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Abstract 

Using a foreign or second language in class can be a harrowing experience for some students. They 

may fear negative evaluation from teachers and peers, doubting their own ability to successfully 

communicate their intended meaning in a language less familiar than their mother tongue, and 

consequently resort to using less risky vocabulary and grammatical constructions in their output – 

or simply remain silent. If debilitating language anxiety causes students to hold back in discussion, 

their motivation could be at risk, possibly adversely affecting their attitudes towards language and 

learning as well as their notions of themselves as potentially successful learners. The purpose of this 

qualitative field study was to explore teachers’ perceptions and experiences of Foreign language 

anxiety, FLA, among students participating in oral discussion activities in the Swedish upper-

secondary school subject of English, and how they adapt their teaching to help reduce the perceived 

anxiety among their students. Semi-structured interviews were conducted with two teachers from 

one school. The results indicated that speaking alone in front of the class is considered the most 

anxiety-provoking situation to students, and that classroom interactions with teachers and peers 

could plausibly either increase or reduce FLA, depending on their characteristics. Furthermore, 

getting students used to talking in a supportive and friendly atmosphere may help students relax and 

reduce their levels of FLA in the classroom. Finally, this study suggests that an increased awareness 

of FLA is needed, since it appears to be hard to notice in class and rarely discussed among teachers. 
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1. Introduction 
Using a foreign or second language in class can be a harrowing experience for some students. They 

may fear negative evaluation from teachers and peers, doubting their own ability to successfully 

communicate their intended meaning in a language less familiar than their mother tongue, and 

consequently resort to using less risky vocabulary and grammatical constructions in their output – 

or simply remain silent. If debilitating language anxiety causes students to hold back in discussion, 

their motivation could be at risk, possibly adversely affecting their attitudes towards language and 

learning as well as their notions of themselves as potentially successful learners. In its general aims 

and guidelines, the curriculum for Swedish upper secondary school, gy11, emphasizes that teaching 

should enable students to work not only independently, but also “tillsammans med andra och känna 

tillit till sin egen förmåga” ‘together with others and feel confident in their own ability’ (Skolverket, 

2011, p. 9)1. A similar credo can be found in the teaching aims for the subject of English, which 

underscores the importance of enabling the students to feel confident enough to use English 

language for general communication and interaction purposes: 

 

Undervisningen i ämnet engelska ska syfta till att eleverna utvecklar språk- och omvärldskunskaper så att de 

kan, vill och vågar använda engelska i olika situationer och för skilda syften. “The education in the subject of 

English shall aim for the students to develop knowledge of language and their surrounding world, so that they 

can, will and dare to use English in different situations and for various purposes.” (Skolverket, 2011, p. 53) 

 

According to the ideas of Lev Vygotsky, presented in Patsy M. Lightbown and Nina Spada 

(2013), development of knowledge can be seen as the result of social interaction, from the 

participation in a negotiation of meaning with others. Language and thinking are, viewed from this 

perspective, two sides of the same synonymous coin: a tool for communication that we may use 

both internally, in our mind when we think, and externally, in the exchange of meaning with others. 

This exchange takes place in what Vygotsky depicts as the Zone of Proximal Development, where 

scaffolding from the input of others helps learners attain new levels of knowledge (p. 118). In the 

light of this theory of learning, if students are hampered or silenced by debilitating anxiety, cut off 

from negotiation and left stranded outside the collective Zone, unable to participate in language 

teaching classroom interaction, they will not be able to develop their language proficiency and 

communicative skills accordingly. This notion corresponds with interactionist theories like the 

affective filter hypothesis, presented by Stephen Krashen (1982) as a continuation of the seminal 

work of Burt & Dulay, which depicts how emotional states such as anxiety may distort or even 

                                                           
1 All translations of quotations from the national curriculum are made by the author of this essay. 
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sever the access to comprehensible input, and consequently also interaction and language learning 

(pp. 30-32). Removing obstacles that prevents or limits their part-taking in foreign language class 

activities should therefore be considered a vital pedagogic concern for any teacher mindful of their 

students’ successful language development. Research has indeed generally shown that moderate and 

high levels of Foreign Language Anxiety, FLA, has a negative impact on language achievement 

(Cakıcı, 2016, pp. 118-119; Jin et al., 2017, p. 108; Subekti, 2018b, p. 28), and improved 

knowledge on this specific anxiety and successful anxiety-reducing strategies could consequently 

enable teachers to potentially help students learn their target language more effectively. 

 

This introduction, where the aim, disposition and research questions of this essay are presented, 

is followed by a theory section, accounting for the foundation of previous research on which this 

study rests. Next, the methods and materials used in this study are detailed, after which the research 

findings are presented, analyzed and discussed. Finally, the conclusion offers a summary and 

suggestions on future areas of research. Throughout this essay, the abbreviations FL, FLA and EFL 

will be used for Foreign Language, Foreign Language Anxiety and English Foreign Language 

respectively. Even though FLA influences all forms of second or foreign language classroom 

communication, this essay will focus mainly on anxiety connected to the use of the speaking skill, 

which generally has been highlighted as the most anxiety-inducing form of language use, from the 

perspective of students (Horwitz et al., 1986, p. 132; Young, 1990, p. 546; Landström, 2017, p. 20). 

 

1.1. Aim and research questions 

The purpose of this qualitative field study is to explore teachers’ perceptions and experiences of 

FLA among students participating in oral discussion activities in the Swedish upper-secondary 

school subject of English, and how they adapt their teaching to help reduce the perceived anxiety 

among their students. By raising awareness of this phenomenon and identifying measures that can 

be taken to reduce its impact, this knowledge can help facilitate the English language teaching 

classroom communication and language acquisition of Swedish upper secondary school students. 

The aim of this study is to illuminate the following research questions: 

• From a teacher's perspective, how may learner foreign language classroom anxiety manifest 

itself during English speaking activities in a Swedish upper secondary school context? 

• How do teachers perceive that EFL teaching could be designed and adapted in order to help 

prevent or reduce potential language anxiety among their students? 
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2. Theoretical background 
This section constitutes the theoretical framework for this essay, and is subsequently divided into 

four subsections: anxiety and foreign language learning, where anxiety is defined and its bearing on 

language learning discussed; anxiety-provoking situations and classroom interaction, accounting for 

research findings on typical sources and situations when FLA may arise, and how peers and 

teachers affect anxious students; designing a low-anxiety language teaching environment, 

presenting approaches that research suggest will enable less anxiety-provoking FL teaching; and 

finally, research on FLA in a Swedish context, which presents recent Swedish studies on FLA. 

 

2.1. Anxiety and foreign language learning 

The concept of anxiety is by no means a recent idea. Charles Spielberger and Eric C. Reheiser 

(2009) explains that it was addressed in writings by Hippocrates back in the days of Ancient 

Greece, roughly two and a half millennia ago, and has been a topic for discussion by thinkers like 

Charles Darwin and Sigmund Freud, who both considered anxiety to be a fundamental human 

feeling with a strong bearing on our cognition and actions (pp. 273-274). Drawing on Spielberger, 

Elaine K. Horwitz (2001) defines anxiety as ‘the subjective feeling of tension, apprehension, 

nervousness, and worry’, a psychological phenomenon that appears in many different forms and 

contexts. In addition, she explains that it is typically categorized as either an internal trait of an 

individual’s personality or a temporary state of anxiety caused by external influence. The latter kind 

is nowadays commonly referred to as situation-specific, pertaining to a certain context (p. 113). 

 

To further evolve on the definition, Eric R. Kandel (1983) describes anxiety as the “normal 

inborn response either to threat – to one’s person, attitudes, or self-esteem – or to the absence of 

people or objects that assure and signify safety” (p. 1278). Symptoms of anxiety may show 

physically, through increased agitation, blood pressure and heart rate, but also psychologically, as it 

may induce a sense of heightened situational awareness or pessimistic and fearful predictions of 

imminent failure in affected individuals. Facing a perceived threat may arouse what Sigmund Freud 

distinguished as actual anxiety, according to Kandel, but even the anticipating fear associated to its 

source may be enough to trigger signal anxiety that urges us to respond by confrontation or 

avoidance. Kandel states that this innate emotional reaction to perceived danger or lack of safety, 

which emerges from the activation of the limbic system, is a natural biological mechanism that is 

important for our self-preservation but can be seen as a double-edged sword: while it may serve us 

well by helping us steel ourselves, prepare and successfully cope during hardships, it could also 

overwhelm us and make us unnecessarily defensive and pessimistic (p. 1278). 



4 
 

In a sentiment regarding this double nature of anxiety put in the context of FL learning, Thomas 

Scovel (1978) reasons that while debilitating anxiety may urge students to avoid the source, its 

facilitating counterpart could on the other hand create a motivation in them to confront the task that 

they are facing (p. 139). Spielberger and Reheiser (2009) implies that there is indeed an inimical 

kinship between anxiety and curiosity, the impulse which drives us to explore and conquer new 

understanding of our world, since curiosity often rises as a response to counter the insecurity that 

follows in the wake of anxiety (p. 274). 

 

State anxieties may arise in individuals as a consequence of a perceived uncertainty in the 

environment and situation, according to the theories previously mentioned, which translates well to 

the possibly daunting prospect of venturing into the uncharted territories of FL learning. With the 

purpose of providing an accurate and consistent definition for FLA, Elaine K. Horwitz, Michael B. 

Horwitz and Joanne Cope (1986) introduced the concept of Foreign Language Classroom Anxiety, 

FLCA, which they describe as a context-specific kind of anxiety that learners experience in 

connection to FL classes. The authors suggest that preconceptions in regard to FL classes, such as 

unrealistically unforgiving ideas of what is expected of them as students, could make anxious 

learners doubt their own ability to interact successfully in the foreign language. Originating from – 

and conversely, contributing to – a sense of low self-esteem and a perceived lack of proficiency or 

aptitude connected to FL learning, FLCA is described as “a distinct complex of self-perceptions, 

beliefs, feelings, and behaviors” (p. 128). 

