants from mainstream
schools noted that it was more difficult for them to adapt to the EMI context than the
specialized school students with enough experience learning in such an environment.
During the interviews, the students also mentioned dissatisfaction with some professors’
special treatment and attitude towards specialized school students.

It was also revealed that the female students had a slightly higher level of FLSA
than the male students. Based on the qualitative results, the female participants are more
attentive and responsible for their speaking and well-prepared for the speech content. They
also mentioned that their FLSA level depends on their general emotional state. Although
there was a difference in FLSA level, gender was not significantly associated with it.

Overall, these findings suggest that studying in an EMI context is challenging and
anxiety-provoking for some students. Therefore, it is vital to explore students” FLSA
experience and consider it to create a more comfortable learning environment.

RQ2: LLSs to reduce FLSA. Based on qualitative results, the fourth-year students
had or still have FLSA and use different LLSs to deal with it. The LLSs were linked to
Oxford’s (1990) taxonomy, containing direct and indirect strategies. Based on the findings,
the most widely used direct strategy is a cognitive strategy, such as note-taking, outlining,
rehearsal, repeating, and writing down keywords. Next, participants often use the memory
strategy to learn by heart the words and phrases that can be used in daily speech. The third

direct strategy, the compensation strategy, was used only by one participant. The
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participant mentioned that she can get help from the audience when she forgets words or
does not know how to express her thoughts appropriately.

Regarding indirect strategies, the most widely used approach is social. The
participants found communication with professors, peers, and friends helpful. The students
tried to ask questions, receive feedback to speak with professors to overcome
communication barriers and practice speaking with friends where they feel safe even if
they make mistakes. Next, it was discovered that the participants use metacognitive
strategies, which include activities like self-regulation, evaluation, planning, and
monitoring. The participants mentioned that monitoring and working on their mistakes is
essential for their language program. The third strategy is affective related to supporting
themselves while making mistakes. The fourth-year students mentioned that they were less
anxious when they used self-talk and recognized that English is not their native language
and that having errors is acceptable.

Overall, the findings showed several LLSs that fourth-year students use, who have
experienced FLSA and know how to overcome it. Finding the most widely used and
effective LLSs that decrease anxiety levels is vital for students to have a more enjoyable

learning experience.

Strengths and Limitations

The current study has some strengths. First, as mentioned in the methodology
chapter, this study employed a mixed-method approach in order to gather rich data and
deeply understand the research problem (Creswell, 2014). This study used the explanatory
sequential design, which helped to collect quantitative data, revealing the second-year
students’ FLSA levels, and then collecting qualitative data to analyze and link to
quantitative results. This approach helped to provide a deeper analysis, explaining why

students have low, medium, or high levels of anxiety in certain speaking situations. Using
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two data collection instruments enabled the collection of more detailed and
comprehensible data: Horwitz et al.’s (1986) FLCAS helped to determine the students’
level of anxiety, while semi-structured interviews helped to understand participants’ inner
feelings and thoughts regarding anxiety and LLSs.

The next strength is the novelty of the research problem. Numerous scholars in the
Kazakhstani context have explored FLSA (Akshalova, 2019; Batyrova, 2021,
Kadyrbayeva, 2022; Omanova, 2023; Plyushko, 2018; Rakhimzhanova, 2022), but they
have investigated FLSA from the teachers’ and school students’ perspectives. Therefore,
the current study fills this gap, exploring second-year university students’ FLSA
experience and fourth-year students’ LLSs at one EMI University.

The study also has some limitations that other researchers should consider for
further research. First, the researcher’s site included only one EMI University, so the study
results cannot be generalized due to the small sample size. Exploring FLSA and LLSs in
different EMI Universities and comparing the results would increase understanding of
FLSA. Second, the current research discovered the effect of school type and gender on the
FLSA level. However, other potential causes can influence anxiety levels: type of major
and level of language proficiency. Third, the current study investigated only students’
perspectives. Conducting research from professors’ and other university stakeholders’
perspectives would be more insightful in gaining a holistic understanding of the research
problem. Fourth, some participants asked the researcher to do an online semi-structured
interview. Unfortunately, there were some problems with the internet connection, and this
disturbance may have affected how deeply these participants shared their experiences.
Recommendations and Implications

The study’s results indicate that school type affects students’ FLSA levels and

impacts how students perceive themselves. Thus, three recommendations for educational
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and school stakeholders can be given. First, teachers of mainstream schools should create a
fully English-speaking atmosphere during lessons so students can practice their foreign
language as much as possible. Mainstream school policymakers should increase the
number of hours of English language classes so that students can improve their language
proficiency. Second, educational or school stakeholders should develop support programs
that include workshops, language clubs, and counseling sessions for students. Third,
university policymakers should create short-term courses for 11th-grade students from
mainstream schools, providing insightful experiences in studying EMI context even for a
short time. By experiencing it, students can have realistic expectations about EMI’s
competitive environment and required language proficiency level and be ready for
upcoming challenges.

Some recommendations can be made for university stakeholders regarding
reduction of anxiety. These recommendations are supported and aligned with suggestions
that fourth-year students gave. First, university policymakers should open more speaking
clubs or permit students who want to open speaking clubs. However, these speaking clubs
should not be another competitive area. Learners need to feel safe and willing to
communicate, so university policymakers should rethink how to create a comfortable and
supportive atmosphere in speaking clubs. Second, professors should add more speaking
activities or presentation assignments to their curriculum. Learners can practice speaking
in a classroom and front of an audience, so it can positively influence decreasing FLSA
levels. Third, professors should be more empathetic, pay attention to students’ emotional
state, and create a positive environment. The findings demonstrated that professors play an
essential role in students’ academic lives, and professors’ negative attitudes, actions, and
feedback can increase FLSA levels. Hence, professors should create a more ecological and

friendly atmosphere in the classroom. Finally, professors should change the assessment of
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active participation because learners feel pressure to answer because they are afraid of
getting low marks. Thus, professors should rethink how to evaluate active involvement in a
classroom.

Regarding LLSs, students should receive strategy instruction related to their FLSA
issues. Specifically, they should learn to use cognitive strategies (note-taking, rehearsal,
outlining, and memorization) and social strategies (asking questions and cooperation with
others). It can be helpful to give instruction or teach how to use appropriate strategies so
students can easily deal with speaking challenges.

Additionally, fourth-year students gave some recommendations. First, language
skills and proficiency are vital to confidence when speaking. Hence, students with FLSA
should improve their language skills, including proper grammar, correct pronunciation,
and fluency. More specifically, one participant mentioned the Oxford Grammar Book to
develop grammar accuracy. Second, students should learn how to use Al and technology
that help them practice speaking. Participants mentioned Al tools like Alice and Siri. This
unusual and insightful strategy allows them to practice speaking alone in a safe place. It
can help learners with introverted personalities or who prefer learning by themselves.
Third, the participants suggested therapy because psychologists with much experience can
help learners feel better mentally. Notably, long-term therapy seems effective and builds
self-esteem.

Overall, these recommendations are helpful for three groups: students who suffer
from FLSA, mainstream school stakeholders, and university policymakers. Ultimately, it is
hoped that this study’s results, examined LLSs, and recommendations will be helpful for

students with FLSA who want to deal with anxiety.
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Reflection

This study is crucial for me because | experienced speaking challenges in my
bachelor’s years. It was interesting for me to explore what level of anxiety EMI University
students have because they have to talk to English in daily life. During my school and
bachelor’s years, I noticed that specialized schools’ students were more confident than
mainstream schools’ students when speaking English. Thus, I wanted to see if there is any
difference in anxiety levels between students from specialized schools and mainstream
schools. It was interesting to find that school type affects the FLSA level. Moreover, it was
essential for me not only to find anxiety levels but also to examine LLSs that can help
students deal with their speaking challenges. | am surprised and proud that students are

greatly aware of some effective LLSs that decrease their anxiety levels.
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Please kindly respond to each question. However, if you encounter any questions that you

find sensitive or uncomfortable, feel free to skip them:

a c w0 N oE

Op0Oip cypakka kayan OepyiHi3ai eTiHeMiH. /lereameH, o31Hi3a1 KeHOip cypakTapra

How old are you?

What is your year of study?

What is your major (studying program)?

Which type of school have you graduated from?
What was the language of your classroom instruction?
Kazakh

Russian

English

Mixed: Kazakh-Russian

Mixed: Kazakh-English

Mixed: English-Russian

Are you citizen of Kazakhstan?

CayannamaHbIH Oipinmi 0eJsimi

KarbicymbuiapabIH Keke iepeKkrepi

*ayan OepreHjie bIHFalChI3 CE31HCEHI3, OJIapFa jkayar OepMei, oTKi3im xibepe anachls.

