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GENIS OZET

Ingilizce Hazirlik Sinift Ogrencilerinin Belirsizlik Hosgoriisii, Yabanci Dil

Kaygis1 ve Ingilizce Iletisim Kurma Istekliligi
Bastiirk Beydilli, Asiye
Yiiksek Lisans Tezi, Yabanci Diller Egitimi Anabilim Dal1
Danisman: Dr. Ogr. Uyesi Ferdane Denkci Akkas

Temmuz 2023

Ikinci dil 6grenme genellikle zorlayic1 bir siireg olarak algilanmakta ve anadil(ler)in aksine
her zaman kesin bir basari ile sonu¢lanmamaktadir. Bu nedenle, ikinci/yabanci dil
ogrenme siirecini anlamak tizere yapilan arastirmalar biiytik 6nem arz etmektedir. Dil
ogrenmenin bilissel bir stire¢ oldugu diistintiliir. Fakat ek bir dil 6grenme siireci, biligsel
etkenlerin yani sira, iletisim kurma istekliligi gibi bireyin istem ve iradesi ile ilgili
(conative); kayg ve belirsizlik hosgoriisi gibi duyussal ve/veya bireysel fark ve faktorlere

de baglidir (Ortega, 2013).

Yabanci bir dil 6grenen Ogrenciler bu siirecte bircok belirsizlik ile karsilasirlar ve
belirsizlik hosgoriisi ile dil 6grenimi arasinda dogrudan bir iliski vardir (Ely, 1989). Bu
sebeple, “belirsiz durumlari makbul/istendik algilama egilimi” (Budner, 1962, s. 29)
olarak tanimlanabilecek belirsizlik hosgoriisti bu 6grencilerin sahip olmasi gereken
onemli 6zelliklerden biri olarak kabul edilir. Ikinci dil ogrenme ortami; dil bilgisi
ogelerinin, kelimelerin, sesbilimsel ve kiiltiirel ipuclarmnin yabanci olmasi ve anlamli bir
yorumlama yapmak icin yetersiz kalmalar1 sebebiyle, yeni ve belirsizdir (Chapelle, 1983).
Dolayistyla Norton (1975, s. 608) tarafindan “belirsiz, eksik, parcalanmis, coklu, olasi,
yapilandirilmamus, belirsiz, tutarsiz, aykiri, geliskili veya anlamca belirsiz bilgileri gercek
veya potansiyel rahatsizlik veya tehdit kaynaklar1 olarak algilama veya yorumlama
egilimi” olarak tarif edilen belirsizlige tahammiilsiizliik ise yabanci dil 6grenme siireci ile
olumsuz iliskilendirilen bir kisilik 6zelligidir. Yabanci dil kaygis1 “dil 6grenme stirecinin
biricikliginden kaynaklanan sinifta dil 6grenimine iliskin bir 6z-algilama, inang, duygu ve
davranis kompleksi” olarak tanimlanabilir (Horwitz vd., 1986, s. 128). Yabanci dil

ogrenme siirecinde dneme sahip bir diger etken de temellerini sosyal psikolojiden alan



istemsel ve iradesel (conative) bir yap:r olan iletisim kurma istekliligidir. “Ana dil’
dustintildtigtinde, iletisim kurma istekliligi geri cekilme, gekingenlik, iletisim kaygis1 ve
suskunluk (reticence) gibi karakter 6zellikleriyle iliskili ve insanlarin iletisime baslama
egiliminin bir yordayicist olarak goriilmiistiir (Ortega, 2013). MacIntyre (1994) iletisim
kurma istekliliginin kisilik temelli kaynaklarin ele aldig1 calismasinda, iletisim kurma
istekliliginin kokleri ice dontikliik ve 6zsaygiya dayanan iletisim kaygisi (communication
apprehension) ve algillanan yetkinlik (perceived competence) etmenlerinin bir

birlesiminden kaynaklandigimni ortaya koymustur.