 

Horwitz et al. refer to three related anxieties that share prominent features with FLCA and may 

be helpful for understanding how it affects FL language learners: Firstly, communication 

apprehension is described as a shyness that inhibits communication. Due to negative thinking and 

low expectations for successfully communicating in the FL, learners may consider the act of 

speaking pointless and therefore remain silent in class. Secondly, test anxiety is triggered by the 

learner’s fear of failing to meet highly estimated – and perhaps unreasonable – goals, possibly 

fueled by ever-present self-demands to perform accordingly. Finally, fear of negative evaluation is 

an anxiety pertaining to a learner’s reluctance of being criticized and measured by others in social 

contexts, often stemming from negative expectations and lack of self-confidence (pp. 127-128). 

According to the authors, the symptoms of FLA are similar to those common for anxiety in other 

contexts, such as hesitation, reluctance and fear in regard to the FL learning context, difficulties to 

focus on the learning task at hand, absentmindedness, and tendencies to avoid showing up in class, 

as well as the physical symptoms previously mentioned (pp. 126-127). 
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The concept of FLA was challenged by a contesting perspective mainly during the 1990s, 

primarily advocated by Richard L. Sparks and Leonard Ganschow (1995), who suggests that FLA 

should be seen as a consequence of unsuccessful FL acquisition rather than a cause. With their 

Linguistic Coding Differences Hypothesis, LCDH, they claim that the native language aptitude of a 

learner is the principal predictor for successful FL learning and that anxiety does not impair FL 

achievement to any greater extent (p. 10). Horwitz (2001) maintains, in return, that LCDH is too 

simplistic and decontextualizing to explain FL language achievement deficiencies or FLA (p. 119). 

 

Ever since it was introduced by Horwitz et al. (1986), the Foreign Language Classroom Anxiety 

Scale self-assessment questionnaire, FLCAS, has persisted as the quintessential research method for 

measuring levels of FLA (Subekti 2018b, p. 20). Featuring a five point Likert scale that consists of 

33 items, FLCAS has been credited with high internal and test-retest reliabilities (Cakıcı, 2016, p. 

192; Jin et al., 2017, p. 114), and filled a methodological gap pointed out by Scovel (1978), who 

argued that the lack of hitherto coherent results in FLA research was a consequence of inconsistent 

methods of measuring, which called for a more complex and clearly defined understanding of how 

anxiety affects the FL acquisition specifically in order to make valid measurements (pp. 132-134). 

 

FLA research in general has, as aforementioned, mainly found a negative correlation between 

anxiety and successful FL learning. Yinxing Jin, Kees de Bot and Merel Keijzer (2017) conducted a 

quantitative survey study aiming to explore the connections between FLA, student cohesiveness, 

teacher support, and levels of FL proficiency among 146 Chinese students learning Japanese and 

English. Their results showed that anxiety has a stronger impact on the predicted levels of FL 

proficiency than support from teachers or peers. Albeit student cohesiveness was found to correlate 

to anxiety and serve as a positive predictor for an increased language proficiency as well, the effect 

was found to be less significant in comparison to that of anxiety (p. 116). Similar findings in regard 

to the effect of anxiety on proficiency was reported in another study employing the FLCAS, where 

Adaninggar Septi Subekti (2018b) examined the frequency of FL anxiety among 119 Indonesian 

EFL learners and how anxiety affected their oral performance. Subekti points to a clear connection 

between debilitating anxiety and diminishing oral performance, as the grades of anxious students 

tended to be correspondingly lower for increasingly anxious individuals (p. 28). These results 

confirm the findings from the Turkish survey study by Dilek Cakıcı (2016) on FLA and 

achievement, whom in addition found that the female participants suffered from significantly higher 

levels of FLA compared to the male ones (p. 193). 
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Some research has found that lesser amounts of learner anxiety can be a positive force in the FL 

classroom – arguably even a prerequisite for learning – and FLA should, seen from this point of 

view, therefore be managed rather than eliminated. Thran Thi Thu Tran and Karen Moni (2015) 

examined how Vietnamese EFL teachers and students manage learner FLA, in a mixed method 

study where the FLCAS, learner autobiographies and semi-structured interviews were used to 

collect data. They found that although learners and teachers alike acknowledged the negative 

influence of debilitating anxiety on learning and achievement, they generally saw facilitating 

anxiety as a necessary motivator for students to prepare better, study harder, focus and pay attention 

in class, and thus, enhance their performance and language achievement (pp. 7-8). Following up on 

the findings of her aforementioned study by interviewing six of the previously surveyed Indonesian 

university students and six of their teachers about the effect and cause of FLA, Adaninggar Septi 

Subekti (2018a) found that FLA was perceived to have either a facilitating or a debilitating effect on 

the achievements of learners. While the two highly anxious students that participated in the study 

reported only negative effects of FLA, the other respondents conveyed that some degree of anxiety 

actually helped students keep themselves attentive and focus on the task at hand (pp. 228-229). 

 

2.2. Anxiety-provoking situations and classroom interaction 

Dolly J. Young (1990) maintains that the learner’s fear of being alone and highly exposed in 

front of others, in situations which typically occur during oral classroom activities, is a monumental 

source of FLA. In addition, she identified the fear of making mistakes and under-performing in 

comparison to their fellow classmates, with the associated risk of negative evaluation as a perceived 

consequence, as another factor that may contribute to increased levels of anxiety. From the findings 

of her survey study, which involved 244 participating university students of FL Spanish, she 

elaborates that these situations gets even more aggravating when students gets called upon in class, 

for instance to answer a question, as opposed to allowing the students to answer voluntarily and 

collectively together with their peers, which conversely would yield less anxiety (p. 550). 

 

Subekti (2018a) found that the way which students perceive their teacher has an impact on FLA. 

While teachers that were seen as strict, unfriendly and excessively attentive to detail were reported 

to contribute to increased levels of FLA among students, their friendly and supportive counterparts 

were conversely considered to make the students less anxious. By showing a sense of humor, care 

and engagement in their students’ learning situation, teachers could reportedly lessen the impact of 

detrimental anxiety in class (pp. 229-231). 
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Additionally, teachers play an important role in the management of classroom procedures and 

interaction, as a sense of social insecurity and fear of being embarrassed in class could increase 

FLA. Jin et al. (2017) recommends that teachers instruct their students explicitly on the rules of 

conduct in class, to help them manage conflicts properly, and that they encourage an atmosphere of 

shared positive classroom experiences to promote positive attitudes to the FL learning (p. 121). 

 

2.3. Designing a low-anxiety language teaching environment 

Research on FLA have suggested several things that teachers should be mindful of in order to 

reduce the impact of debilitating anxiety in the FL classroom. Firstly, several studies have 

emphasized the importance of supportive classroom relationships. By showing a friendly, attentive 

and caring attitude towards their students, teachers may contribute to lower levels of learner FLA 

(Young, 1990, p. 550; Jin et al., 2017, p. 121), especially in regard to known highly anxious 

students (Subekti, 2018a, p. 238). Furthermore, teachers should provide their students appraisal and 

positive feedback that highlights their strengths and shows faith in their capabilities to progress, 

strive to establish a mutual trust, and empower them to be involved in the FL class planning 

(Alrabai, 2015, p. 183). The promotion of peer support and co-work rather than competition and 

comparison among students has also been highlighted as effective for reducing anxiety (Jin et al., 

2017, p. 120). While Subekti (2018a) implies that working together with others may be used by 

students as an excuse to avoid speaking in class, she found that group work in general may decrease 

FLA (p. 236). Young (1990) suggests that practice and preparation in small groups or pairs helps in 

particular (p. 550). 

 

Secondly, how error feedback in class is managed by the teacher has been found vital in order to 

reduce anxiety in class. Hard error correction, where teachers explicitly point out incorrect language 

use by students in class, has been found to increase learner FLA (Subekti, 2018a, p. 230). 

According to Fakieh Alrabai (2015), teachers should promote a tolerant and normalizing attitude to 

errors as a natural part of FL learning rather than publicly criticizing their students for making 

errors or comparing them with peers (p. 183). However, Young (1990) remarks that students may 

expect and request correction, and adds that reaffirming students’ responses by paraphrasing their 

intended communication may be useful for the purpose of soft, implicit error-correction (p. 550). 

 

Thirdly, teachers could develop and use classroom strategies that are effective for reducing FLA 

among their students. An experimental intervention study conducted by Alrabai (2015) showed that 

teachers’ anxiety-reducing strategies increased the self-confidence and reduced the measured FLA 

of 596 Saudi EFL learners in the group that received the intervention, while the levels of FLA in the 
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control group remained unchanged and moderately high over the same period of time (p. 183). He 

lists a number of strategies that teachers could employ to help their students, such as acting as 

positive, respectful and committed role-models, creating opportunities for their students to practice 

speaking without being exposed in front of the whole class, arranging practice tests to help them 

feel better prepared and less anxious in real test situations, or helping them set individual learning 

goals that are realistically attainable and comprehensibly linked to the curriculum (p. 173). 

Additionally, teachers could teach their students strategies that help them reduce or cope with their 

anxiety. Cakıcı (2016) recommends that teachers prepare themselves to manage their anxious 

students and situations where FLA is likely to arise, for instance by training them to prepare for test 

situations, and teach coping strategies that help students become aware of debilitating anxiety and 

work to turn it into positive thinking that facilitates learning (p. 196). Learning strategies which 

could help students attain an increased EFL proficiency, such as spending more time reading, 

listening to, and studying English in their spare time or discussing challenging lesson content with 

their teacher or peers, are other examples of such strategies (Tran & Moni, 2015, p. 13). 