1. XKacwigei3 Hemene?

2. HemriHmi KypcTa OKUCHIZ?

3. Ci3aiH MaMaHIBIFBIHBI3 KaHaak (OKy Oarmapiiamacsl)?

4. Ci3 kaii MekTenTi O1Tip/IiHI3?

5. Mekrente cadak KaHgail Tiiae 00IabI?

» Kazakmra

* Opsicia

¢ AFLUTIIBIHIIA
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* Apanac: Ka3akiia-opbIcIia
* Apanac: Ka3zaKuia-arbUIIIbIHIIA
* Apaac: arbUIIIBIHIIIA-0PbICIIA
6. Ci3 Ka3akcran azamatbIChi3 6a?
IlepBasi yacth onpoca
IlepconajibHbIe TaHHbIE YYACTHHKOB

HomanyﬁCTa, OTBETHTC HA Ka}K,I[Hﬁ BOIIPOC. O,Z[HaKO €CJIM BaM Hey,[[06HO OTBC€YaTh Ha

OIIpEZCIIEHHBIE BOIIPOCHI, BBl MOXKETE IIPOITYCTUTh UX, HE OTBEUAs HA HUX.
1. Cxonpko Bawm ner?

2. Ha xakom kypce yuurtech?

3. Kakast y Bac criennaiibHOCTB (TIporpamMmma oOydeHws)?
4. Kakyro mkonay Bsl okoHumnm?

5. Kakoii s3b1k 00y4eHus ObL1 B IKOIE?

» Kazaxckuit

* Pycckuit

* AHrnuicKuit

» CMEIIaHHbII: Ka3aXCKO-PYyCCKUI

* CMemaHHbIN: Ka3aXCKO-aHTJIMIUCKUI

» CMEIaHHBIN: aHTTINACKUN-PYCCKUIA.

6. Bel rpaxxnannd Kazaxcrana?
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Appendix C
Questionnaires

Adapted and brief version of Foreign Language Classroom Anxiety Scale (FLCAS)
(Horwitz et al., 1986) in English.

Instruction for FLCAS: Answer to the questions, using a range from “Strongly Agree” to
“Strongly Disagree”. Please tick only one response choice per question. Please answer

every question. However, you can skip sensitive questions.
Questions: 1 2 3 4 5

Strongly Agree Neither Disagree Strongly
agree agree disagree
nor

disagree

| am afraid that professors are ready to
correct every mistake | make during

speaking.

| am afraid that the other students will
laugh at me when | speak English in

the classroom

| don't worry about making mistakes

in speaking English in a classroom.

I worry about the consequences of
failing at speaking English in a
classroom.

| keep thinking that the other students
are better at speaking English than 1

am.

| feel confident when | speak English

in a classroom.

| always feel that the other students



speak English better than I do.

| never feel quite sure of myself when

I am speaking English in a classroom.

It embarrasses me to volunteer

answers in a classroom.

| feel overwhelmed by the number of
rules you have to learn to speak

English.

The more | study for speaking English
in front of the class, the more confused

| get.

I get nervous and confused when | am

speaking English in a classroom.

| tremble when | know that I'm going
to be called to speak English in front

of the class.

| start to panic when I have to speak
English without preparation in a

classroom.

I am not nervous speaking with a non-

native English-speaking professor.

I can feel my heart pounding when I'm
going to be called to speak English in

front of the class.

I am comfortable speaking around

native English-speaking professors.

During speaking English in front of
the class, | can get so nervous | forget

things 1 know.
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I get nervous when professors ask
questions which I haven't prepared in

advance.
Even if I am well prepared for a class,
| feel anxious about it.

| don't feel pressure to prepare very
well to speak English in front of the

class.
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Cayannama

[IeTen Tl CHIHBIOBIHAAFBI allaH Ay IIbUIBIK KanackiHbiH (FLCAS) (Horwitz et al., 1986)

Ka3aK TUTIHJET1 OSHIMICNTeH )KOHE KbICKApThUIFaH HYCKACHI.

FLCAS nyckaynbirsl: « ToJbIKTal KemiceMin» neH « ToJIBIKTai KemiceiMiny» apallbIFbIH

naiianansli, cypakrapra skayar O0epiHi3. Op cypakka Tek Oip jkayarl TaHJai anacelis.

Op0ip cypakka >kayarn OepyiHi3ai cypaiiMbI3. Jlerenmen, o3iHi3ai kelOip cypakTapra

»Kayan OepreHjie bIHFaChI3 CE31HCEHI3, OJIapFa JKayan OepMeid, OTKI31I kKi0epe amach3.

Cypaxrap: 1

TonpikTait

KeJIicEMIH

Ceiiney ke3inae
xibepreH ap0Oip
KaTeiriMal
npodeccopap
TY3€Tyre 1alblH

JIeTl KOPKaMBbIH.

CruIHBIITA
aFBUIIIBIHIIA
comiierenje, 6acka
OKYIIbLJIAp MaFaH
KYJeli et

KOPKaMbIH

MeH ChIHBINTA
arBUIIIBIH TUTIHJIE
cemneynae
KaTeIiKTep
KibepeMiH Aern

aJagIaMaiiMBIH.

MeH cpiabInTa

2

Kenicemi

H

3 4 5

Kemicnetimi  Kemicnetimi  TounbIkTai

H J€, H Keaicenmi
KeJrcneaiMm H
Ie



arBUIIIBIH TUTIHJIE
CoMen aaMay by
cayiapbl TypaJibl

aJaHJIaMBIH.

backa ctyaenTrep
aFBUIIIBIH TLIIHIE
MaraH KaparaHjaa
JKAKCBIPAK
comneial aemn

OMJIaNMBIH.

MeH chIHBINTA
arbUIIIBIH TUTIHJIE
CoOMIereH Ke3e
©31M/1 CEeHIM/II

Ce31HEMIH.

MeHn opkaran
0acka CTyICHTTEp
aFBUIIILIH TUTIH
MaraH KaparaHjaa
JKAKCBI
COMJIENTIHIH
ce3lHEeMiH.

Men cwIHBIITA
aFBUIIIBIH TUTIHIE
CelllereH Ke3ae
o31Me CeHIM/1

€MECIIIH.

ChIHBITITA EPIKTI
TYpAE *kayarn oepy
MeHi

BIHFAHUCBI3ABIKKA
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JKOJIBIKTBIPAIbI.

AFBUIIIBIH TUTIHIE
ceiieyeri KaxeT
epexenepaiy
KOIITIT1 MeHI

MYHaNTabl.

CBIHBINTHIH
aNJIbIHA
arbUIIIBIHIIA
ceilneyre kebipek
YHPEHIeH CailbIH,
MEH 1aTaca

OepeMiH.

Men cwIHbIITa
aFbBUIILIBIH TUTIHIE
colereHae
KOOQJDKBIII,
abapIpan

KaJIaMBbIH.

CBIHBINTHIH
aJIIbIHaa
arbUIIIBIHIIA
ceuieyre
IIaKbIPBLIATBIHBIM
IIBI Olnrenme
TUpUTICHMIH.
CreIHBIITA
JaNBIHIBIKCEI3
arBUIIIBIH TUTIHJIE
ceiliey Kepek

Ke31HJIe YpenaeHe
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OacTaliMBbIH.

AFBUIIIBIH TUTIHIE
COIeHTIH, Oipak
TyFaH Timi
aFbUIIIBIH EMEC
npodeccopMeH
COMJIECKEHIE MEH

KOG&H)KLIMaﬁMBIH .

CBIHBIITHIH
aJABIHAA MEHI
aFbUIIIBIHIIA
ceuieyre
HIaKBIPFaH/IA
KYperim
Typceuiaen

TYPFaHBIH CE3EMiH.

MeH TyFaH Tini
aFBUIIIBIH T1T1
KEJeTIH
npodeccopiaapMeH
ceiulecyre

BIHFAMIBIMBIH.

CBIHBINTEIH
aJlIbIHIa
arBUIIIBIH TUTIHJIE
CeljIereH Ke3ae
MEH KaTThI
KOOAJKBIII, O1JIETIH
HopcenepiMIi

YMBITHIN KETEMiH.

[Tpodeccopnap

aJIIbIH ajia
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NanbpIHaAIn
KoMMaraH
CypakTap/ibl
KouraHjga

KOO KBIIIMBIH.

Cabakka »aKchl
JadbpIHAAJIcaM Jia,
MEH KATThI

alaHIauMBIH.

MeH cBIHBIT
aJIbIHaa
arbUIIIBIH TUTIHJIE
OTC KAKChI
ceuneyre
JTaWbIHIATY YIIIH
KBICHIM

KOpMEHMiH.
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AIL&HTHpOBaHHaﬂ M COKpalICHHaA BEPCUS MIKAJIbI TPEBOXKXHOCTH B KJIACCE NHOCTPAHHOT'O

s3eika (FLCAS) (Horwitz et al., 1986) Ha pycckom si3bIKe.

Nucrpykuus FLCAS: OtBeTbTe Ha BONPOCHI, UCIONb3YsI BapuaHThl OT «lloaHOoCThIO

cornacen» 110 «IlonHocThio HE cornacen». Ha kaxplil BOIIpoc BbI MOXKETE BHIOpATh

TOJIBKO OJIMH OTBET. [lokamyiicTa, OTBEThTE Ha KaXK/IbIil Bopoc. OHAKO €CJIh BamM

Hey,I[O6HO OTBCYATh HAa OIMPEACIICHHBIC BOIIPOCHI, BbI MOXETE ITPOITYCTUTh UX, HC OTBCYAA

Ha HHUX.

Bomnpocsti:

borocsk, mpodeccopa
TOTOBBI UCITPABUTH
KKJIyI0 MOIO OIIHOKY
BO BpEMsI pa3roBopa
Ha aHTJTUHACKOM

SA3BIKC.