Alanyazin taramasi yapildiginda yabanci dil 6grenme stirecinde etkili olduguna inanilan
iletisim kurma istekliligi, yabanc1 dil kaygis1 ve belirsizlik hosgoriisii yapilar: arasindaki
iliskileri Ttirkiye’de ayn1 6rneklem tizerinde inceleyen calisma bulunamamistir. Bununla
birlikte, 6grencilerin kaygi ve belirsizlik hosgoriisii arasindaki iliskiyi inceleyen ¢alismalar
mevcuttur (Aksoy, 2019; Dewaele ve Shan Ip, 2013; Geng, 2016; Sadeghi ve Soleimani,
2016; Erturk-Tikiz vd., 2023). Ogrencilerin yabanci dil kaygist ile iletisim kurma istekliligi
arasindaki iliskiye yonelik bir alanyazin taramasi yapildiginda ise, iki yap1 arasinda
olumsuz yonde iliskiye isaret eden calismalar goriilebilmektedir (Chu, 2008; Rastegar ve
Karami, 2015; Tabataba’ian, 2012). Alanyazin, 6grencilerin yabanci dilde belirsizlik
hosgoriisti ve iletisim kurma istekliligi arasindaki iliskiyi inceleyen ¢alismalar agisindan
tarandiginda ise oldukg¢a az sayida arastirma ile karsilasilmaktadir (Ahmedi Safa ve
Jamshidi, 2017; Amirian vd., 2020; Vahedi ve Fatemi, 2016) ve bu ¢alismalar bu iki yap1
arasinda olumlu yonde bir iliskiye isaret etmektedir. Sonug olarak literatiirde yabanci dil
ogrenme siirecinde onem arz eden bu {ii¢ faktoriin (yabanci dil kaygisi, yabanc dil
belirsizlik hosgoriisii ve iletisim kurma istekliligi) birbirleriyle iliskilerini inceleyen
calismalar mevcut olmakla birlikte, bu calismalar net bir sonuca ulasmak igin yeterli
degildir. Bunun yami sira, bu alanda Tiirkiye’de smurli sayida arastirma yapilmus
oldugundan bu calisma bahsi gecen yapilar1 inceleyerek alanyazina katkida bulunmay1

hedeflemektedir.

Bu calisma Ingilizce hazirlik smifi 5grencilerinin belirsizlik hosgoriisii, yabanci dil kaygist
ve Ingilizce iletisim kurma istekliligi arasindaki iliskileri ortaya koymay1 amaclamaktadir.
Ayrica calisma kapsaminda yukarida bahsi gecen degiskenlerin 6grencilerin cinsiyeti,
kayith olduklari lisans programi, baslangic diizeyi gibi cesitli faktorler acisindan

farklilasip farklilasmadig: da arastirma konusudur.



Betimsel bir arastirma olan bu calismada iliskisel tarama modeli kullanilmistir. Bu
calismada degiskenlere miidahale edilmeksizin 6grencilerin yabanci dil kayg: diizeyleri,
yabanci dil belirsizlik hosgorii diizeyleri ve iletisim kurma istekliligi diizeylerinin birlikte
degisip degismedigi, aralarinda bir iliski olup olmadig1 incelenmistir. Arastirmanin
verileri, 2020-2021 akademik yilinda Istanbul ilinde yer alan biri devlet biri 6zel olmak
tizere iki ayr1 tiniversitenin Ingilizce hazirlik okullarinda 6grenim goren 270 6grenciden
toplanmistir. Veri toplama stirecinde Kisisel Bilgi Formu, Yabanci Dil Belirsizlik
Hosgoriisii Olgegi, Yabanci Dil Kaygisi Olgegi ve 1ngﬂizce fletisim Kurma 1stekliligi Olgegi
kullanilmistir. Egitimin Covid-19 pandemisine bagh olarak uzaktan gerceklestirilmesi
sebebiyle ilgili veri toplama araglari Google Formlar araciligiyla internet tizerinden
paylasilmistir. Toplanan veriler SPSS 21 programina aktarilarak analiz edilmis ve
ANOVA, t-Test, Pearson Korelasyon Katsayis1 ve betimleyici istatistik analizleri

gerceklestirilmistir.