 

Fourthly, EFL teaching that establishes the habit of speaking English for meaningful 

communicative purposes has been found to reduce FLA. Subekti (2018a) maintains that by 

explicitly promote meaning and the FL learning process over the importance of form and 

pronunciation in class, students may feel less anxious and more inclined to risk speaking (p. 238). 

Likewise, Rod Ellis (2005) prescribes a focus resting predominantly on meaning and interaction, 

and he suggests that students should learn useful phrases that facilitate FL fluency and the creation 

of pragmatic meaning rather than explicit grammar, especially in the early stages of FL acquisition 

(pp. 210-211; p. 219). Ellis maintains that in addition to FL input from listening, students also need 

to get used to producing speech in the foreign language. By letting students discuss authentic topics 

relatable to their own previous experiences and life-worlds, teachers can make the partaking and 

contributing to the collaborative learning process more interesting to their students (pp. 219-220). 

 

Horwitz (2001) conveys that there are no size that fits all when it comes to FLA-reducing 

teaching methods, however. Cultural differences may cause one group of students to respond 

conversely to teaching that would relieve the anxiety of another, due to different expectations and 

preconceptions of FL teaching, and likewise, what makes one student relax may be uncomfortable 

for another (p. 199). Ellis (2005) remarks that teachers need to be aware of individual differences 

among students and provide learning opportunities that cater to different learner styles (p. 220). 
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2.4. Research on FLA in a Swedish context 

Foreign language speech anxiety in a Swedish upper secondary school EFL classroom context 

seem to be a somewhat under-researched area (Landström, 2017, p. 13). Recently, however, there 

has been some notable contributions providing insights on the matter, in the form of independent 

essay projects, and this short subsection will account for three of them: 

 

Mattias Bergström (2017) conducted a comparative survey study to find out how the levels of 

learner FL speech anxiety differ between different course levels in Swedish upper secondary school 

English, what kind of situations that is anxiety-inducing, and how FLA correlates to the self-

perceived oral proficiency of the 177 participating students. The results showed that the self-

assessed oral proficiency and gender of students appear to be better predictors of FL speech anxiety 

than course levels, where the levels of FLA did not differ significantly (pp. 29-32). In addition, he 

found that although the level of anxiety was found to be generally low among the surveyed 

students, girls reported more anxiety while boys were more confident own in their oral proficiency 

(pp. 20-32), which is consistent with previous international research findings. (Cakıcı, 2016, p. 193) 

 

Exploring the perspective of learners, Philip Landström (2017) used a mixed method approach, 

combining the FLCAS with semi-structured interviews, in order to measure students’ level of 

anxiety and explore their individual perceptions of FLA. His study found that talking in class was 

considered the most anxiety-inducing activity (pp. 20-23), and that general anxiety, particularly the 

feeling of being inferior to peers, was the strongest source of FLA, followed by the fear of negative 

evaluation and teacher-induced anxiety, which encompasses the fear in regard to making mistakes 

(p. 18). The interviewees perceived that working together with friendly peers in small groups, and a 

supportive and non-judgmental atmosphere in general, could help reduce anxiety in the FL 

classroom (p. 24). 

 

In a study featuring a qualitative research design similar to that of this essay project, Nina 

Nessler (2018) conducted semi-structured interviews with four teachers to illuminate how teachers 

handle and experience speech anxiety among students in the subject of Swedish upper secondary 

school English. The respondents who participated in her qualitative field study reported that speech 

anxiety had an impact on the language achievement of students, as well as the planning and 

teaching needed in order to help students meet the goals of the curriculum (p. 21). 
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3. Material and method 

This section describes the research methodology, population, and methods for data sampling and 

analysis, in addition to ethical considerations and limitations in regard to this study. The research 

material presented in the theory background section was mainly acquired by searching the 

Education Resources Information Center database, ERIC, using the strings foreign language anxiety 

OR speech anxiety and teachers, combined with the descriptors second language instruction, 

second language learning OR second languages. The result was limited to peer reviewed 

documents, to make the material manageable regarding the scope of this essay. Additional relevant 

research was found by exploring the references found in these documents, especially in the 

systematic reviews of FLA research, made by Elaine K. Horwitz (2001; 2010). In addition, research 

publications on speech anxiety in a Swedish secondary- and upper secondary classroom context 

were obtained through searches made in the DIVA database, using the strings speech anxiety and 

foreign language anxiety. 

 

3.1. Research methodology 

Zoltan Dornyei (2007) explains that a great majority of studies in the field of applied linguistics 

during the 20th century adopted a quantitative methodological approach to research (pp. 31-32). 

Accordingly, a significant part of the previous research on FLA has been conducted using 

questionnaires like the aforementioned FLCAS (Subekti, 2018b, p. 20). As this method samples a 

vastly greater number of respondents and relies less on interpretation in comparison to qualitative 

research methods (Dornyei, 2007, p. 41), its collected data may be measured and quantified, which 

may allow researchers to draw general conclusions about FLA that could be plausibly valid not only 

for the specific population examined but others as well (p. 32). 

 

However, reasoning from a subjectivist perspective, anxiety will arguably never reiterate entirely 

identical, since it emerges in classroom contexts that are diversely influenced by the thoughts, 

feelings and behaviors of its individually unique participants, as well as the specific society that 

surrounds them (Cohen et al., 2011, pp. 7-8). In a similar vein, teachers’ second-hand experiences 

and perceptions of learner FLA are individual, subjective, abstract and thereby not quantifiable – to 

acquire knowledge about them requires interpretation. Therefore, an inductive, qualitative 

methodological approach was found to correspond well with the research questions and purpose of 

this study, and it was consequently chosen for the purpose of contributing to deepen the 

understanding of FLA in Swedish upper secondary school classrooms. 
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3.2. The selected population 

A design that featured additional focus group interviews of students was initially considered, in 

order to compare their experiences of FLA to the thoughts and observations of teachers, but since 

the time allocated for data collection coincided with a period where students undergo several 

national tests and it thus would have been unnecessarily intrusive in their busy schedule, the focus 

was shifted to exclusively interview teachers, where the time and place could be more easily 

adjusted to accommodate to their situations. Albeit teachers may observe speech anxiety in their 

students rather than experience it firsthand, they meet many students during their years in teaching. 

Knowledge from their own previous professional education may also contribute to their 

understanding of what they have observed. The teacher’s perspective may therefore yield access to 

a rich source of accumulated experience and knowledge on the phenomenon. 

 

The research population for this essay project study was selected through convenience sampling, 

which means that the participating respondents were selected based on their availability and their 

matching of important criteria for the study (Dornyei, 2007, p. 129). The original plan was to 

interview three teachers, preferably representing two Swedish upper-secondary schools in Örebro 

county, but similar to their students, the approached teachers were facing a massive work-load 

during the period for my data collection, and therefore access was not obtained to more than two 

teachers from one school. 

 

The teachers who were interviewed in this study both work as teachers in the subject of English, 

at one of the largest Swedish upper secondary schools in Örebro county, Sweden. Together, they 

represent several decades of professional teaching experience. The first teacher, which henceforth 

will be referred to as Teacher 1, works as a special educator in the subject of English, providing 

extra tuition for students that need support for various reasons. She has previously been working as 

a class teacher in English, prior to her current assignment. The second teacher, referred to as 

Teacher 2, has a massive experience of teaching English in Swedish upper secondary school, in 

addition to her experiences from teaching younger children as well as adults. 

 

3.3. Data sampling method 

For the purpose of exploring unknown perceptions of a phenomenon, the semi-structured 

interview was chosen as a method for collecting data. Its open-ended and inductive nature allows 

the researcher to probe deeper into interesting topic findings, according to Dornyei (2007), while 

yet being able to rely on the structure that an interview guide provides (p. 136). Although the time-

consuming process of data analysis imposes limits to the size of the sampled population for 
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practical reasons, and thereby the generalizability of its findings in regard to other populations (pp. 

41-42), it may help in identifying important themes that may be useful in order to understand of the 

phenomenon. 

 

An interview guide consisting of ten core question items was constructed prior to the interviews, 

covering four different topics related to FLA and EFL teaching: identifying FLA in students, 

anxiety-provoking situations and activities, the impact of classroom environment, and influence of 

teacher and peers. Piloting of the guide was done with the assistance of a peer at the teacher 

education program, whom provided helpful feedback on the questions of the interview guide design 

as well as encouragement and an approval to go ahead and use it. One identified issue was that the 

planned time frame for the interview proved to be too short, which called for the need to prioritize 

the more important questions if the time and patience of respondents would run out. Another point 

was that some of the questions felt similar and seemed to overlap each other slightly, which was not 

considered a problem. 

 

The respondents were given a brief introduction to the topics covered in the interview guide, 

prior to when the interviews took place, on two separate occasions in April -2018. The interviews 

were recorded and thereafter transcribed into written form. They were held in the mother tongue of 

all participants, Swedish, in order to facilitate our communication and thereby plausibly improve 

the quality of the interviews, and the parts of the transcribed material that was used in this essay 

were translated into English. English and Swedish versions of the interview guide are attached as 

appendices A and B at the end of this document. 

 

3.4. Method of analysis 

The data collected from the interviews were analyzed using a comparative qualitative method. 

The transcribed material was read extensively, and findings that emerged as particularly interesting 

to my research questions were marked and then compiled into written summaries of the interviews, 

to make it manageable and its most important parts more easily discernible. An organizing table 

was subsequently used to facilitate the comparison of findings between the two respondents’ 

answers, in order to find out where they were aligned and where they differed. The resulting 

highlighted findings were ultimately connected and compared to the previous research in the field 

that was earlier presented in the theoretical background section of this essay. Preconceptions based 

on said research has undoubtedly influenced the interpretations that was made of the material, as 

well as the selective process in which findings were evaluated and determined whether or not to be 

included in the essay. As a result, some results that ended up outside the specified limits of the 
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researcher’s searchlight may admittedly have been omitted and possibly not given the attention they 

deserve. For the sake of narrowing the scope of this project essay and answering its research 

questions, however, such circumstances were considered a necessary and acceptable trade-off. 