4 6orock, UTO IpyTHE
yYeHUKH OyIyT
CMESITBCS HaJI0 MHOM,
KOTJIa s TOBOPIO TI0-

AHTJIMHICKU B KJIacce.

$1 He OECIIOKOIOCH O
TOM, YTO JIOITYIIY
OIIMOKH TIPH
pasroBope 1o-

AHTJIUKUCKU B KJIacce.

MeHs 6eCIIOKOST

I[HonHOCTRHIO
coriacex

(cormacHa)

2
Coriacen

(cormacHa)

3

Hu
COrJIaceH,
HU

HCCOIJIaCCH

4

He

COrJIaCCH

(He

corjacHa)

5

ITonHOCTRIO
HE
corjaceH
(ne

corjacHa)



MMOCJIEICTBUSA, €CIIH S
HE CMOTY TOBOPHUTH
IIO-aHTJINICKHU B

KJ1acCce.

S nmponoirkato
IyMaTh, YTO Apyrue
CTYJI€HTBI JIy4Yllle
rOBOPAT I10-

aHTJIUUCKH, YEM 4.

S uyBcTBY1O ce0s
YBEPEHHO, KOT1a
TOBOPIO MO-aHITMHCKU

B KJIacCCe€.

MHe Bcerma kaxkercs,
YTO JIPYTU€ CTYACHTBI
TOBOPAT I10-
AHTJIMHCKY JTyYlle,

4HEM 4.

5] HUKoTrMa He
YyBCTBYIO ce0s
JIOCTaTOYHO
YBEPEHHO, KOT1a
TOBOPIO MO-aHTITUHCKU

B KJIaCC€.

Mens cmymaer
JTO0OPOBOJIBHO J1aBaTh

OTBETHI B KJIaCC€.

Mens omenomisier
KOJIMYECTBO IPABUIL,
KOTOPBIM HY’KHO

HAy4HUThCS, YTOOBI
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TOBOPUTB I10-

AHTJIUHUCKHU.

Yewm OombIiie s yIych
TOBOPUTH I10-
AHTJIMHCKU TIepen
KJ1aCCOM, TEM OOJIbIIIE

51 3allyThIBAOChb.

51 HepBHUYaIO U
cOMBAIOCH C TOJIKY,
KOIJ]a FOBOPIO I0-

aHTJIMICKY B KJlacce.

S npoxy, Korza 3Haro,
YTO MEHSI BBI3OBYT
TOBOPUTbH I10-
AHIIMMCKY TIepen

KJIaCCOM.

S1 maumHaro
ITaHUKOBATh, KOrjaa
MHC HpI/IXO}II/ITCﬂ
TOBOPHTH I10-
aHTJINICKHU Oe3
IIOATOTOBKHU Hepeﬂ

KJIaCCOM.

Sl He HepBHUYALO,
pasroBapuBas ¢
npoeccopom, IS
KOTOPOTO aHTJIMHUCKUI
A3BIK HE SIBIISIETCS

POJIHBIM.

51 4yBCTBY1O, KaKk

KOJIOTUTCS MOEC
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cepjlle, Korjaa MeHs
BbBI3BIBAIOT FOBOpI/ITI)
MO-aHTJIMHCKY TIEpe]]

KJIaCCOM.

MHue koMpOopTHO
olwaTbest ¢
npodeccopamu,
HOCHUTEJISIMU

AHTJIUUCKOIO SA3bIKA.

["'oBOpst mo-aHTIUIICKH
nepe Kiaccom, s
MOTY TaK HEpBHHUYATb,
4yTO 3a0BIBAIO TO, YTO

3Haro.

51 HepBHMUAlO, KOT' /1A
IIpEnoaaBaTenn
3aJal0T BOIIPOCHI, K
KOTOPBIM 5 HE

TOTOBUIJICA 3apaHEC.

Jaxe eciu s XOpoILo
MOJITOTOBJIEH K YPOKY,

s BOJIHYIOCb.

51 He uyBCTBYIO
HEOOXOIMMOCTH
XOpOIIO TOTOBUTHCS K
pasroBopy Io-
AHTJIMHCKY TIepeT

KJIaCCOM.
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Appendix D
The first section part of the interview

Personal data of participants

Please kindly respond to each question. However, if you encounter any questions that you

find sensitive or uncomfortable, feel free to skip them:

a c w0 N oE

How old are you?

What is your year of study?

What is your major (studying program)?

Which type of school have you graduated from?

What was the language of your classroom instruction?

Kazakh
Russian
English
Mixed: Kazakh-Russian
Mixed: Kazakh-English
Mixed: English-Russian

6. Are you citizen of Kazakhstan?

7. Please leave your phone number

Cyx0atTbIH Oipinmi 0emximi

KaTblcyHIbI.]'IapI[bIH KEKe nepeKTepi

OpOip cypakka xkayar OepyiHi3/i eTiHeMiH. JlereHMeH, 03iHi3/11 Keilip cypakTapra

*ayan OepreH/ie bIHFalChI3 CE31HCEHI3, OJIapFa jkayar OepMeid, oTKi3im xibepe anachls.

1. XKacwige13 Hemmene?

2. HemriHmai KypcTa OKUCHIZ?

3. Ci3aiH MaMaHIBIFBIHBI3 KaHIal (OKy OarmapiiamMachl)?

4. Ci3 kaii MekTenTi OiTipaiHiz?

5. Mexrente cabak Kaumau Tijige 00Ja61?

» Kazakmra

* Opeiciia
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o AFBUIIIBIHINA

* Apanac: Ka3zaKuia-opbIciia

* Apanac: Ka3akia-arbUIIIBIHIIIA
* Apasac: arbUIIIBIHIIA-OPBICIIIA
6. Ci3 Kazakcran azamatbichI3 0a?

7. TenedoH HEOMIPIHI3I KalAbIPYbIHBI3/bI CYpaMBbI3:

IlepBasi yacTh MHTEPBBIO
IlepconajibHbIe TaHHbIE YYACTHHKOB

[ToxkaiyiicTa, OTBEThTE Ha KaXAbIl BOmpoc. OHAKO eCi BaM HEeyJ00HO OTBEUYaTh Ha

OIPEJIETICHHBIE BOMPOCHI, BBl MOXKETE MPOIYCTUTh UX, HE OTBEYAsl HA HUX.
1. Cxonbko Bam net?

2. Ha kakoMm Kypce yuuTech?

3. Kakas y Bac cnenuanbHOCTh (MporpaMma o0yueHus)?
4. Kakyro mkoisry Ber okoHunn?

5. Kakoii a3b1k 00yueHust 6bu1 B 1kose?

» Kazaxckuit

* Pyccknii

* AHIIMICKUI

* CMenIaHHbIN: Ka3aXCKO-PYCCKUM

* CMeLIaHHBII: Ka3aXCKO-aHTJTUHCKUMA

* CMEIIaHHbIN: aHMTMICKUI-PYCCKUIA.

6. Bel rpaxknannn Kazaxcrana?

7. Iloxainyticra, ocTaBbTE CBOM HOMED TesedoHa:
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Appendix E
The second part of the interview
Interview Protocol — English language

In order to simplify our note-taking, | would like to record our conversations today.
To be clear, only researchers working on the project will have access to the audio-
recordings, which will be finally destroyed once transcribed. You also have to sign a
document created to satisfy our standards for subject requirements. This agreement states
that: (1) all information will be kept confidential; (2) your participation is voluntary, and
you may stop at any moment if you feel uncomfortable.

This interview is scheduled to last approximately 30 minutes. | am looking to learn

more about language learning strategies that can enhance students’ academic performance

on campus and help educators to improve their teaching strategies.

Researcher:
Time:
Place:
Participant:
Please kindly respond to each question. However, if you encounter any questions that you
find sensitive or uncomfortable, feel free to skip them.
1. Do you feel confident in speaking English in classroom at University? If yes/no,
why?
2. Could you share examples of specific language learning strategies you employ to
boost your confidence in speaking English?
3. Have you ever had English speaking challenges?
4. What kind of solutions do you use to deal with English speaking challenges?

5. How do you feel yourself during speaking English in front of your peers?
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6. Do you engage in any preparation methods that help deal with negative emotions
before answering in English language?

7. How do you prioritize or select language learning strategies to use when faced with
English speaking challenges? Are there certain strategies you find more effective
than others?

8. Do you seek support or guidance from teachers and peers when dealing with
English speaking challenges? How does this support impact your confidence in
using English language?

9. What advice or recommendations would you give to other language learners who
struggle with English speaking challenges?

10. How can your lessons be more effective to help students improve their speaking

ability at University?

Probes:

e How Professors can help to deal with English speaking challenges?
e How curriculum can be improved to reduce English speaking challenges?

e How institution can help to deal with English speaking challenges?