Elde edilen sonuglara gore calismaya katilan yabanci dil 6grenen 6grencilerinin orta
derecede iletisim kurma istekliligi, yabanci dil endisesi, iletisim kurma kaygisi, test
kaygisi, olumsuz elestirilme korkusu ve belirsizlik hosgoriisii oldugu bulunmustur.
Ayrica, dgrencilerin belirsizlik hosgoruisii ve iletisim kurma istekliligi ile yabanci dil
kaygisi, iletisim kaygisi, sinav kaygis1 ve olumsuz elestirilme korkusu arasinda orta
diizeyde olumsuz bir iliski tespit edilmistir. Ogrencilerin belirsizlik hosgoriisii ve iletisim
kurma istekliligi arasinda ise diisiik seviyede olumlu bir iliski bulunmustur. {lgili analiz
sonuclarina gore 6grencilerin belirsizlik hosgoriistintin iletisim kurma istekliligini olumlu
yonde yordadigi, yabanc: dil kaygisini, iletisim kaygisini, sinav kaygismi ve olumsuz
sekilde elestirilme korkusunu ise olumsuz yonde yordadigr saptanmistir. Ek olarak
ogrencilerin iletisim kurma istekliliginin de belirsizlik hosgoriistiniin olumlu, ikinci dil
kaygisy, iletisim kurmaya yonelik kaygi, smnav kaygist ve olumsuz sekilde elestirilme
korkusunun ise olumsuz bir yordayicist oldugu saptanmustir. Ayni1 zamanda, dgrencilerin
yabanci dil kaygisinin, iletisim kurma kaygisinin, simav kaygisinin ve olumsuz yonde
elestirilme korkusunun belirsizlik hosgoriisiinti ve iletisim kurma istekliligini olumsuz

sekilde yordadig1 sonucuna ulasilmistir.

Ogrencilerin belirsizlik hosgoriisiiniin cinsiyet, yabanci bir tilkede bulunma deneyimi ve
hazirlik smifi baslangic seviyesi bakimimndan degisiklik gosterdigi bulunmustur.
Detaylandirmak gerekirse, analiz sonuglari kadin 6grenciler ve yabanci bir tilkede

herhangi bir sebeple bulunmus 6grencilerin belirsizlige karsi hosgoriistintin daha ytiksek



oldugunu gostermistir. Ek olarak egitim yilinin basinda orta diizey (intermediate) gruba
yerlestirilen 6grencilerin baslangic diizeyi (beginner) grubuna yerlestirilen 6grencilere
kiyasla belirsizlige karsi daha hosgoriilti oldugu goriilmustiir. Bir diger bulgu ise
ogrencilerin yabanci dil kaygisinin, iletisim kaygisinin, smav kaygisimin ve olumsuz
elestiri korkusunun yurtdisinda daha o©nce deneyiminin olup olmamasma gore
farklilagtigini gostermistir. Oncesinde yabanci bir tilkede bulunmus 6grencilerin yabanci
dile, iletisim kurmaya, sinavlara yonelik daha az kaygt duydugu ve olumsuz elestirilerden
daha az korktugu saptanmistir. Ayrica 6grencilerin olumsuz elestirilme korkusunun
cinsiyetlerine gore farklihk gosterdigi ve kadinlarin daha fazla korku hissettigi
bulunmustur. Ayni zamanda, 0©grencilerin baglangic seviyesinin yabanci dile
kaygilarinda, iletisim kaygilarinda, sinav kaygilarinda ve olumsuz elestirilmeye yonelik
korkularinda farklilasmaya sebep oldugu sonucuna varilmistir. Egitim yilinin basinda
orta diizey (intermediate) gruba yerlestirilen 6grencilerin baslangic (beginner) ve orta-
oncesi (pre-intermediate) gruba yerlestirilen 6grencilere kiyasla belirsizlige kars1 daha
hosgoriulu oldugu gortilmiistiir. Son olarak, 6grencilerin iletisim kurma istekliliginin
yurtdis1 deneyimine gore degistigi, yabanci bir tilkeye daha 6nce gitmis 6grencilerin

Ingilizce dilinde iletisim kurmaya daha istekli olduklar1 sonucuna ulasilmstir.