 

3.5. Ethical considerations and limitations 

Good research ethics calls for careful consideration in regard to the balance between the need to 

protect the participants from harm or violation, a principle which Vetenskapsrådet (2017) describes 

as the criterion of protection of the individual, and the importance of conducting scientific research 

that in this case could help teachers manage classroom FLA among their students, the research 

criterion (p. 13). However, no major conflicts between the two criteria seemed liable when they 

were considered in regard to this study, since there was no need to hide any aspects of the research 

from the participants. Vetenskapsrådet (2002) also stresses four fundamental concerns that must not 

neglected in scientific research: the requirement of information, which demands transparency in 

regard to the study’s purpose for all affected parties; the requirement of consent, which means that 

partaking in research is voluntary and revocable at any point; the requirement of confidentiality, 

which entails taking measures to protect the anonymity of the participants and personal data; and 

lastly, the requirement of usage, which dictates that the gathered research material may be used for 

scientific purposes only (pp. 7-14). 

 

Initially, in alignment with the aforementioned information requirement, the participating 

teachers were contacted by e-mail, briefly informed about the purpose of the study, and asked if 

they would be interested in participating in the research project. The school where the teachers work 

was then contacted, and the headmaster’s permission to conduct the research project was acquired. 

Two short separate meetings were held with the respective respondents, where they were presented 

information about the project and the planned interview sessions. The questions detailed in the 

interview guide were not revealed to the respondents before the actual interviews, in order not to 

compromise the authenticity of the respondents’ answers, but they received information about the 

general topics and planned procedures for the sessions. They were also informed of their right to 

anonymity and withdrawal at any point, guaranteed that the collected material would be kept 

confidential, and ensured that it would be used exclusively for scientific purposes, after which the 

participants gave their written consent to participate. A sample of the form of consent which was 

used and signed is attached to this essay as appendix C. 

 

Thus, through the ongoing fulfillment of the conditions detailed in the acquired informed 

consent, in which the participants were guaranteed that materials collected through research will not 
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be used for other purposes than this degree project essay and is stored in a way that safeguards 

confidentiality and the anonymity of the participants, the additional requirements of consent, 

confidentiality and usage was met. The transcribed material, interview recordings and the forms of 

consent is safely stashed away in accordance with the General Data Protection Regulation, GDPR, 

a fairly new legislation which demands precautions in regard to how personal data is stored and 

used (European Commission, 2018). 

 

Concerning the limitations of this study, the open-ended design of the interviews could 

contribute to bias on the part of the interviewer, as the wordings and choice of which questions to 

ask – and even facial expressions and body language – could impact on the outcome. Drawing on 

Fontana and Frey, Dornyei (2007) argues that interviews are not one-way communication but rather 

a co-constructed exchange of meaning, and thus from this perspective, the ambition of achieving 

complete neutrality is virtually impossible. By paraphrasing, encouraging and exploring possible 

probes to make the situation and interaction feel as meaningful as possible to the respondents, albeit 

with the intention of a minimal influence over their answers, the interviewer’s own preconceptions 

could influence the interaction and produce bias. Social desirability bias is another possible kind of 

bias that could arise during interviews and affect the result, meaning that respondents could be 

tempted to produce the kind of answers that they think will meet the expectations and approval of 

the researcher (p. 141). 

 

Furthermore, the design also limits the degree of generalizability on other populations that is 

possible when considering the results of this study. The participating respondents in this study are 

professional teachers whose experiences and thoughts may reflect those of many other teachers. 

Still, they are two unique individuals, and it is hardly likely that interviews with two different 

teachers would yield exactly the same results. More participants, especially if chosen from a 

random or stratified selection, would have increased the reliability that the findings of this study 

would be confirmed in additional research. Hopefully, though, their contributions may present valid 

observations and ideas that help other teachers notice and adapt their teaching with FLA in mind. 

 

4. Results 

The analysis of the interviews rendered five major themes that consequently will be presented in 

this section. These findings may help to shed some light on how FLA may manifest among students 

in Swedish upper secondary school EFL classrooms, and how teachers may propose that it should 

be managed. Firstly, potential foreign language anxiety is hard to notice and rarely addressed in 

pedagogical discussions among teachers. Secondly, FLA is considered to be most prominent in 
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situations when students are exposed and talking alone in front of others. Classroom interaction 

involving teacher and peers may, thirdly, either limit or increase FLA, depending on its 

characteristics. Fourthly, their anxiety may plausibly decrease if the teaching allows for students to 

establish the habit of practice talking in English. Fifthly, by making the students feel safe and 

relaxed in class, teachers may help students reduce or cope with debilitating FLA. 

 

4.1. Learner FLA is difficult to identify and rarely discussed among teachers. 

Both respondents stressed that they have found it difficult to discover if students suffer from 

speech anxiety unless they inform the teacher themselves, mainly for two reasons that was 

represented in their respective answers.  Firstly, Teacher 1 remarked that it takes time to get to 

know your students, which makes it hard to tell why some students – particularly girls – are silent in 

class: 
 

Det är ju svårt i början när det kommer nya elever, för då känner man dem ju inte, vet ju inte riktigt kanske 

varför vissa är tysta eller inte säger så mycket. … Det tar ju kanske ibland nästan [hela] första terminen innan 

man börjar förstå lite mer vad det handlar om… 

“Naturally, it is difficult in the beginning when new students show up, because you don’t know them then, 

really don’t know, perhaps, why some are quiet or don’t talk that much. … It may take almost the [entire] first 

semester before you start to understand a litte more what it is all about...”2 (Teacher 1, personal 

communication, April 24 -2018) 

 

Silence may depend on a number of reasons, according to her experience, and it is difficult to 

know whether it is because of a shy personality in general, the culture of the group or speech 

anxiety. She also argued that female students seem to be somewhat more frequently quiet in 

general, compared to their male counterparts, an observation that was shared by Teacher 2 as well. 

 

Secondly, the respondents maintained that there are typically no easy physical signs that tell if a 

student suffer from speech anxiety, since most affected students are mindful of keeping their faces 

in front of others and hide their anxiety, unless they feel safe enough together with their teacher and 

the group. According to the experience of Teacher 2, the phenomenon is usually not revealed until 

affected students approach her and tell her about it, a point she returned to several times during the 

interview. Although she admitted that body language, for instance, could reveal extremely anxious 

students, she continued that these cases are rare and that it likely does not show in most cases since 

students are able to hide it. A similar notion was expressed by Teacher 1: 
 

                                                           
2 All translations of quotations from the interview material in Swedish are made by the author of this essay. 
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Det är väl det som är det luriga att man ser ju inte på folk, för jag kan ju sitta här och vara jättenervös, till 

exempel om jag pratar med dig, men du kommer ju inte att se det, eller hur? För att vi.. vi lyckas ju alltid 

behålla ansiktet på nåt vis … 

“That is the tricky part, that it doesn’t show on people, because I can sit here and be really nervous, for 

instance when talking to you, but you’ll never notice, right? Because we.. we always manage to keep our face 

somehow.” (Teacher 1, personal communication, April 24 -2018) 

 

Another insight shared by the respondents is that FL speech anxiety rarely gets a lot of attention 

as a topic for discussion among teacher colleagues in the English subject, especially when 

compared to the Swedish equivalent. Teacher 1 stated that while speech anxiety receives attention 

in the Swedish subject, it is seldom talked about in the subject of English. Teacher 2 concurred: 
 

Sällan det kommer på tal. [...] Det är ju ganska anmärkningsvärt egentligen nu, när jag tänker efter… Vi bara 

förutsätter och tror att dom flesta har inga problem att delta, för det är nog så, men.. det kan ju vara så att man 

sitter och missar nån som blir helt slut efter varje lektion, för... (/suck av lättnad/) ”Hon fråga’ inte mig.”  

“It is rarely discussed. … which is quite remarkable really now, when I think of it…  We simply assume and 

believe that most students have no problem participating, which is probably so, but.. then, you may possibly 

fail to notice someone who gets completely exhausted from every lesson, because.. (/sigh of relief/) ‘She 

didn’t ask me.’” (Teacher 2, personal communication, April 25 -2018) 

 

Teacher 2 argued that extreme anxiety of this kind among students seems to be fairly rare 

nowadays, in her opinion, arguably because the English language has become widely used in the 

Swedish society and everyday life communication. When reflecting on her long years in service, 

she shared her impressions that students have become increasingly more straightforward in their 

communication, compared to when she began her teaching career, and that they have become 

generally more confident in their ability to speak English. She suggested that anxiety appears to be 

more salient and problematic in other language skills nowadays, especially in writing, and that most 

students manage to participate in oral activities without being overly restrained by anxiety: 
 

De flesta... tuggar sig nog igenom det alltså … Det är inte så många som har det här jättestora problemet skulle 

jag säga, och då kommer de oftast och talar om det för en, och säger “du, det här är svårt”. Då tycker jag att de 

är rätt öppenhjärtiga på det faktiskt. 

“Most people… likely manage to cope with it, you know.. Not many students have this huge issue, I would 

say, and if so, they usually approach you and tell you about it, and say ‘hey, this is difficult’. Then, I think that 

they are quite straightforward about it, actually.” (Teacher 2, personal communication, April 25 -2018) 

 

Teacher 1 commented along the same lines, when referring to these activities, that “alla brukar ju 

i princip göra det här,” ‘virtually everyone does this’ (Personal communication, April 24 -2018). 
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4.2. FLA is most prominent when students are exposed alone in front of others. 

In regard to situations that may provoke learner speech anxiety, both teachers pointed out those 

where students are exposed on their own and expected to talk in front of an audience of listeners. 