How technologies can improve your speaking skills in English?
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HNHTepBBIOAIH eKiHlIi 00iMi

Interview Protocol — Kazakh language

Kayanmapwiysi30vl dcasvin any yuiin cizoiy Keniciminizoen ouxmogoHobl
Konoanamvin boaamels. byn ayouo-sicaszbanapea mex olivimu 3epmmeymMeH HCYMbic
icmetimin 3epmmeyuti @aHa Ko scemimoi 601aobl, 6APILIK AYOUO JHCIHE KAed3 dHca3oanap
MPancKkpunyusdau Ketiin sscoivliaovt. Ciz evlivimu 3epmmeyoiy CmaHoapmmapbl
OolbIHWA Jicacangan Kenicimee Kol KotoblHbl3 Kepek. byn kenicim bouvinwa. (1) 6aprvlk
aknapam Kynusi cakmanaovl, (2) KamulCyblHbl3 epikmi dcaHe 03iHi301 dHCalichbl3 ce3ineeH

ofcasdaﬁda, Ke3 KeJlceH yakblmma uHmepebiodi moxKmama auiacsls.

by cyx6at mamamen 30 MUHYTKa CO3bUTaIbl. MEH OChl HHTEPBBIO aPKbLIBI
CTYJEHTTEPAIH KaMIyCTaFrbl OKY YJIT€piMiH apTThIPATHIH KOHE MYFaIIIMIEPTe OKBITY
CTpaTerusiapblH )KaKcapTyFa KOMEKTECETIH TUT YHPEHY CTpaTerusuiapbl Typaibl KeOipek

OLIrIM KeJeal.

3epTreyumi:
Y aKpITHI:
OTKI31JI€TIH OPHBIL:
KaTtpicymibr:
OpOip cypakka kayan OepyiHi3ai eTiHeMiH. [lereHmen, o31HI311 KeHOip cypakTapra
kayan OepreHjie bIHFalChI3 CE31HCEHI3, OJIapFa JKayar OepMeid, oTKi3iI xkKiOepe amachi3.
1. VauBepcuteTTe cabak Ke3iH/e aFbUIIIBIH TUTIHIE CONUIIETeH Ie 031H13/I CEHIM/I1
cesineci3z 6e? Erep uo/’xok 6osca, Here?
2. AFPBUIIIBIH TUTIH/AE COMIIEYTE IETCH CeHIMIUTIKTI apTTHIPY YIIiH KOJTaHATHIH
apHaibl TUT YHPEHY CTpaTerusIapbIHbIH MBICAIIAPBIMEH Oeice anacel3 6a?

3. AFBUIIBIH TUTIHAE COWIEY Ke3iHAe KUBIHIBIKTAp 00aIsl Ma?
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Ceiiniey KUBIHIIBIKTAPBIMEH KYPECY YIIIiH KaHJIal CTpaTerusiap bl KOJIAaHaChI3?
['pynmanactapbIHBI3ABIH aNABIHAA aFBUIIIBIH TUTIHAC COIMIeY Ke3iHe 031HI3I1
Kajail ce3inecis?

AFBUILIBIH TUTIH/E jKayar OepMec OYpBIH JKaFbIMChI3 SMOIMIIAPMEH Kypecyre
KOMEKTECETIH JaWbIH/IBIK 9IiCTepiH KoJIJaHachl3 6a?

AFBUIIIBIH TUTIHIE COMICY KUBIHIBIKTAPBIMEH OeTIe-0eT KeNreHae Tijl YHpeHy
CTpaTerusuiapblH Kajail Tannaiice3? backanapra kaparanaa THIMIIPEK AeTT
caHaiThIH Oenrini O6ip cTparerusuiap 6ap ma?

Ceilniey KUBIHIIBIKTapbI O0JIFaH Ke3/1e MYFAIIIMJIEP MEH TPYITaTacTapbIHbI3bIH
KOJIJIaybIH KyTeci3 6e? byt konmay ci3/iH aFbUIIIBIH TUTIH MaigananyFa JereH
CeHIMIHI3re Kanaii acep eremi?

AFBUIIIBIH TUTIHJE COMICY KUBIHIBIKTAPBIMEH KE3/IECIT, OTapbl IICITyTe
TBIPBICATHIH 0acKa TiJl YipeHylIiiepre Kanaail KeHec HeMece YChIHbICTap aiTap
e/1iHi3?

YHHUBEpPCUTETTE CTYIEHTTEP/IIH Coiyiey KaOlleTiH KaKcapTy YIIiH,
cabaKTapbIHBI3IBIH TUIMIIPEK OTY1 YIIH KaHAal e3repicTep KaKeT O0IybI

MYMKiH?

Koceimina cypaxrap:

e [Ipodeccopnap aFpUIIIBIH TUTIHIET] COMIICY KUBIHIBIKTAPBIHBIH MOCEIIECIH
HIenryre Kajgai KeMeKTece anajbl?

e  AFBUIIIBIH TUTIHJETI COINIey KUBIHIBIKTAPBIH a3aiTy YIIIiH OKYy OarqapiamMachiH
Kanaii )xakcapTyra 6onaasi?

¢ AFBUIIIBIH TUTIHJET COilNiey KUBIHIBIKTAPHIMEH KYpeCcyre YHUBEPCUTET Kasaii

KOMeEKTece ajagnl?
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e TexHonorusumap Ci3iH arbUIIIBIH TUTIHE COUNEY AaFIblIapbIHbI3AbI Kanai

KakcapTa ajnaibl?
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Bropasi yacTh HHTEPBLIO

Interview Protocol — Russian language

C sawezo coznacus mol 6y0em UCNONL308AMb OUKMOPOH O/ 3aNUCU BAULUX
omeemos. Imu ayouozanucu 6y0ym 00CMynHvl MOJLKO UCCe008aAMmenio, pabomaruemy
HAO HAYYHBIM UCCIe008AHUEM, BCe AYOUO- U OYMAICHbLE 3ANUCU NOCIE MPAHCKPUNYUU
0y0ym yHuumoodceHvl. Bol 0ondicHvl noonucamo coenautenue, 0CHOBAHHOE HA CMAHOAPMAX
HayuHwvlx ucciedosanuil. [lo smomy coenawenuro: (1) ecs ungpopmayus 6yoem xpanumocs
6 maiine; (2) sawe yuacmue s61semcs 000POBONbHbIM, U 8bl MONCEME NPEKPAMUMD

UHmMepBbIo 8 N10O0U MOMEHM, eciu NOYyecmeyeme ceds HeKOMpOPMHO.

DT0 UHTEPBBIO MPOIUTCS 0KOJI0 30 MUHYT. B 3TOM MHTEPBBIO 51 XOTEN OBl y3HATH
00JIbIIIE O CTPATETUSAX U3YUEHUS SI3bIKA, KOTOPhIE MOTYT YJIYUIIUTh YCIIEBAEMOCTh

CTYACHTOB B KaMITyCC U IIOMOYb YYHUTCIIAM YIIYUIIHUTb CBOU CTPATCTHUU ITPCIIOAaBaHU.

HUccnenoBarens:
Bpewms:
Mecro:
YyacTHHK:
[Toxanylicta, OTBEThTE Ha KaXK bl Borpoc. OJTHAKO €clii BaM HEYJJOOHO OTBEYaTh Ha
ONpeIeICHHBIE BOIIPOCHI, BBl MOKETE MPOIYCTUTh UX, HE OTBEYAsl Ha HUX.
1. UYygsctByeTe i1 BBl ce0s1 yBEPEHHO, pa3roBapuBasi O-aHTIUHCKHA BO BpeMs 3aHSATHI
B yHHBepcuteTe? Eciu na/HeT, To moyemy?
2. Moskere 11 BBl IOJEIUTHCS TPUMEPAMU KOHKPETHBIX CTPATErHil H3YUYCHHUS SI3bIKA,
KOTOpPBIC BBI HCIIOJIB3YETe, YTOOBI IIOBBICHTH YBEPCHHOCTH B pa3roBOpe Ha
AHTJTUHCKOM SI3BIKE?

3. Ectp 11 y Bac mpobaemsl ¢ 00IIeHHEM Ha aHTIIHICKOM SI3bIKe?
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Kakwue cTpaTeruut Bbl HCIIONB3YyeTe, YUTOOBI CIIPABUTHCS C PEUEBBIMH TPYAHOCTSIMU?
Uto BBI UyBCTBYETE, KOTJ]a TOBOPUTE MO-aHTIUICKH Mepe]] OJHOKIACCHUKAMU?
Hcnonp3yere U BB IPUEMBI IOATOTOBKH, KOTOPBIE TIOMOTYT BaM CIIPABUTHCS C
HETaTUBHBIMH SMOLIUSMH TI€pe]l OTBETOM Ha aHTIHICKOM SI3bIKe?

Kaxk BbI BeIOMpaeTe CTpaTeruio U3y4eHuUs S3bIKa, KOTJa CTAIKHBAETECH C
TPYAHOCTSMH B OOILEHNH MO-aHTHiicku? ECTh 11 onpeieieHHbIe CTpaTeruu,
KOTOpbIE BBl cuuTaere Oosnee 3¢ (HheKTUBHBIMU, YeM apyTue?

Oskuaere JId Bbl OJJICP’KKH OT CBOMX YUYHTENEH M OJTHOKIACCHUKOB, KOT/a y Bac
BO3HHKAIOT TPYAHOCTH ¢ peubto? Kak 3Ta mojaep:kka BIUSET Ha Baly
YBEPEHHOCTh B MCIIOJIb30BAHUHN AHTJIMHCKOTO SI3bIKA?