Aragtirmanin bulgular alanyazin dogrultusunda tartisilmistir. Ogrencilerin orta diizey
belirsizlik hosgoriisti oldugu sonucu hem Tiirkiye’de (Aksoy, 2019; Basoz, 2015; Erten ve
Topkaya, 2009; Geng, 2016; Erturk-Tikiz vd., 2023) hem de diinyada (Dokmai, 2019; Hou
ve Hou, 2017; Kamran, 2011; Shak, 2015) yapilmis bazi calismalara biiytik oranda
benzerlik gosterirken, farklilastig1 calismalar da olmustur. Kadin 6grencilerin belirsizlige
kars1 daha hosgoriilii olmast sonucu ise alan yazindaki ¢alismalardan biiyiik oranda
farklidir. Bu durumun kadmnlarin dil 6greniminde genel anlamda daha basarili
olmalarindan (Banya ve Cheng, 1997) kaynaklanabilecegi belirtilmistir. Ayrica, yabanci
bir ulkeye giden 6grencilerin hizla zihinsel bir degisim ihtiyacinin farkina varmasi
dolayistyla (Regan vd., 2009), daha 6nce yabanci bir tilkede bulunmus 6grencilerin daha
hosgoriilii olmasimin anlamli oldugu diisiintilmiistiir. Orta diizey Ingilizce altyapisiyla
baslayan 6grencilerin baslangi¢ grubuna kiyasla belirsizlige daha hosgoriilti olmasi da
Turkiye’de yapilmis birkag calismayla benzerlik gostermistir (Erten ve Topkaya, 2009;
Suna-Celikbas, 2019). Bu calismanin sonucuna gore 6grencilerin orta diizeyde yabanci dil
kaygisia sahip olmalarinin onlarmn dile yonelik inaniglari, 6gretmen-temelli egitim ve

egitim dahilindeki 6gretim, uygulamalar ve siireclere yonelik algilara (Young, 1991)



bagli gelismis olabilecegi ve alan yazinda bircok calisma ile benzerlik gosterdigi (Alsowat,
2016; Asmali, 2019; Punsiri, 2012; Sonmez, 2020; Su, 2022; Tanielian, 2017; Yetkin & Ozer,
2022) belirtilmistir. Ek olarak, 6grencilerin herhangi bir sebeple yurtdisinda bulunma
deneyiminin yabanci dil kaygisi tizerindeki farklilastirma etkisi alan yazindaki ¢alismalar
ile biiytik oranda tutarli olup (Allen ve Herron, 2003; Onwuegbuzie vd., 1999; Thompson
ve Lee, 2014), sebebi ne olurla olsun yabanci bir tilkede bulunmanin 6grencilerin kaygisini
azaltabilecegine isaret edilmistir. Kadinlarin erkek ogrencilere kiyasla olumsuz yonde
elestirilmekten daha fazla korktuguna yonelik bulgu Turkiye'deki diger calismalarla
farklihlk gosterdiginden alan yazina farkli bir bakis acis1 kazandirabilecegi
diistiniilmistiir. Ayrica, orta diizeyde Ingilizce seviyesiyle hazirlik egitimine baglayan
ogrencilerin baslangic ve orta-oncesi seviyedekilerden daha az kaygili olmas: bulgusu
ogrencilerin 6nceden edinilmis dil yeterliliklerinin 6nemine isaret ettiginden ve bu alanda
yeterince calisma yapilmamis olmasi sebebiyle énem arz etmektedir. Ogrencilerin orta
diizeyde iletisim kurma istekliligi sonucu ise alan yazindaki bircok ¢alisma ile benzerlik
gostermis olup (Basoz & Erten, 2018; Bergil, 2016; Bulut, 2017; Campbell, 2016; Khajavy
vd., 2018; Shanti Manipuspika, 2018), gorece yeni bir konu olmas: sebebiyle genel bir
sonuca ulasmak icin daha fazla calisma yapilmasma ihtiya¢ duyulmaktadir. Ayrica bu
yapinin dgrencilerin yurtdisi deneyimine gore farklilasmasinin ana dil yardimi olmadan
iletisim kurmaya calisma zorlugunu daha o6nce deneyimlemekle ilgili olabilecegi
tartisilmistir. Son olarak, katihmcilarin yabanci dil kaygisi ve belirsizlik hosgoriisii
arasindaki olumsuz yonlii iliski (Aksoy, 2019; Asmali, 2019; Chen, 2023; Dewaele ve Shan
Ip, 2013; Erturk-Tikiz vd., 2023); yabanci dil kaygis1 ve iletisim kurma istekliligi arasindaki
olumsuz yonlii iliski (Chu, 2008; Dewaele, 2019; Liu ve Jackson, 2008; Rastegar ve Karami,
2015; Tabataba’ian, 2012); belirsizlik hosgoriisti ve iletisim kurma istekliligi arasmdaki
olumlu yondeki iliski (Amirian vd., 2020; MacIntyre ve Doucette, 2010; Wu ve Lin, 2014)
alan yazindaki diger calismalarla biiytik olctide tutarli bulunmustur. Biittin bu bulgular
ve degerlendirmeler 1s181nda uygulayicilar, okul yoneticileri ve arastirmacilara yonelik