Teacher 2 suggested that reading aloud in class is the kind of situation where speech anxiety is most 

likely to affect students, especially when they are expected to read in turns one after another, while 

Teacher 1 asserted that presentations are the most anxiety-inducing activities for students for two 

main reasons: the feeling of being exposed all alone in front of the others, and the fear of negative 

evaluation while being submitted to the critical attention of teacher and peers. Lackluster 

preparations could make these situations even more severe for anxious students, as the 

communicative aspects of the presentation sometimes suffer, she elaborated: 
 

Men det är väl det, för just stå där framme är ju oftast det som upplevs som jobbigt. Och sen så är det ju dess 

värre som så att många kollar ju inte upp uttal och såna saker innan, och … då blir ju inte föredraget så bra 

kanske, för att … de upplever sig själva som osäkra då, på uttal och sånt. Så kanske man inte får med sig 

publiken riktigt, att de förstår heller alltid då. 

“But that’s probably it, because just standing there in the front is usually what’s experienced as difficult. And 

then it’s unfortunately so, that many [students] don’t check up on pronunciations and such beforehand, and … 

the presentation will not be that stellar perhaps, because … they experience themselves as insecure then, on 

pronunciation and such things. Then they might consequently have difficulties getting the audience onboard 

and able to understand it. (Teacher 1, personal communication, April 24 -2018) 

 

In answer to the question what students do to manage their anxiety, Teacher 1 pointed out that a 

thorough preparation is a strategy that some students use, for instance by checking uncertain 

pronunciation of words beforehand or writing down their entire speech. The latter preparation may 

backfire however, she continued, since it sometimes leads to the unsuccessful strategy of falling 

back on reading from the paper during their presentation instead of using key notes, which may 

result in a poor communicative delivery. Teacher 2 maintained that anxious students often tell their 

teacher about their speech anxiety, as mentioned above, which could be regarded as a strategy to 

reduce their anxiety, and that some anxious students successfully use the support of friendly, helpful 

and confident peers as a scaffold for their communication during oral activities in English. 

 

4.3. Classroom interaction may either limit or increase FLA. 

According to the interviewees, the influence from peers on students’ FLA in class may be either 

positive or negative, depending on the situation, attitudes and relations between the participating 

students. Teacher 1 commented that peers are generally supportive when anxious students inform 

them about their problem, and that students act mostly benevolent towards each other during the 

English classes. In addition, she reasoned that confident, proficient students may support their peer 
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with communication and anxiety-reduction when paired with anxious learners, by providing 

scaffolding through paraphrasing and eliciting their peer in discussion. Although acknowledging 

that working with, and comparing oneself to, someone of superior level may be intimidating to 

anxious learners, she maintained that that a safe match with a peer of equal levels of linguistic 

proficiency may boost the confidence of learners and enable them to reach higher achievement in 

the English subject. Another reflection on how friendly peers may contribute to a sense of safety 

and reduced anxiety was shared by Teacher 2: 
 

Om man är med ens.. kompisar, då kan man våga mycket.. mer, eller i alla fall ser man på ansiktsuttryck att 

dom ler, att dom är med, liksom.. … även om dom inte säger mycket så ser man att ”ah, men det här är okej.” 

“If you’re in the company of your friends, you may dare a lot.. more, or you can at least tell by their facial 

expressions that they smile, that they, like, participate.. even if they don’t say much, you can tell that: ‘ah, but 

this is okey.’” (Teacher 2, personal communication, April 25 -2018) 

 

Depicting the other end of the spectrum, Teacher 2 commented that judgmental, scornful 

attitudes in class may have a devastating effect on anxious learners. Whenever such predicaments 

arise, swift action need to be taken in order to salvage the situation:  
 

Har du nån [i klassrummet] … som inte har farstu, som inte tänker efter före … då kan det ju komma en 

urdum kommentar som får tyst på en elev, det har ju hänt. Helt klart. Och då gäller det ju att tysta den där 

personen fort som ögat, liksom … och så försöka (/tilltala den avbrutna eleven med ett intresserat tonfall:/) 

“Nä, men.. vad sa du nu? Kan du ta om…?” “If there is someone [in class] … the impulsive kind that speak 

carelessly before they think … they may lash out with some seriously nasty comment that will silence a peer, 

that has happened. Most definitely. And then you will need to shut that student up, like in the blink of an eye 

… and then try (/addressing the interrupted peer in an interested voice:/) ‘No, but.. what was that again? Could 

you please repeat…?’” (Teacher 2, personal communication, April 25 -2018) 

 

Likewise, teacher 1 stressed the importance of being very explicit about the forms that governs 

classroom interaction when necessary. In particular, negative commentary or laughter at the 

expense of someone else who makes a mistake should not be tolerated in class, and should thus be 

dealt with immediately and sternly, so that students feel safe to speak without losing their faces in 

front of the others. That way, students learns early on how the teacher operates and what borders 

not to cross, which could enable them to feel generally more secure and get to know their 

classmates in a safer classroom environment. Similarly, teacher 2 suggested that teachers discuss 

the rules of conduct informally with their students outside the actual lessons, in order to make them 

aware of how they are expected to behave in class, which in turn may contribute to making learners 

more relaxed and consequently less anxious. 
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Another issue identified and addressed by both respondents was that anxious students may have 

difficulties finding the opportunity to speak in class when other students, confident-sounding boys 

in particular, occupy a lot of space in discussions:  
 

Vissa pratar ju mer än andra och har svårt att vara tysta … många gånger är det ju killar … det är ju inte det att 

de kanske pratar den perfekta engelskan så, men de låter mer och de låter väldigt självsäkra, och då är det nog 

inte så roligt att sitta där och ha talängslan … den [ängsliga] personen kommer antagligen inte med i 

diskussionen. “Some speak more than others and have problems to keep quiet … many times, it is boys … it is 

not that their English is necessarily perfect, but they sound more and they sound very self-confident, and then 

it is probably not that fun to sit there and suffer from speech anxiety … the [anxious] individual will probably 

join the discussion.” (Teacher 1, personal communication, April 24 -2018) 

 

Om du har en blandad klass så är det nog oftast killar som pratar … dom som … har … talets gåva eller såna 

som inte kan få tyst på sig. “If your class is mixed-gender, it is likely boys that talk most of the time … those 

that … have … a knack for speaking or those who cannot keep quiet.” (Teacher 2, personal communication, 

April 25 -2018) 

 

4.4. Getting students used to talking in class arguably makes them less anxious 

Teacher 1 emphasized the need to establish and normalize the habit of speaking English in class 

to as great an extent as possible, and that students gets opportunities to practice every lesson: 
 

De måste få prata engelska varje gång, i nån form. Det kan vara några minuter bara, parvis, av nån övning, 

eller börja med att berätta om helgen.. för varandra … Ibland kan ju en del säkert uppleva att: “Men vad ska 

jag säga att jag gjorde på helgen? Jag åkte det och det, vad heter det?” Ja, då får man väl hjälpa varandra att 

komma på vad det heter då. “It is necessary that they get to speak English every time, in some form. It could 

be a couple of minutes, in pairs, of some exercise, or starting by telling each other about their weekend … At 

times, some may think: ‘what am I going to say I did during the weekend? I rode those things, what’s it 

called?’ Well, then we’ll have to help each other figuring out what it’s called, then.” (Teacher 1, personal 

communication, April 24 -2018) 

 

Both respondents highlighted the importance of naturalizing the use of spoken English in class, 

but in regard to the necessity of oral presentations, there was a slight discrepancy in the view of the 

two responding teachers. While Teacher 1 maintained the position that students generally have to 

get used to situations where they speak English in front of others, Teacher 2 differed slightly and 

asserted that students should not be coerced into doing presentations in front of the class, and she 

pointed out that their oral proficiency could be sufficiently evaluated in smaller settings instead. 

 

While both respondents perceived that students generally feel safer when they work with peers 

they know and like, they added that sometimes, on the other hand, it may be more productive to let 
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them work with someone else. Teacher 2 reasoned that it may depend on circumstances, the level of 

student cohesion and how much teachers wants to challenge their students. Book talks was 

mentioned by Teacher 1 as an example of activities where past experience of how students work 

together may call for new constellations of students: 
 

Får dom välja själva så sätter dom sig med dom vanliga. Och då kan det ju också gärna bli så att vissa personer 

pratar mer än andra, och då får man ju inte höra hur dom andra pratar då, eller hur dom har förstått boken. 

“If they get to choose themselves, they will stick to their usual crowd. And then it may likely turn out so that 

some people talk more than others, and then you don’t get to hear how the others talk, then, or how they 

interpreted the book.” (Teacher 1, personal communication, April 24 -2018) 

 

On the prospect of getting silent students to participate in whole-class oral discussions, Teacher 1 

explained that calling on students to answer may help those that are anxious to raise their hands to 

find the opportunity to speak, especially in cases where a few students account for every response. 

She acknowledged, however, that teachers should be prepared to let the class answer collectively, in 

the event that the called student is unable to reply. According to Teacher 2, teachers should be 

mindful of rushing their students to answer and create unnecessary stress, but rather rest in the 

moment and allow them sufficient time to think, so that hesitant students may muster the courage to 

raise their hands in the company of peers: 
 

Man vill gärna ge frågan direkt till någon, och då blir det ofta samma som just.. som tycker det är kul, som 

gillar den här interaktionen, som inte har nåt problem med det. Eller som tycker att: ‘det gör ingenting om jag 

svarar fel heller’, och så sitter.. nån och är bara.. kanske har jättebra tyck och tänk.. men som känner “nää.. det 

här.. törs jag inte.” “You are eager to pass the question to someone, and then it’s often the same [person] who 

just.. who enjoys it, who likes this interaction, who doesn’t have a problem with it. Or who thinks that: ‘it 

doesn’t matter if I answer incorrectly either’, and then there’s.. somebody just.. perhaps with great opinions 

and ideas.. but who feels that: ‘no.. this.. is too scary.’” (Teacher 2, personal communication, April 25 -2018) 

 

If students give up in their efforts to speak, it is important to help them start talking. A good way 

to accomplish this, according to the experience of Teacher 2, would be by gently talking to them in 

English, patiently feeding them with words to facilitate their response. If they only manage to say 

something, more will almost certainly follow, and it is important to give anxious students 

experiences of success, that disaster does not strike when they try to speak: 
 

Har dom bara börjat säga några ord … då blir det fler! Det är liksom.. “det hände ju inget, golvet öppnade sig 

inte, okej, jag blev lite röd om kinderna, men jag sa ju nåt!”. … Och så ska det ju va’ den där lilla situationen 

också, inte inför klassen, det får man ta sen! Och i vissa fall, när det gäller engelska: de kommer aldrig dit, 

men dom behöver ju inte det heller! Hur många förväntas hålla tal på engelska? “If they just start saying a few 
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words …  there will be more! It’s like: ‘nothing happened really, the floor didn’t disappear, okay, I blushed, 

but I said something!’ … And then there need to be that small format as well, not in front of the class, that 

comes later! And in some cases, when it comes to English: they never get there, but they don’t have to either! 