Kakoii coBeT uiu mpeiiokeHue Bbl Obl JaJId APYTHM W3YYAIOLIUM S13bIK, KOTOPBIE
CTAJIKUBAIOTCS C TPYAHOCTSMU B PA3rOBOPHON PEUYH MO-aHTIIUICKH U TIBITAIOTCS UX
pemuTs?

Kakue namMeHeHns MoryT noTpe0doBaThCs JUIsl YIIyUIIeHNs] pa3TOBOPHOM peun

CTYJICHTOB B YHUBEPCHTETE, UTOOBI ClIeNaTh 3aHITUs OoJiee 3PPEeKTUBHBIME?

I[OHOHHI/ITCJ'IBHBIC BOIIPOCHI.

e Kaxk npernogaBaTesn MOTYT ITOMOYb C TPYIHOCTSIMH PEUH B aHTITUHCKOM
SI3BIKE?

e Kak MOXHO yIy4IIUTh Y4eOHYIO IPOrPaMMYy, YTOOBI YMEHBIIUTH TPYIHOCTH C
PEUYbI0 B AHTJIMICKOM SI3bIKE?

e Kak YHMBEPCHTET MOXET ITOMOYb C PEUECBBIMH TPYTHOCTSIMH B aHTJTUHCKOM
SI3BIKE?

e Kak TeXHOJIOTMH MOTYT YJIyYIIUTh BaIll HABBIKKA PA3rOBOPHOM pedn Ha

AHTITMICKOM A3BIKE?
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Appendix F
Informed Consent Form
(survey)
Examining Undergraduate Students’ English Language Speaking Anxiety and
their Strategy Use at an EMI University in Kazakhstan.

You are invited to participate in a research study on Foreign Language Speaking Anxiety
(FLSA) in the context of Kazakhstan. This study will seek to reveal the first-year student’s
FLSA level as well as fourth-year students” LLSs that help them to deal with anxiety.
Participating in this study, you would make a valuable contribution to the development of
literature in the research about students’ speaking challenges in a foreign language, FLSA
and LLSs in the context of Kazakhstan.

You are invited to participate in a survey, where you will be asked to answer 21 questions
about your feelings in class while speaking English. Your participation will take
approximately 15-20 minutes. Your participation is entirely voluntary, and you will have
total freedom to end your involvement at any time.

Regarding risks and benefits, the risks associated with this study are minimal. Anonymity
is guaranteed because personal identifiable information will not be collected. Any details
about your experience will not harm your reputation. Additionally, interview questions are
designed in a way that prevents any psychological harm. Regarding the benefits, even
though you will not directly profit from the participation, it's anticipated that your
involvement will expand the research literature in the field about foreign language
speaking challenges, FLSA and LLSs in the context of Kazakhstan.

Please be aware that your decision to engage in this project after signing this form is
voluntary, and you have the right to stop participation any time. You have the right to
decline to answer specific questions. The findings of this research project may be
presented at scientific conferences or published in scientific publications.

If you have any questions, please, contact the Master’s Students
mariya.shorman@nu.edu.kz, +7(705) 707-48-35 or the supervisor Bridget Goodman,
bridget.goodman@nu.edu.kz, +7 (702) 181-02-64.

If you have any concerns or general questions about your rights as a participant, please,
contact the NUGSE Research Committee, resethics@nu.edu.kz.

Please sign this consent from if you agree to participate in this study.

Signature: Date:
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®opma UndopmupoBannoro CorJiacust
(ommpoc)
HccnenoBanue pa3roBoOpHoii TPEBOKHOCTH CTY/I€HTOB DaKkajiaBpuara,
roBOPSIIINX HA AHTJIMIICKOM SI3bIKe, M X CTPATeruu 1o MPeo10JIeHUIO B

yuuBepcutere EMI B Kazaxcrane.

Bawm npennaraercst npuHATH y4acTHE B UCCICAOBAHUH 10 TEME TPEBOKHOCTh MPHU
pa3roBOpe Ha MHOCTPAHHOM SI3bIKE U CTPATETUU U3YUYeHUs A3bIKa B KOHTeKcTe Kazaxcrana.
OT10 uccnenoBanue OyeT HAMIPABJICHO HA BBISIBICHUE YPOBHS TPEBOKHOCTHU MIPH
pa3roBope Ha MHOCTPAHHOM SI3bIKE Y CTYJIEHTOB MIEPBOTO Kypca, a TAK)Ke CTpaTEeruu
I/ISy‘-IeHI/ISI A3bIKa CTYIIGHTOB ‘ICTBepTOI‘ (0] Kypca, KOTOpBIC IIOMOT'arOT UM CHpaBJIHTbCSI C
TpeBOFOfI. y'—IaCTBYSI B OTOM HCCJICJOBAHHNH, Bbl BHECCTC H€HHBII71 BKJIaJ B paSBI/ITl/Ie
JUTEPATYPHI 110 UCCIICTOBAHHUIO TTPOOJIEM pa3rOBOPHOM peUH CTYIEHTOB HA HHOCTPAHHOM
sI3BIKe B KOHTeKkcTe Ka3zaxcrana.

Bawm npeanaraercst IpuHATH y4acTue B OIpoOCe, e BaM OyAeT NpeasioKeHO
OTBETUTH Ha 21 BOMpOC 0 BalIMX YyBCTBAX B KJIACCE, BO BPEMs pa3roBOpa Ha aHIJIMICKOM.
Baue yuactue 3aiimer npumepHo 15-20 MunyT. Baie ygactue siBiasieTCsl HOJIHOCTBIO
TO0OPOBOJIBHBIM, M Yy Bac OyeT mojiHasi cB000/1a MPEKPATUTh CBOE yUacTHe B J11000e
BpeMmsl.

Pucku, cBA3aHHbBIE C 9TUM UCCIIEJOBAHUEM, MUHUMAJIbHBI. AHOHUMHOCTD
rapaHTHpYeTCsl, OCKOJIbKY JINYHasg uHpopManus He Oyaet codpana. JIrooble
NOJIPOOHOCTH O BalllEM OIBITE HE MOBPEAT Ballel pemyTtanuu. Kpome toro,
COCTaBJIEHHBIE BOIIPOCHI HUKAKUM 00pa3oM HE MPEAO0CTaBAT ICUXOJIOIMUecKuid Bpea. Yto
KacaeTcsl IPEeNMYIIECTB, 1aKe HECMOTPSI Ha TO, YTO Bbl HE MOJIyUUTE MPSIMOI BBITOJIBI OT
y4acTusl, OKUAAETCA, YTO Ballle y4acTUE PACHIMPUT HCCIEA0BATEIbCKYIO JINTEPATYPY B
o0nacty npo0JieM BIIaZIeHNUss HHOCTPAHHBIM SI3bIKOM, TPEBOXKHOCTH IIPU Pa3roBOpe Ha
MHOCTPaHHOM $I3bIKE U CTPATETUH U3Yy4EHHUs sA3bIKa B KOHTeKcTe Ka3axcraHa.

OOparuTe BHUMaHUE, YTO Ballle PEIIEHUE YIaCTBOBATH B 3TOM MIPOEKTE MOCIIE
MOJITMCAHUS 3TON (POPMBI ABISETCS J0OPOBOJILHBIM, U Bbl UMEETE MPAaBO MPEKPATUTh
y4dactue B J1000e BpeMs. Bbl iMeeTe mpaBo 0TKa3aThCsl OTBEUATh HAa ONPE/ICIICHHbBIE
BOIPOCHL. Pe3ynbTaThl 3TOro NCCiea0BaTeNbCKOro MIPOEKTa MOTYT OBITh PE/ICTaBIECHbI Ha
HaYYHbBIX KOH(QEPEHIMAX U OMyOJUKOBAHbI B HAYYHBIX U3/IaHUSIX.

Ecnu y Bac octaimch BOIPOCHI, MOKETE 00PATUTHCS K CTYICHTY-MaruCTpaHTy
mariya.shorman@nu.edu.kz, +7(705) 707-48-35, wiu kyparopy padotsl Bridget
Goodman, bridget.goodman@nu.edu.kz, +7 (702) 181-02-64.



117

Ecnu y Bac ecTh Kakue-1100 COMHEHUS HITH OOIIMEe BOIPOCH O BAIlIUX MPaBax Kak
y4acTHHKa, TIoXKaiyiicra, cBsokutech ¢ Mccnenoarensckum komuterom NUGSE Research
Committee, resethics@nu.edu.kz.

[Toxanyiicra, MOANMWIINTE 3TO COTJIACHE, €CIM BBl COTJIACHBI YYacTBOBAaTb B 3TOM
UCCIIEJOBAaHHU.

IMoamuce: Jara:
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AKnaparThl KeJiciM ¢popmacsl
(cayaanama)
Ka3zakcrangarsl EMI ynuBepcuTeTiHaeri 0aKkajgaBpuar CTyIeHTTePiHiH
arblIIIbIH TUTIHAE coiljiey aJIaHAayIbLIbIFbI MEH OJIAPABbIH TiJl YHPeHy
cTpaTerusijiapbiHa 3epTTey.