cesitli oneriler sunulmustur.

Anahtar Kelimeler: Belirsizlik hosgoriisii, Ingilizce iletisim kurma istekliligi, Yabanci dil

kaygzsi, ingilizce hazirlik 6grencileri



ABSTRACT

English Preparatory Students” Ambiguity Tolerance, Foreign Language

Anxiety and Willingness to Communicate in English
Basttirk Beydilli, Asiye
Master’s Thesis, Department of Foreign Language Education
Asst. Prof. Ferdane Denkci Akkas

July 2023

The current study intends to measure students” WTC, SLTA and FLA together with
the potential correlation and predictability among these. It also investigates if these
variables differ in terms of the participants’ gender, entry level, faculty they are
registered to, experience abroad, additional languages, high school type or
university type. This descriptive correlational study utilized quantitative data
collection procedures. The data were collected from 270 English preparatory
students of EFL at a private and a state university in Istanbul, Tiirkiye, via the
SLTAS (Ely, 1995), the FLCAS (Horwitz et al., 1986) adapted by Aksoy (2019), the
WTC (Cao & Philp, 2006) adapted by Uyanik (2018), and analyzed through SPSS
21. The significant findings indicated a moderate level of WTC, SLTA and FLCA;
a low-level of positive correlation between WTC and SLTA; a moderate level of
negative correlation between WTC and FLCA, and between SLTA and FLCA.
FLCA negatively predicted WTC and SLTA, and vice versa. WTC and SLTA were
positive predictors of each other. Females and the students with a previous
experience abroad had more SLTA and WTC, and less FLCA. Those with an
intermediate entry level had more SLTA than the beginner group, and less FLCA
than the beginner and the pre-intermediate groups. Females had more fear of

negative evaluation. Several implications were presented based on the literature.

Keywords: Second language tolerance of ambiguity, Willingness to communicate

in English, Foreign language classroom anxiety, English preparatory students
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1. INTRODUCTION

This study aims to reveal the relationships among English preparatory class
students' tolerance for ambiguity, foreign language anxiety, and their willingness to
communicate in English. In addition, within the scope of the study, it is investigated
whether the aforementioned variables differ in terms of various factors such as the
participant’s gender, entry level, the faculty they are registered to, whether they have
been to a foreign country, whether they can speak any additional languages, whether
they graduated from a state or private high school or whether they are enrolled in a
state or private university. In this respect, this section introduces an overview of the
research. To begin with, SLTA, WTC and FLCA are briefly introduced. Secondly, the
problem is stated. Next, the objective of the research and the research questions are
presented. Finally, the limitations of the study are given. Furthermore, the key

definitions and necessary abbreviations addressed throughout the study are provided.
1.1 Background of the Study

Second Language Acquisition, unlike first language acquisition, is a research
area that seeks the capacity of an individual to learn languages other than their first
language in late childhood, adolescence or adulthood, and various complex
phenomena that affect this process in various contexts. Learning a second language is
generally perceived as a challenging process and, unlike native language(s), does not
always result in definite success. Therefore, research to understand the second/foreign
language learning process is of great importance. Language learning is considered as
a cognitive process. However, as well as cognitive factors, an additional language
learning process is related to factors concerned with an individual's will and volition
(conation), such as his/her willingness to communicate, and affective and/or individual

differences such as anxiety and tolerance of ambiguity (Ortega, 2013).