How many are expected to perform public speeches in English?” (Teacher 2, personal communication, April 

25 -2018) 

 

She continued by stating that if a known anxious student gets silent, the conditions for the 

situation needs to be adapted accordingly. By using a few words to fill in, affirm and encourage the 

afflicted student, and perhaps by involving a friendly neighbor in the conversation as well, the 

teacher will hopefully be able to help students overcome their communication apprehension. 

Furthermore, Teacher 2 suggests that providing students with simple useful phrases for 

communication may be useful for enabling them to feel that they may participate in discussions, at 

least in a modest way. 

 

4.5. Making students feel safe and relaxed in class is key for reducing FLA 

The respondents unanimously underscored the paramount importance of making the language 

class feel safe for the students and helping them relax in order to create a low-anxiety learning 

environment, and their answers pointed to four classroom characteristics that help students feel 

relaxed in the FL class: good relations between teacher and students, tolerance and caution in regard 

to errors and error correction respectively, the presence of humor in class, and teaching that adapts 

situations so that anxious students feel less exposed. 

Underscoring the importance of good relations between teacher and students to accomplish the 

ambition of a safe and relaxed FL classroom, Teacher 2 argued that teachers should listen and be 

attentive to their students. By showing them that they will be treated fairly, in order to establish 

trust, anxious students may feel safe enough to approach and be open about their problem, and 

eventually improve their self-confidence: 
 

Om man känner att läraren är på min sida, hon eller han är inte ute efter att sätta dit mig, utan.. hon eller han 

vill verkligen höra: ”hur blev det här nu?” och.. och man får lite bra feedback och man känner att: “såg mig, 

hörde mig där”, och då: … “ah men, då kanske jag vågar lite mer” “If you feel that the teacher is on your side, 

he or she is not out to put me on the spot, but.. he or she really wants to hear: ‘how was this, now?’ and.. and 

you get some good feedback and you feel that: ‘saw me, heard me there’, and then: … ‘okay, maybe I might 

dare some more’” (Teacher 2, personal communication, April 25 -2018) 

 

Furthermore, the teachers both stressed the importance of soft error correction and a tolerant 

attitude in regard to errors, to lessen the fear of negative evaluation so that students dare to risk 

talking in class. Teacher 1 explained that she avoids error correction during oral presentations by 
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students, unless confronted with utterances that are particularly strange or incomprehensible. In 

these cases, she might ask students for some clarification, to help the them convey their meaning to 

the audience. Additionally, she suggested that notetaking during presentations may be helpful to 

identify reoccurring grammatical errors or mispronunciations that are particularly problematic and 

disruptive to a student’s communication, in order to provide students with individual feedback 

afterward. Moreover, she conveyed her caution towards explicit error correction by expressing the 

notion that our way of talking is something personal, a self-expression of our identity. As different 

persons have different ways of speaking English, and since we need to accept each other for who 

we are in class, she explained, there has to be a certain tolerance in regard to odd or incorrect 

pronunciation. The respondents also stated that by openly sharing the insight that everybody makes 

mistakes in their language use – even teachers – and that making errors are a natural part of the 

learning process, teachers may help students relax and reduce their self-perceived pressure: 
 

Det är väl också det här från början att man måste säga att alla säger fel ibland ... att man är öppen med det att 

alla säger ju fel ibland, och engelsmän eller amerikanare själva säger ju fel ibland. Ibland har dom ju så svåra 

regler så dom själva knappt kan dom heller. … engelskan handlar inte om att man ska prata perfekt, utan att 

man ska våga prata, och att man ska klara sig. “It’s probably also the thing that you’re being upfront [in class] 

from the start and admit that everybody makes speech errors sometimes … that you point out that even British 

and American speakers in fact make speech errors sometimes. Sometimes their rules are so complicated that 

they barely even know them themselves either. … English isn’t about speaking perfect, it’s about daring to 

speak and managing to get around.” (Teacher 1, personal communication, April 24 -2018) 

  

In a similar vein, Teacher 2 commented that formative feedback could be provided afterwards if 

there is a persistently reoccurring error in a student’s output, for instance in regard to pronunciation, 

grammar or choice of word, preferably by taking students aside and making them aware, for future 

reference. In addition, she firmly maintained that error correction should be avoided in class, since 

it may threaten the self-confidence of learners severely: 
 

Inte mycket rättning alls. Nä, för … det blir ju: ”In your face!”, liksom då, och känna: ”Då prova jag, det gick 

inte, då var vi där.. Ja, titta nu! Jag kunde ju inte! Nähä..” Det är ju bättre att de pratar, jag menar, … jag gör ju 

fel jag med, det brukar jag ju också.. försöka.. säga. Vi är inga robotar, vi gör fel allihop här. “Not much 

correction at all. No, because then it’s like: ‘In your face!’, feeling: ‘I tried alright, it didn’t work, here we go.. 

Yeah, look! I wasn’t able! Oh well..’ It’s better that they talk, I mean, … I make errors too, I usually.. try to.. 

tell them. We are not robots, we all make errors here.” (Teacher 2, personal communication, April 25 -2018) 

 

The respondents reported that the presence of humor and laughter, which facilitates participant 

cohesion as long as it is shared by everyone in class and on equal terms, helps students relax. 

Teacher 2 accounts for one of her students as an example of this effect:  
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Han tänker inte efter … och då avväpnar han hela klassen ... Han ger sig aldrig på nån person, men han kan 

säga nåt roligt … folk slappnar av och ler lite … I den klassen så känner man att ”jag får va’ den jag är” … om 

du tycker att det här är jobbigt, då får du visa det … det är en skön stämning. “He opens his mouth… and then, 

he disarms the whole class … He never bashes anyone, but he says funny things.. people relax and start 

smiling … In that class, you feel that ‘I can be myself’ … if you find that this is tough, you’re allowed to show 

it … it’s a relaxed atmosphere.” (Teacher 2, personal communication, April 25 -2018) 

 

Teacher 1 reflected on humor and laughter in regard to her role as teacher: 
 

Vi är ju alla olika som person … och då kan man ju uppleva mig som sträng innan man vet lite … men att.. 

även att man faktiskt kan skratta och ha lite skoj ibland, man skämtar ibland på lektionerna … Vi behöver ju 

inte vara så allvarliga hela tiden. “We are all different persons … and then, you may perceive me as stern 

before you get to know me … but that.. also that you could laugh and have some fun at times, sometimes you 

crack a joke during classes ... We don’t have to be dead serious all the time.” (Teacher 1, personal 

communication, April 24 -2018) 

 

Lastly, Teacher 2 recommended that teachers avoid putting anxious students in situations where 

they have to speak alone, for instance during activities where they read aloud, and rather let them do 

these exercises in pairs, all at the same time – an activity which she described by using the analogy 

of a bee hive, for the buzzing sound it generates in class. Instead of planning whole-class speaking 

activities, she suggested that teachers could let students speak in small groups, preferably with 

friendly peers, to make them feel comfortable and relaxed enough to talk. Teacher 2 suggested that 

teachers could make oral presentations feel less exposed by letting students do their presentations in 

pairs, preferably together with someone whom they like and feel comfortable with, so they won’t 

have to stand in front of the class alone. 

 

5. Discussion 

Horwitz et al. (1986) suggests two possible ways in which FLA could be managed by teachers, 

as long as they are aware of the phenomenon: they can either strive to adapt the context of FL 

teaching with this pedagogical concern in mind, or prepare their students to cope and adapt to the 

situation (p. 131). The findings of this independent essay project, as well as the reviewed research 

on FLA, suggest that both ways are necessary in order to facilitate the FL acquisition of learners. 

This study has aimed to explore FLA in Swedish upper secondary school EFL speaking activities, 

from the perspective of teachers, by answering the following two research questions: 
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• From a teacher's perspective, how may learner foreign language classroom anxiety manifest 

itself during English speaking activities in a Swedish upper secondary school context? 

• How do teachers perceive that EFL teaching could be designed and adapted in order to help 

prevent or reduce potential language anxiety among their students? 

 

Pertaining to the first question, the results of this study found that FLA is, firstly, most prominent 

when students are exposed in front of others. The participating teachers identified situations where 

students have to speak alone in front of the class as a fundamental source of anxiety, which is 

consistent with the findings of previous research (Young, 1990, p. 550; Landström, 2017, s. 23). 

Teachers are recommended to pay attention to situations of this kind and adapt them accordingly to 

be less exposing to students (Young, 1990, p. 550). For this purpose, letting the entire class speak in 

pairs simultaneously or do their oral presentation together with a peer, rather than alone, was 

suggested by the respondents. 