Ci3ni Kazakcran KOHTEKCTIH/IE Ka3bUIbII KaTKaH 11eTeN TUIIHAE ceilieyre
IaHIAYIIBUTBIK YKOHE TUII YHPEHY CTPaTETUsCHIH Naijanany OOWBIHIIIA 3epTTEyTe
KaTBICyFa IMaKbIpamMbI3. byt 3epTTey OipiHIi Kype CTyICHTTEPiHIH MIETeN TUTIH/ES
ceilyieyre aJlaHIayIBLIBIK JCHTeHiH, COHAAN-aK TOPTIHII KypC CTYIEHTTEPIHIH
Ma3achI3JIbIKIIEH Kypecyre KOMEKTECETIH TUI YHPEHY CTpaTerusapblH aHbIKTayFa
ThIpbIca/ibl. OCBI 3epTTEyre KaTbica OTHIPHII, ci3 Ka3zakcTaH KOHTEKCTIHAET]
CTYACHTTEPIH LIET TUTIH/E COMICY KUBIHIBIKTAPHI )KOHE Ti YHPEHY CTpaTerusiiaphbl
KalIbl 9Ie0neTTep CaHbIH KOOSHTYTe KYH/IBI YJIeC KOCACHI3.

Ci3ni cayanmnaMmara KaTbiCyFa makbipambi3. CayaHamaja Ci37ieH ChIHBITITa
aFBUIIIBIH TUTIHJE COMJIETeH Ke3/IeT1 TYBIHIaUThIH ce31MIepiHi3 Typabl 21 cypakka kayan
Oepy cypanazsl. Ci3[iH KaThICybIHBI3 maMaMeH 15-20 munyTThl anaasl. Ci3aig
KATBICYBIHBI3 TOJIBIFBIMEH €PIKTI ’KOHE Ci3 Ke3 KeJT'eH yaKbITTa KaThICYBIHBI3Ibl TOKTATYyFa
TOJIBIK €PKIH/IIKKE He O0JIachI3.

Toyekenaep MeH apTHIKIIBUIBIKTAPFA KATBICTHI OCBI 3epTTEyTe OalIaHbICTHI
ToyeKemiep oTe a3. AHOHUMIUTIKKE Kemiaik Oepineni, cebedi xeke akmapar
sxkuHanmanael. Ci3iiH 3epTTeyae OepreH KayanTapblHbI3, Ke3 KeITeH MAIIMETTED Ci3iH
OenemniHizre HyKcaH kenTipmenai. CoHbIMEH KaTap, Cyx0aT cypakTaphl eIl
MICUXOJIOTHSUIBIK 3UsSH OepMeiii. ApTHIKIIBUIBIKTapFa KeJIeTiH 0oJicak, ci3 KaTbicyJaH
TIKEJIeH Mmaii1a TarnmacaHpl3 J1a, Ci3/IiH KaThICybIHBI3 Ka3akcTaH KOHTEKCTIHACT MEeT
TUTIH/IE CONIey KUBIHIBIKTAPHI )KOHE T YUPEHY CTpaTerusuiapbl CalachIHAAFbl 3ePTTEY
oneOueTTepiH KeHeUTe Al Ien Ky Tty e.

Ocpl kemniciM opMachiHa KOJI KOMBUTFaHHAH KeHiH Ci3/1iH jk00ara KaThICy Typabl
MIENTMIHI3 €pIKTI €KeHIH KOHE KaThICY bl K€3 KEJITeH YaKbITTa TOKTaTyFa KYKBIFBIHBI3 Oap
eKeHiH eckepiHi3. benrimi 6ip cebenrepmen keibip cypakTapra xayan OepyneH 6ac
TapTyFa KYKBIFBIHBI3 O0ap. ByJ1 FEUTBIMU KYMBICTBIH KOPBITBIHIBLIAPHI FHUTBIMU
KOH(epeHIMsIap/ia YCHIHBITYBI HeMece FhUIBIMU OachUIbIMAApIA KapHsIaHybl MYMKIiH.

Erep cypakrapbIHbI3 00Jica, MATUCTP CTYICHTIMEH HEMECE KYMBIC JKETEKITICIMEH
OaiiyaHpIca anachl3: CTyIeHT - mariya.shorman@nu.edu.kz, +7(705) 707-48-35 »xoHe
*)yMbIc jkerekmrici Bridget Goodman, bridget.goodman@nu.edu.kz, +7 (702) 181-02-64.
Katbicymsl peTineri KYKbIKTapbIHBI3Fa KaTBICTHI KaH 1Al J1a 0ip cypaKTapbIHBI3 HEMece
JKAJTITBI CYPaKTapbIHBI3 00JICa, FRUTBIME 3ePTTEY KOMUTETIMEH OaiiTaHbpIca alachi3:
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NUGSE Research Committee, resethics@nu.edu.kz.

Ochl 3epTTEeyTe KaThICyFa KeliciM OepceHi3, OChI KeliciMre KOJI KOWBIHBI3.

Kou: Kyn:
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Appendix G
Informed Consent Form
(interview)

| invite you to participate in my research study. I am a Master student from
Nazarbayev University. The study aims to examine first-year students’ emotions during
speaking English in a classroom and what strategies fourth-year students use to feel
comfortable speaking English in front of the class. Students from EMI University are the
main population of the study. | invite you as a possible participant because you are fourth-
year student who is studying at an EMI University.

You will be asked to answer some questions about speaking English experiences
and language learning strategies. The responses will be audio-recorded with your consent
because they will be utilized in additional analysis. While you are responding to the
questions, we can take notes if you prefer not to be recorded.

Your participation in this study is voluntary. Although questions are not intended to
be of a sensitive nature, if at any point you do not wish to answer a question you may
decline to respond. All of the information (audio-recordings, notes), will be deleted if you
decide to leave the project at any moment.

Your participation will require approximately 30 minutes. There are minimal risks
associated with participation in the study. We intend to take all required measures to
safeguard your confidentiality in order to protect you from the potential risks. We will use
a pseudonym/nicknames instead of your name and instead of the name of the university on
the interview transcript. The transcripts will be kept in a password-protected area of the

computer. At the end of the research project, all files will be deleted.

You will receive no direct benefits from participating in this research study.
However, your responses may help the research team learn more about foreign language
speaking challenges and language learning strategies that can create effective learning

process.

If you have any questions, please, contact the Master’s Students
mariya.shorman@nu.edu.kz, +7(705) 707-48-35 or the supervisor Bridget Goodman,
bridget.goodman@nu.edu.kz, +7 (702) 181-02-64.

If you have any concerns or general questions about your rights as a participant, please,
contact the NUGSE Research Committee, resethics@nu.edu.kz.

Please sign this consent from if you agree to participate in this study.
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Signature: Date:
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®opma UndopmupoBannoro CorJiacus

[Tpurnamiato Bac MpUHATH yyacTHe B MoeM HccienoBanuu. S maructp HazapOaes
Yuusepcurera. Llenbro uccnenoBaHus SIBISETCS U3YYEHUE SMOLIMI CTYAEHTOB-
NIEPBOKYPCHUKOB BO BPEMS Pa3roBopa Mo-aHTJIMNUCKH B KJIACCE U KaKUE CTPAaTEeruu
UCIIOJIb3YIOT CTYA€HThI YETBEPTOr0 Kypca, YTOObl 4yBCTBOBAThH ce0s1 KOM(OpPTHO,
pasroBapuBas 1o-aHrimicku nepen kiaccom. Cryaentsl Yuusepcurera EMI cocrasnstor
OCHOBHYIO 4aCTh MCCJIEOBaHUsA. Sl MpUIIIamaro Bac B KA4€CTBE BO3MOKHOI'O YYaCTHHUKA,

MOTOMY YTO BbI CTYZICHT YETBEPTOro Kypca ynusepcurera EMI.

Bawm Oyzer npeanoxkeHo OTBETUTh Ha HEKOTOPbIE BOIPOCHI 00 ONBITE pa3roBopa Ha
AHTJIMICKOM M CTpATeTusiX n3ydeHus s3bika. OTBETHI Oy Iy T 3amrcaHbl Ha TUKTO(OH ¢
BallIero COrJlacus, MOCKOJIbKY OHU OyayT MCIIO/Ib30BaHbl B AalbHeleM aHanuse. [loka
BBl OTBEYAETE HA BOIPOCHI, Mbl MOYKEM JI€1aTh 3aMETKH, €CIIM Bbl IPEINOYUTAECTE HE

3allMCbIBATHCA HA I[I/IKTO(I)OH.

Bamie yuacTtre B 3TOM HUCCII€JOBAaHUH SBISETCS JOOPOBOJIBHBIM. B HHTEpBBIO HET
BOIIPOCOB JIEJIMKATHOTO XapaKTEPa, HO €CJIM B KAKOW-TO MOMEHT Bbl HE 3aXOTUTE OTBEYATH
Ha KOHKPETHBIE BONPOCHI, BBl MOKETE HE 0TBe4aTh. Best nHpopmanus (ayquo-3amnucy,

3aMeTKHn) OyJeT y/aieHa, €CaH Bbl peIIuTe MOKUHYTh MPOEKT B JIFOOOH MOMEHT.