Students who are learning a foreign language encounter many uncertainties in
this process, and there is a direct bond between ambiguity tolerance and L2 learning
(Ely, 1989). For this reason, tolerance of ambiguity, which can be defined as “the
tendency to perceive ambiguous situations as desirable” (Budner, 1962, p. 29), is

considered one of the important characteristics that these students should have. The
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second language learning environment is new and uncertain because grammatical
elements, words, phonological and cultural clues are not familiar and insufficient to
make a meaningful interpretation (Chapelle, 1983). Therefore, intolerance of
ambiguity which is defined by Norton (1975) as “a tendency to perceive or interpret
information marked by vague, incomplete, fragmented, multiple, probable,
unstructured, uncertain, inconsistent, contradictory, contradictory, or unclear
meanings as actual or potential sources of psychological discomfort or threat” (p. 608)
is a personality trait that is negatively associated with the foreign language learning
(FLL) process. Intolerance in such an environment of uncertainty may negatively
influence students' foreign language success, as the resulting stress may hinder
retrieving information or applying language learning strategies (Kamran & Maftoon,
2012). Accordingly, tolerance of ambiguity and anxiety are also two connected

constructs when it comes to SLA.

Anxiety is an unpleasant emotional state associated with feelings of uneasiness,
discomfort, and fear (Riskind & Rector, 2018) and has a negative effect on language
learning (Brown, 2007). While some students achieve their goals in other situations or
fields and can be good learners, they have a distinct psychological barrier to foreign
language learning in their minds. Likewise, these students with high foreign language
anxiety experience feelings of fear and apprehension, especially when they need to use
a foreign language in the classroom (Horwitz et al., 1986). Within this scope, foreign
language anxiety can be defined as “a distinct complex of self-perceptions, beliefs,
feelings, and behaviors related to classroom language learning arising from the
uniqueness of the language learning process” (Horwitz et al., 1986, p. 128). Bochner
(1965) considers anxiety to be one of the secondary defining characteristics of
intolerance to ambiguity. In other words, as Smock (1955) stated, Bochner argues that
an individual who does not tolerate uncertainty will also be anxious. There are studies
in the literature that found the intolerance of ambiguity was positively correlated with
FLA (Aksoy, 2019; Dewaele & Shan Ip, 2013; Geng, 2016; Sadeghi & Soleimani,
2016).

Another important factor is the willingness to communicate, which is a

volitional and conative structure that takes its foundations from social psychology.
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When the 'mother tongue' is considered, willingness to communicate is associated with
character traits such as withdrawal, shyness, communication anxiety and reticence, and
is seen as a predictor of people's tendency to start communication (Ortega, 2013).
Maclintyre (1994), in the study of personality-based sources of willingness to
communicate, revealed that WTC stems from a combination of factors; perceived
competence and communication apprehension rooted in introversion and self-esteem.
Within this scope, it is noteworthy that it is associated with anxiety which is another
important factor. Similarly, McCroskey (1997) defined this concept as the tendency to
initiate communication. In terms of second language learning, WTC refers to as the
readiness to participate in a second language discourse with a specific person at a given
time (Maclntyre et al., 1998) and has been accepted as 'the primary determinant of
second language use' (Clément et al., 2003). In light of this information, the possibility
of a relationship between the WTC, which is seen as the primary determinant of
foreign language use, and FLA, which can be felt due to various reasons during foreign
language use, makes these two constructs a research topic that attracts the attention of
researchers. In this respect, there are studies in the literature that found a negative and
significant relationship between students' FLA and their WTC (Rastegar & Karami,
2015; Tabataba'ian, 2012). However, there are also studies that conclude that these two
constructs were not correlated (Alemi et al., 2011; Bashosh et al., 2013; Ghelichli,
2022).