 

In order to cope with exposed situations where FLA is likely to arise, anxious students could 

benefit from the use of strategies, as suggested by Cakıcı (2016, p. 196). While the participating 

teachers replied that some students use the strategy of preparing themselves while others seek the 

support of peers, anxiety-reducing strategies could possibly be discussed and trained in class, under 

the supervision of the teacher. Some attention to anxiety in class would increase awareness of the 

phenomenon and make students better prepared to manage it. Although the respondents of this 

study stated that students are generally emphatic when their peers reveal that they are anxious, such 

training would likely, to borrow the sentiment of Tran and Moni (2015), make anxiety even more 

accepted as a natural ingredient of FL learning (p. 14). 

 

Secondly, another finding was that classroom interaction may either limit or increase FLA, 

depending on its characteristics. In addition to the experience of feeling exposed, the fear of 

negative evaluation from teacher and peers was emphasized as another intimidating and anxiety-

inducing source, which also is reflected in earlier studies of FLA (Young, 1990, p. 550; Landström, 

2017, pp. 18-23). Assuming the responsibility for creating a safe learning environment should 

arguably be considered a fundamental principle for any teacher, and consequently as per the 

respondents’ remarks, teachers needs to be attentive to hostility between students and prepared to 

defuse it quickly and decisively whenever it arises, in accordance with the curriculum which states 

that “kränkande behandling ska aktivt motverkas” ‘offensive treatment demands active measures’ 

(Skolverket, 2011, p. 1). As such negative social experiences may threaten a student’s face and self-
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perceived outlook for successful FL acquisition, it is imperative for teachers to keep the FL 

classroom safe and limit adverse student interaction, as recommended by Jin et al. (2017, p. 121). 

 

In addition to providing their students clear and explicit rules of conduct in class, teachers should 

be advised to monitor their own behavior as well. The respondents advised against correcting 

students explicitly in a manner that threatens their face, since it could make them less confident and 

more anxious, which is in accordance with the findings of Subekti (2018a, pp. 229-231), and they 

rather suggest that students should receive constructive feedback instead, which is similar to the 

recommendations of Alrabai (2015, p. 183). Furthermore, the interviewees expressed that by 

promoting the view of errors as a natural part of FL learning, teachers may help to dispel harmful 

misconceptions of EFL learning that may contribute to learners’ self-perceived lack of aptitude, as 

per the suggestion of Horwitz et al. (1986, p. 130). While having negotiated clear-cut classroom 

procedures together with the students would be an ideal situation, the reality in classrooms likely 

put teachers in situations where their leadership is tested, and their intervention urgently required. 

However, Jin et al. (2017) suggest that by getting to know their students and promoting a friendly, 

joyful and supportive classroom atmosphere that is shared by students and teacher alike, teachers 

may help their students feel more relaxed and positively inclined towards each other, and thereby 

also less anxious (p. 121). 

 

In regard to the second research question, how teachers perceive that EFL teaching could be 

designed and adapted with learner FLA in mind, the results of this study suggest that the objective 

of making the students feel safe and relaxed in class is key for reducing FLA, which in short 

encompasses the countermeasures to anxiety-inducing classroom situations that has already been 

mentioned in the discussion above. Another discernible theme pertaining to the second research 

question is the importance of establishing a habit of speaking English in class, since getting students 

used to talking in class arguably could make them less anxious. Similar to Subekti (2018a, p. 238), 

the findings suggest that oral exercises where the focus rests on meaning and interaction rather than 

linguistic structures may facilitate students’ participation in classroom discussions. This 

recommendation is supported by the curriculum as well, where it is stated that students should be 

enabled to “develop a universal communicative ability” ‘en allsidig kommunikativ förmåga’ by 

using language in “functional and meaningful contexts” ‘funktionella och meningsfulla 

sammanhang’ (Skolverket, 2011, p. 53). 
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5.1. FLA and its implications for teachers 

The results account for two different views on the necessity of having students speak English in 

front of others in class, positions which can be described using the analogy of getting into a pool 

when the water feels somewhat cold – is it better to simply jump right in, or to dip your feet, take 

your time and gradually adjust to the temperature? Teachers need to decide whether they should 

challenge their potentially anxious students to cope with their speech anxiety during presentations 

or not. On the one hand, students’ experiences of success may lead to increased self-confidence, 

less anxiety, and in turn, higher achievement and proficiency – and paying too much attention to the 

discomfort of the situation might make it even more uncomfortable and stressful. On the other hand, 

it could be destructive and counterproductive to put students in that kind of situations, especially if 

they are considered likely to fail in managing their anxiety, since the resulting negative learning 

experiences could contribute to making their FLA even more severe. Knowledge of – and 

attentiveness to – their students’ individual differences is arguably important when teachers make 

these kinds of decisions. 

 

Another challenge for teachers is the balance of keeping their students relaxed while yet attentive 

– to awaken their curiosity rather than their anxiety. The ambition to monitor and keep the levels of 

FLA low in class has been found benevolent for FL learning, according to the previous research 

presented in this essay, and is likewise supported by the data from in this study. However, the 

participating teachers suggest, like Tran and Moni (2015, p. 14), that pushing students is sometimes 

necessary in order to create tension and helping students discover new knowledge. Viewed from a 

sociocultural perspective, teachers must keep their students safe while helping them expand their 

zone of proximal development further into the uncertain, to conquer and chart new territories of 

knowledge previously unknown to the students. To accomplish this balance act, collaboration and a 

supportive attitude among the participants is a vital ingredient. 

 

A third challenge indicated by the results of this study is that FLA can be difficult to discover in 

class, since students often manage to hide it in order to save their faces. Similarly, Tran and Moni 

mention that students’ reluctance of revealing their anxiety to teachers and peers, in fear of losing 

their face, makes it more difficult to manage the problem, for both parties (ibid., p. 15). In contrast 

to the interviewees participating in Nessler (2018), who accounted for observations of avoidant 

behavior and physical symptoms like crying among their anxious students (p. 21), the teachers who 

participated in this essay project explained that speech anxiety is generally not discovered until 

students choose to admit it themselves. This may arguably depend on whether students are 

comfortable sharing the fact that they experience anxiety with their teacher and/or peers or not, and 
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if the classroom atmosphere is friendly and supportive. The findings of this study suggest that 

teachers get to know their students well and promote awareness of FLA in class, to establish the 

notion that anxiety is a normal part of EFL learning. 

 

The results of this study indicate that FLA does not receive a lot of attention when EFL teachers 

discuss their teaching practice and planning with colleagues. Similarly, Landström (2017) reports 

that the interviewees in his study initially did not admit to being aware that the phenomenon 

existed, although they recognized the effects of the phenomenon when it became a topic for 

discussion (p.26). Cakıcı (2016) suggests that research shows on the necessity to promote 

awareness of FLA and its connection to language achievement and learning, in teacher education 

programs as well as in-service education managed by schools (p. 196), a recommendation which is 

shared by the author of this independent project essay. 

 

5.2. FLA and students’ participation in collaborative learning 

According to the ideas of Vygotsky, which were briefly outlined in the introduction of this essay, 

language should be considered an indispensable tool for learning. Although using our first language 

may be our principal way of accessing and acquiring new knowledge, learning additional languages 

may allow us to extend the scope of what we are able to learn and allow us to access new areas of 

knowledge. Skolverket (2011) prescribes that “knowledge in English increases the individual’s 

opportunities to partake in various social and cultural contexts” ‘[k]unskaper i engelska ökar 

individens möjligheter att ingå i olika sociala och kulturella sammanhang’ (p. 53). Reasoning from 

the epistemological view that learning is a result of social interaction, language becomes an entry 

ticket that provides access to collaborative negotiations of knowledge creation and re-creation, and 

thus, teachers should help reduce thresholds that limits their opportunities to partake, such as FLA. 

 

From the position represented by the author of this essay, enabling students to express their 

meaning should be considered one of the most important goals of EFL teaching. The curriculum 

prescribes that one of the missions of education is to “allow each student to find their unique 

individuality” ‘låta varje enskild elev finna sin unika egenart’ (ibid., p. 5). Based on the notion that 

we express our identity by means of our language, which was expressed by Teacher 1, helping 

students to appropriate the tools to develop and discover who they are and what they stand for is 

crucial to the prospect of preparing them for their future participation and responsibilities as citizens 

in a democratic society, an aim which is emphasized by the curriculum (ibid., p. 6). 
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The key to enabling students to express themselves, and consequently reduce their anxiety in FL 

classes, seems to be the challenge of building their self-confidence. In order to accomplish this, 

teachers are responsible for managing and caring for their classroom participants, to provide them 

successful learning experiences that foster positive expectations for future learning, strengthening 

their beliefs “in themselves and their future” ‘på sig själva och på framtiden’ (Ibid., p. 8). By 

designing ELF teaching that is mindful of the management and reduction of harmful FLA, teachers 

may help their students achieve better. For some anxious students, enabling them to realize that they 

are actually able to say something will possibly be that decisive small, small thing which matters. 

 

6. Conclusion 

In conclusion, spreading awareness of FLA as something natural in FL learning, promoting good 

relations between classroom participants, establishing a safe and supportive atmosphere, and 

building the self-confidence of students seem to be viable ways for teachers to reduce the negative 

effects of FLA in their classrooms. The findings of this independent degree project indicate that 

speaking alone in front of the class is considered the most anxiety-provoking situation to students, 

from the perspective of teachers, and that classroom interactions with teachers and peers could 

plausibly either increase or reduce FLA, depending on their characteristics. Furthermore, getting 

students used to talking the FL in a supportive, friendly and non-judgmental atmosphere was 

identified as an important ambition for EFL teaching which may help students relax and reduce 

their levels of FLA. Finally, this study suggests that an increased awareness of FLA is needed, since 

it appears to be difficult to identify in class and rarely discussed among teachers.  