Bamre yuactue 3aiiMeT okoi0 30 MUHYT. PHCKH, CBSI3aHHBIE C YYaCTHEM B
HCCJICJ0OBaHUN, MUHHUMAJIbHBI. M1 HaMCPCHBI IPUHATH BCC HGOGXOI[I/IMI)IC MCPBI 1JIA
3alIUThI Bamen KOH(i)I/I}IeHHI/IaJ'II)HOCTI/I, YTOOBI 3allIMTUTH BaC OT MOTCHUHWAJIbHBIX PHCKOB.
M&1 OyieM HCIoIb30BaTh MCEBIOHUM/TIPO3BHIIIA BMECTO BAIlIETO MMEHU M Ha3BaHUS
yHUBepcuTeTa. TpaHCKPHIITHI BallIMX OTBETOB OY/yT XPaHUTHCS B 3aLIUIICHHON ITapoJieM
obnactu koMnbroTepa. [Tocie OKOHYaHHS HCCIIeI0BAaTEIbCKOI0 MPOoeKTa Bee (aitmsl OyayT

yIQJICHBI.

BbI He nomy4nTe HUKAKON MPSMON BBITO/IbI OT YYacTHsl B 3TOM HUCCIIEOBAaHUM.
OpHakKo Baly OTBETH MOTYT IOMOYb UCCIIE0BATENILCKOM IpyMIe y3HaTh O0JIbIIE O
npo0JieMax, CBSI3aHHBIX C PEUbI0 HA NHOCTPAHHOM SI3BIKE, U O CTPATErUSIX U3YUECHHUSI
A3bIKa, KOTOPBIE MOTYT CO3/1aTh 3P(EKTUBHBIN Mpoliecc 00ydeHus.

Ecnu y Bac octainch BOpoCkl, MOXKETe 00paTUTHCS K CTYIEHTY-MaruCTpaHTy

mariya.shorman@nu.edu.kz, +7(705) 707-48-35, wiu xypaTopy padots! Bridget
Goodman, bridget.goodman@nu.edu.kz, +7 (702) 181-02-64.
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Ecnu y Bac ecTh Kakue-1100 COMHEHUS HITH OOIIMEe BOIPOCH O BAIlIUX MPaBax Kak
y4acTHHKa, TIoXKaiyiicra, cBsokutech ¢ Mccnenoarensckum komuterom NUGSE Research
Committee, resethics@nu.edu.kz.

[Toxanyiicra, MOANMWIINTE 3TO COTJIACHE, €CIM BBl COTJIACHBI YYacTBOBAaTb B 3TOM
UCCIIEJOBAaHHU.

IMoamuce: Jara:
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AKnaparThl KeJiciM ¢popmacsl

MeH ci3zii MEHIH 3epTTey KYMBICHIMa KaThICyFa maKsipaMbiH. Men HazapOaes
YHUBEpPCUTETIHIH MaruCTPAHTHIMBIH. 3epTTey OipiHII KypC CTYJCHTTEPiHIH CHIHBIITA
aFBUIIIBIH TUTIHIE COMIICY Ke31HAET] AMOIUSIAPBIH KoHE TOPTIHII KypC CTYSHTTEPIHIH
CBIHBII AJIJIBIH/IA aFbUILIBIH TIT1HJIE €pKiH COMIey YIIIH KaHAal CTpaTerusuiap bl
KOJIZJAaHATBIHBIH 3epTTeyre OarbiTTanrad. EMI yHUBepCUTETIHIH CTYJCHTTEp1 3epTTeYIiH
HET13r1 TOObI 00JIbIN Ta0bUIaAbl. MEH C13/11 BIKTUMAaJI KaThICYLIbl PETIH/IE IIaKbIPaMBbIH,

eiTKeHi ¢i3 EMI yHuBepcUTETIHIE OKUTHIH TOPTIHIII KypC CTYACHTICI3.

CizzieH aFbUILIBIH TUTIHAE coiyey Taxipubeci MeH Tii yipeHy cTpaTerusuiapbl
TypaJibl KeHOip cypakTapra sxayarn Oepy cypanazsl. XKayanrap ci3fi KemiciMiHi30eH
nukTo(oHFa ska3pUIa b, ce0ell oJiap KOChIMINIA Tajaay ia naiaanansuiagsl. Erep
KayanTtapAblH AMKTO(OHFa Ka3bUIMAybIH KaJIaCaHbI3, 013 XKayanTapbIHbI3bI Kara3 OeTiHe

’Ka3aThIH 0OJIAMBI3.

Ci3miH OCBI 3epTTeyre KaThICYbIHBI3 epikTi. CypakTap ce3iMTai cumarTta 0oryra
apHaJIMaraHbIMEH, K€3 KEJITeH YaKbITTa CypaKKa »kayan OepriHi3 Keiamece, kayan oepyaeH
0ac TapTybIHBI3 MYMKiH. Ke3 KereH yakpITTa )k00a1aH MIBIFY/IbI MICIICeHI3, OapIIbIK

aknapar (ayauo xaszbanap, xazoanap) >KOUbLUIAIbI.

Ci3ntiH KaThICYbIHBI3 IIaMaMeH 30 MUHYTTHI KaXKeT eTe/ll. 3epTTeyre KaTbICyMeH
0aiiaHbICTHI €H a3 Tayekenzep Oap. bi3 ci3ni ockl ToyekennepieH Kopray YIIiH jKoHe
CI3/TIH KYMUSUTBUIBIFBIHBI3ABI CAKTAY YIIH OapiblK KQXKETT] IIapagapabl KaObUTIaiMBbI3.
3epTTey KYMBICHIHBIH TPAHCKPUITIH/E C13/11H aThIHbI3/bIH OPHBIHA )KOHE YHUBEPCUTET
aTaybIHBIH OpHBbIHA 0acKa JIaKal aTThl KOJIJaHaMBbI3. TPaHCKPUIITTEP KOMIBIOTEPIIH KYMHUs
ce30eH KopFaFaH aiMarbIH/a CaKTalIa bl 3epTTey KOOACHIHBIH COHBIH/IAa OaPIIBIK

dainaap KoMbLIaIbl.

Ochl 3epTTEyre KaThICYIaH Ci3Te TIKeNeH maiaa »oK. JlereHMeH, ci3aig
JKayanTapblHbI3 3€pPTTEy TOOBIHA IIET TUTIH/E COUIeY KUBIHABIKTAPhl MEH TUIM/II OKY
YZI€piCiH Kypa aJlaThIH TiJ1 YHPEHY CTpaTeTusuiapbl Typajbl KeOipek Oiryre KoMeKTecyi
MYMKIH.

Erep cypakrapbIHbI3 00Jica, MATUCTP CTYICHTIMEH HEMECE KYMBIC JKETEKITICIMEH
OaiiyaHpIca anachi3: CTyIeHT - mariya.shorman@nu.edu.kz, +7(705) 707-48-35 xoHe
*)yMbIc jkerekmrici Bridget Goodman, bridget.goodman@nu.edu.kz, +7 (702) 181-02-64.

Karbicymsl peTiHieri KYKbIKTapbIHBI3Fa KaTBICTBI KaH 1Al J1a 0ip CypaKTaphIHBI3 HEMece
JKAJIITBI CYPaKTapbIHBI3 00JICa, FRUTBIME 3ePTTEY KOMUTETIMEH OaiiTaHbICca alachi3:



125

NUGSE Research Committee, resethics@nu.edu.kz.

Ocsl 3epTTeyre KaThiCyFa KemiciM 6epceHi3, OChl KemiciMre KOJl KOWBIHBI3.

Kour: Kyn:
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Question:

Can you please tell
me about yourself a
little bit?

What school did you
graduate from?
What was the
language of
instruction at
school?

Do you feel
confident in
speaking English in
classroom at
University? If
yes/no, why?

Appendix H
Interview Coding Sample

Answer: Initial Coding
Okay, | am 4" year

student, SSH, my

major is Math.

State school in
Semey Kazakh
Kazakh

If we take a scale of  Confident
10, then | probably
feel confident at 8,
because there is
anxiety that the
answer is not on
topic, and the
professor may think
“what is he saying?
This is not an
answer to the
question.” I also
have problems with
grammar and
vocabulary. In terms
of vocabulary, 1
often forget ordinary
common words
because | have good
academic English, 1
focus more on it, but
| forget simple
words. But what |
noticed is that
professors also make
mistakes, especially
in our department,
where it is STEM,
there is little need to
talk a lot, so over
time, my fear of
speaking began to
disappear.

Problems with
grammar and
vocabulary

Focus Coding

Level of

Confidence

Speaking

challenges
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Could you please
share examples of
specific language
learning strategies
you employ to boost
your confidence in
speaking English?

Have you ever had
English speaking
challenges?

What kind of
solutions do you use
to deal with English
speaking
challenges?

| don't know much
about strategies. |
personally have
problems with
speaking, depending
on how much |
understand this
topic. For example,
there was a
Reservoir
engeenering course,
in which you had to
defend a
presentation, and
you weren’t allowed
to use your notes, so
| tried to understand
the topic well and
remember all the
information,
practiced with
friends, check if they
understood how |
explained, but
Public Speaking
course was allowed
by notes, so |
prepared an Outline
in advance. |
prepared key notes
of the main thoughts
that I would like to
tell.

Yes, sometimes |
forget words and
cannot express
thoughts perfectly.
Sometimes | have
grammatical
mistakes.