 

This study was unfortunately not able to sample a population of teachers in the intended size, 

which could have increased the reliability of its results. Although this study confirms previous 

research on FLA, more research is needed to better understand how this phenomenon affects EFL 

learners in a Swedish classroom context. However, the findings presented in this essay may help 

teachers design their EFL teaching in order to reduce the levels of debilitating anxiety among 

students, and inspire to further research on FLA. As a suggestion for future research, it would be 

interesting to measure the effects of anxiety-reducing strategies on the influence of FLA on EFL 

learners in a Swedish upper secondary school context. 
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Appendices 

Appendix A: Interview guide – English version  

Interview guide: Teacher’s perceptions and experiences of learner speech anxiety in an EFL 

classroom context 

 

Preparations: 

• Setting up equipment 

• Acquire written informed consent from the respondent 

• Stating time, date and place when commencing the interview TIME:  DATE: 

 

Background questions: 

• How long have you been working as an English teacher in Swedish upper-secondary school? 

• Do you have experience of teaching English to younger students or adults as well? 

• What is your current pedagogical assignment as a teacher at the school where you work? 
PROMPT: In which subjects do you teach, or in what capacity do you work with your students? 

 

Content questions: 

Topic A – Identifying learner FLA in English oral activities, (referred to as speech anxiety): 

• How would you notice if your students suffer from speech anxiety in your English classes? 
PROMPT: Can you think of ways of telling if students likely are held back by anxiety, such as visible physical or 

psychological symptoms for instance, or a change in their communicative behavior? 

PROBE: Do you mind giving an example of what you’ve observed with your own students? Do you recall any 

specific anecdote of learner speech anxiety during English class that you would like to share with me? 

 

Topic B – anxiety-provoking situations and activities: 

• Can you think of situations where this kind of anxiety is more likely to manifest itself? 
PROMPT: Are there specific activities where it seems more likely to show? 

• According to your own experience and observations, how do perceive that your anxious 

students act to cope with their speech anxiety? 
PROMPT: For instance, what anxiety-reducing strategies do your students use? 

PROBE: Do you perceive that they are successful in trying to cope with their anxiety? 

 

  



32 
 

Topic C – FLA and the impact of classroom environment 

• What are your thoughts on how language teaching could be designed in order to reduce or 

prevent speech anxiety? 

• Is speech anxiety something that you discuss with your teacher colleagues? 

• What are your ideas on how to create a classroom atmosphere that reduces the impact of speech 

anxiety in your students? 
PROMPT: Any thoughts on the physical classroom environment? 

PROMPT: Any thoughts in regard to the psycho-social classroom environment? 

PROMPT: Activities? Raising hands or speaking freely, rules of conduct in class? 

 

Topic D – The influence of teacher and peers on FLA: 

• What are your ideas about how teachers can act to make anxious students feel more safe when 

speaking English? 
PROMPT: How do you perceive that, for instance, error correction impacts speech anxiety among your students? 

PROBE: Are there other aspects in the teacher-student interaction that can influence potential anxiety? 

• In the immediate, how do you perceive that you, the teacher, can support students in situations 

where speech anxiety rises? 

• Typically, according to your experience, does the presence of other students in class seem 

decrease or increase anxiety of the individual learner? 
PROMPT: Do peers seem to help or cause speech anxiety in anxiety-prone students? 

• How does group compositions of students impact speech anxiety among your students during 

oral English classroom activities? 
PROMPT: For instance, when students discuss in pairs, in groups of 4-5 students, or in whole-class: what do you 

consider to be the likely impacts on potentially anxious students in a comparison? 

PROMPT: Does it matter whether students choose their own groups, or you decide who will be working together? 

 

Closing question: 
PROMPT: There are a lot of possible things to discuss in regard to a topic that is so interesting and important for the 

mission of teaching English as a second or foreign language. We got a few spare minutes left, with the possibility to 

return to questions that should have been discussed or evolved further. 

• So, to round off this interview, is there anything else you would like to add that I should have 

asked you about, or that we should have evolved on further? 

 

Acknowledgement: 

• Thank you for your participation in this study! 
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Appendix B: Interview guide – Swedish version  

Intervjuguide: Lärares tankar och idéer om elevers ängslan/rädsla att använda Engelska 

muntligen som ett främmande/andraspråk i en klassrumskontext 

 

Förberedelser: 

• Göra i ordning inspelningsutrustning 

• Informera och inhämta skriftligt medgivande till intervjun 

• Uppge tid, datum och plats när inspelningen inleds TID:  DATUM: 

 

Bakgrundsfrågor: 

• Hur länge har du arbetat som Engelska-lärare inom den svenska gymnasieskolan? 

• Har du även erfarenhet av att arbeta med yngre elever eller vuxna Engelska-studenter? 

• Vad är dina nuvarande pedagogiska arbetsuppgifter på skolan där du jobbar? 
PROMPT: Exempelvis, i vilka ämnen undervisar du, eller alternativt, i vilken egenskap arbetar du med elever? 

 

Innehållsfrågor: 

Ämne A – att upptäcka talänglan hos elever som deltar i muntliga Engelska-aktiviteter 

• Hur skulle du säga att det går att lägga märke till om elever lider av talängslan i klassrummet, 

utifrån dina erfarenheter? 
PROMPT: Kan du komma på några igenkänningstecken på att en elev sannolikt hålls tillbaka av ängslan, som 

exempelvis synliga fysiska symptom, kognitiv påverkan eller ett förändrat kommunikativt beteende? 

PROBE: Har du någon anekdot om talängslan som du observerat hos dina elever som du vill berätta om? Någon 

speciell minnesbild av talängslan under Engelska-lektioner som du vill dela med mig? 

 

Ämne B – situationer och aktiviteter som framkallar talängslan: 

• I vilka klassrumssituationer är talängslan hos eleverna vanligast, enligt din erfarenhet? 
PROMPT: Går förekomsten av talängslan att koppla till vissa sorts aktiviteter? 

• Enligt dina erfarenheter och observationer, hur uppfattar du att ängsliga elever agerar för att 

hantera sin talängslan? 
PROMPT: Exempelvis, vilka strategier använder de för att minska sin ängslan? 

PROBE: Upplever du att de brukar vara framgångsrika i att hantera sin ängslan? 
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Ämne C – Klassrumsmiljöns påverkan på elevers talängslan 

• Vad är dina tankar om hur språkundervisning kan utformas för att förebygga eller minska 

talängslan hos eleverna? 

• Är talängslan något som du brukar diskutera med dina lärarkolleger? 

• Vad är dina tankar om hur man kan skapa en undervisningsmiljö, eller klassrumsatmosfär, som 

mildrar effekterna av elevers talängslan? 
PROMPT: Några tankar om den fysiska klassrumsmiljön? 

PROMPT: Några tankar om den psykosociala klassrumsmiljön? 

PROMPT: Arbetsformer? Handuppräckning eller fritt ord, förhållningsregler i klassrummet? 

 

Ämne D – Lärare och klasskamraters påverkan på elevers talängslan 

• Hur går dina tankegångar om hur lärare kan agera för att få ängsliga elever att känna sig 

tryggare när de talar engelska? 
PROMPT: Hur uppfattar du, exempelvis, att felkorrigering påverkar talängslan bland dina elever? 

PROBE: Finns det andra aspekter i interaktionen mellan lärare och elev som kan påverka potentiell språkängslan? 

• Vad tänker du att du som lärare kan göra i situationer där du märker att talängslan drabbar en 

eller flera elever? 

• Generellt sett, har närvaron av andra elever i klassrummet en positiv eller negativ inverkan på 

elevers talängslan? 
PROMPT: Hjälper eller stjälper klasskamraterna ängsliga elever att hantera talängslan? 

• Hur påverkar gruppsammansättningen talängslan bland elever under klassrumsaktiviteter i 

Engelska? 
PROMPT: Till exempel, när elever diskuterar i par, i grupper om 4-5 elever eller i helklass: hur påverkas potentiellt 

ängsliga elever i en jämförelse mellan dessa? 

PROMPT: Spelar det någon roll om eleverna får bestämma grupper själv eller om du avgör vilka som ska arbeta 

tillsammans? 

 

Avslutande frågeställning: 
PROMPT: Det finns ju jättemycket intressant att diskutera kring ett sådant viktigt ämne. Med några minuter kvar 

har vi nu möjlighet att återvända till frågor som du tycker har saknats eller återvända till frågeställningar som borde 

ha utvecklats och diskuterats mer ingående. 

• Så avslutningsvis, är något annat som du skulle vilja lägga till som jag borde ha frågat dig om 

eller som vi borde ha diskuterat mer på djupet? 

 

Erkännande: 

• Tack för din medverkan i studien! 
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Appendix C: Form of written consent – sample 

Form of written consent 

 

Using a foreign or second language in class can be an anxiety-inducing activity for many 

students. This interview intends to explore teachers’ perceptions and experiences of foreign/second 

language classroom anxiety among students in the Swedish upper-secondary school subject of 

English. In addition, it aims to illuminate how teachers perceive that teaching can be adapted to help 

reduce the perceived anxiety among their students. By raising awareness of this phenomenon, and 

discussing how to deal with it, such knowledge can help facilitate the second language classroom 

interaction and language acquisition of students. 

 

By signing this form, you acknowledge that you have consented to participate in this interview. 

The interview will be recorded as a digital audio recording and take approximately 30 minutes to 

perform, with an additional 15 minutes for setting up equipment and getting started. Your 

participation in this interview is completely voluntary and anonymous. The data is collected solely 

for the purpose of scientific research and will not be used in any way that reveals your identity or 

threatens your personal integrity. You may choose to withdraw from the interview at any point and 

have a say in whether there is something in the recorded material that you feel should not be used in 

the essay. Please let me know if you have any concerns about the recorded material or your own 

participation. My contact information is detailed below: 

 
Magnus Vikström 

[Street address] 

[Postal number and city] 

Sweden 

Phone: [Phone number] 

Email: [E-mail address] 

 

By signing this form, I have read the information and given my written consent to using the 

collected material for the above described purpose. 

 

Date/place:  

Name:     

Signature:      
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