If there are easy Look for answers in
errors, then | quickly books or on Internet
check in my head,

but if it is a complex

topic and error, for

example, Future in

the Past, | already

look for answers in

books or on the

Internet to find out

Practising with friends

Note-taking

Grammar and
vocabualary issues
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Social strategy

Cognitive Strategy

Speaking
Challenges

Metacognitive



How do you feel
yourself during
speaking English in
front of your peers?

Do you engage in
any preparation
methods that help
deal with negative
emotions before
answering in English
language?

How do you select
language learning
strategies to use
when faced with
English speaking
challenges? Are
there certain
strategies you find
more effective than
others?

Do you seek support
or guidance from
teachers and peers
when dealing with
English speaking
challenges? How
does this support
impact your
confidence in using
English language?

how to use it
correctly.

| feel okay, but |
often want to see
their reactions to my
speech. For instance,
if they smile or have
an eye contact with
positive face
expression, | feel
myself confident.
Just prepare speech

Confident

Self-management and

or answer in
advance. self-control
| think practicing Speaking with friends

with friends is
helpful.

Audience’s emotions
as a support

Yes, | am waiting
for support, and |
think this is very
important. Let's say
| had a presentation
assignment on
engineering. The
professor sat
emotionless and it
was unclear to me
whether | was
coping well or
poorly. I really
appreciate the
feedback from the
audience because
this is real live
interaction. For
example, when you
sit at home and

Feedback

Level of

Confidence

Metacognitive

Social strategy

Support

Social
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What advice or
recommendations
would you give to
other language
learners who
struggle with
English speaking
challenges?

How can your
lessons be more
effective to help
students improve
their speaking ability
at University?

record your
conversational
speech, you are
almost always
dissatisfied, because
you are most often
critical of yourself.
It is better to hear
feedback from an
independent person,
for example,
feedback from a
professor or friends.
| recommend
students to take
language courses at
the foundation.
These courses really
help. 1 also
recommend taking
courses in the
humanities, as they
often practice
speaking. For
example,  am a
mathematician
myself, but in my
first year | took a
Linguistics course.

I guess professors
should be more
polite and respect
self boundaries. For
example, in my
major there are some
professors, who can
criticize not only our
answers, speech, but
also how we look or
how we walk.

Took language
courses

Be polite and respect
self boundaries

Suggestions

Suggestions
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Appendix |
Interview Transcription Sample

Interviewer: Can you please tell me about yourself a little bit?

Participant: | am from the Kordai village, Zhambyl region, | studied there from the 3rd
grade, before that I studied in Kyrgyzstan. Now I’m 4" year student, my major is
Computer Science.

Interviewer: What school did you graduate from?
Participant: Ordinary state school in a village.

Interviewer: What was the language of instruction at school?
Participant: Kazakh

Interviewer: Do you feel confident in speaking English in classroom at University? If
yes/no, why?

Participant: Less than in the 1% and 2™ courses, but I still sometimes forget words due to
anxiety, sometimes I can’t formulate sentences correctly. But now I feel more confident,
there are fewer moments when | feel anxious. But compared to the Russian language, in
English I still feel anxious. When | speak Russian, I am more confident, it is a comfortable
language for me.

Interviewer: Could you please share examples of specific language learning strategies you
employ to boost your confidence in speaking English?

Participant: | stopped paying attention to grammar, now | focus more on content.
Previously, when | was often worried and anxious, | took notes, prepared answers in
written form, and repeated them.

Interviewer: Have you ever had English speaking challenges?
Participant: Yes, sometimes | forget words.
Interviewer: How do you feel yourself during speaking English in front of your peers?

Participant: It depends on my mental state at that time. If [ generally don’t feel very well
that day, I’m not in the mood, or I’'m anxious about something that doesn’t relate to
English and the subject, it can affect how | perform, how I feel myself during speaking.
When | generally feel good, then there are no problems with speaking.

Interviewer: How do you select language learning strategies to use when faced with
English speaking challenges? Are there certain strategies you find more effective than
others?

Participant: I don’t have specific strategies and didn’t consciously choose strategies to
solve my anxiety problem, it all somehow happened naturally. Maybe because | started to
be surrounded by English-speaking environment. I also think my job played a role. As
soon as | started working, | stopped treating my studies as the center of the universe, |
stopped worrying a lot about grades and subjects.
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Interviewer: Do you seek support or guidance from teachers and peers when dealing with
English speaking challenges? How does this support impact your confidence in using
English language?

Participant: I’'m not expecting it, but it’s like a nice bonus, if someone listens to me and
nods their head, it makes it clear that the person is listening to me and understands what
I’m talking about. For me now the main thing is to be understandable to the audience.

Interviewer: What advice or recommendations would you give to other language learners
who struggle with English speaking challenges?

Participant: | recommend think in English. It was difficult to learn mathematics in
foundation year. | studied the topic first in Russian, then in English. Then I realized that |
needed to retrain my brain to English, the problem was that I always thought in Russian. |
tried to think in my head in English. | also started listening to podcasts in English, reading
books, and felt confident in my language level, so my anxiety began to go away.

Interviewer: How can your lessons be more effective to help students improve their
speaking ability at University?

Participant: | think there is pressure for students from state schools. It is more difficult for
us to adapt since there are many new things, and everything happens simultaneously. It
seems that everyone here is better than you. You feel like you are already late, so anxiety
increases. We had a subject in which students from NIS and KTL were singled out because
they had experience in programming, and these students only communicated with each
other. It would be better if professors treated everyone equally and allowed students to
interact with each other during class. However, this does not apply to all subjects and does
not apply to all professors. This is the experience that | had in my 1st course.
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Factor Analysis
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Component
Survey statement 1 2 3

1. I am afraid that professors are ready to correct ,884 -,196 -,241
every mistake | make during speaking.

2. | am afraid that the other students will laugh at me ,869 -,159 -,212
when | speak English in the classroom

3. ldon't worry about making mistakes in speaking ,7182 -,486 275
English in a classroom.

4. 1 worry about the consequences of failing at ,829 -,050 -,234
speaking English in a classroom.

5. | keep thinking that the other students are better at ,885 -,264 -,126
speaking English than | am.

6. | feel confident when I speak English in a ,760 -,493 175
classroom.

7. | always feel that the other students speak English ,891 -,284 -,156
better than | do.

8. | never feel quite sure of myself when | am ,895 -,108 -,200
speaking English in a classroom.

9. It embarrasses me to volunteer answers in a ,786 ,285 ,015
classroom.

10. | feel overwhelmed by the number of rules you , 764 -,070 -,276
have to learn to speak English.

11. The more | study for speaking English in front of ,906 -,092 -,269
the class, the more confused I get.

12. 1 get nervous and confused when | am speaking ,912 ,101 -,084
English in a classroom.

13. I tremble when | know that I'm going to be called ,825 412 ,081
to speak English in front of the class.

14. | start to panic when | have to speak English ,856 425 ,049
without preparation in a classroom.

15. 1 am not nervous speaking with a non-native ,745 -,399 ,306
English-speaking professor.

16. I can feel my heart pounding when I'm going to be ,845 436 ,067
called to speak English in front of the class.

17. 1 am comfortable speaking around native English- 74 -,359 ,361
speaking professors.

18. During speaking English in front of the class, | ,859 371 ,085

can get so nervous | forget things | know.
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19. I get nervous when professors ask questions which ,708 484 -,002
I haven't prepared in advance.

20. Even if I am well prepared for a class, | feel 778 ,394 , 117
anxious about it.

21. | don't feel pressure to prepare very well to speak ,460 ,103 779

English in front of the class.




Appendix K

Paired t-test

Significance

One-Sided p Two-Sided p

Pair 1 | feel overwhelmed by the <,001 ,002
number of rules you have to
learn to speak English. - |
don't feel pressure to
prepare very well to speak
English in front of the class.
Significance
One-Sided p Two-Sided p
Pair 1 | feel overwhelmed by the <,001 <,001
number of rules you have to
learn to speak English. & I
start to panic when | have to
speak English without
preparation in a classroom.
Significance
One-Sided p Two-Sided p
Pair 1 | feel overwhelmed by the <,001 <,001
number of rules you have to
learn to speak English. & |
start to panic when | have to
speak English without
preparation in a classroom.
Significance
One-Sided p Two-Sided p
Pair 1 | feel overwhelmed by the <,001 <,001

number of rules you have to
learn to speak English. & |
get nervous when professors
ask questions which 1
haven't prepared in advance.
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Significance
One-Sided p Two-Sided p
Pair 1  The more I study for <,001 <,001
speaking English in front of
the class, the more confused
| get. & I get nervous when
professors ask questions
which I haven't prepared in
advance.
Significance
One-Sided p Two-Sided p
Pair 1  The more | study for <,001 <,001
speaking English in front of
the class, the more confused
| get. & | start to panic
when | have to speak
English without preparation
in a classroom.
Significance
One-Sided p Two-Sided p
Pair 1  The more | study for <,001 <,001
speaking English in front of
the class, the more confused
| get. & Even if | am well
prepared for a class,
| feel anxious about it.
Significance
One-Sided p Two-Sided p
Pair1  The more | study for ,001 ,002

speaking English in front of
the class, the more confused
| get. - I don't feel pressure
to prepare very well to
speak English in front of the
class.
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