1.2 Statement of the Problem

Since WTC, FLA and SLTA factors are considered important in the literature
regarding learning an additional language, they have often been deemed worthy of
investigating both in Turkish EFL context and throughout the world in a broader sense.
Even though foreign language anxiety has been a trendy topic for long, willingness to
communicate and second language tolerance of ambiguity are relatively new areas of
research. There are ample studies investigating English language learners’ foreign
language anxiety levels discretely or in association with various other variables around
the world (e.g., Ali & Fei, 2016; Alsowat, 2016; Dewaele et al., 2016; Duxbury &
Tsai, 2010; Zhang, 2011) as well as the ones conducted in Turkish context (e.g., Aydin
et al., 2017; Ayhan, 2020; Cakici, 2016; Horwitz et al., 1986; Ozkaynak, 2020,
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Sonmez, 2020). When the results are examined, it is possible to conclude that females’
levels of FLA were found to be higher than males’ (Ali & Fei, 2016; Dewaele et al.,
2016), and they are more anxious in terms of negative evaluation, but less in terms of
communication (Aydm et al., 2017). However, there are some studies showing no
difference between these two genders (S6nmez, 2020), which keeps this variable on
the agenda. Furthermore, foreign language classroom anxiety is also found associated
with different constructs such as cooperative learning (Duxbury & Tsai, 2010), ought-
to L2 self (Ayhan, 2020), test anxiety (Cakici, 2016), reconceptualized L2
motivational self system (Ozkaynak, 2020), translanguaging practices of the students
(Ozkaynak, 2020), students’ perceptions on code-switching (Sonmez, 2020) and
achievement (Ayhan, 2020; Cakici, 2016). Nevertheless, these studies are quite
insufficient to draw deeper conclusions related to the FLA as a construct, and indeed

more research is needed on the issue.

However, there are respectively fewer studies upon willingness to communicate
both around the world (e.g., Baghaei & Dourakhshan, 2012; Garvey & Eades, 2018;
Maclntyre et al., 2002) and in Turkiye (e.g., Basoz & Erten, 2018; Buckingham &
Alpaslan, 2017; Bursali & Oz, 2017). Based on the results of the studies in the related
literature, it seems that students who are more eager to communicate are more
successful (Baghaei & Dourakhshan, 2012; Rastegar & Karami, 2015) and use their
L2 more (Hashimoto, 2002; Macintyre & Charos,1996). Also, students’ perceptions
on their language competence can be a source for their WTC (Hashimoto, 2002). In
addition, students’ WTC is influenced by such other factors as motivation (Asmali,
2016; Hashimoto, 2002), attitude towards the international community (Asmali, 2016;
Bektas-Cetinkaya, 2005), perceived confidence in language (Bektas-Cetinkaya, 2005)
and in L2 speaking (Asmali, 2016), extroversion/introversion (Bektas-Cetinkaya,
2005), ideal L2 self (Bursali & Oz, 2017), how competent they perceive themselves in
communication and communication apprehension (Asmali et al., 2015). Besides,
students tend to be more eager to speak in English out of the classroom than inside the
school (Basoz & Erten, 2018). Students’ willingness to communicate might also differ
in terms of gender (Maclntyre et al., 2002), and it is affected by several factors such

as speaking practice outside the classroom (Buckingham & Alpaslan, 2017), using a
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virtual world in the classroom (Kartal & Balgikanli, 2018) and students’ working in

groups or independently (Garvey & Eades, 2018).

SLTA has also been studied less in both foreign (e.g., Ely, 1989; Ezzati &
Farahian, 2016; Hou & Hou, 2017) and Turkish (e.g., Asmali, 2019; Durmaz, 2020;
Geng, 2016) contexts. Although they are few in number, they somehow allow to draw
conclusions related to the construct. For instance, SLTA is found to be correlated with
overall language learning (Ely, 1989), grammar achievement (Ezzati & Farahian,
2016), competence in English, multiple intelligences (Hou & Hou, 2017) and foreign
language anxiety (Asmali, 2019), and it moderates the correlation between listening
anxiety and metacognitive awareness towards listening (Durmaz, 2020). In addition,
based on the results of a couple of studies, ambiguity tolerance of the students differs
in terms of gender (Ezzati & Farahian, 2016; Hou & Hou, 2017). Taking the
insufficient number and diversity of these studies into account, SLTA deserves more

attention to understand the construct better.

When the possible association among these three constructs is also taken into
consideration, investigating them seems crucial due to the insufficient number of
studies so far. Especially the scarcity of studies in the literature of English language
learning in the Turkish environment makes these constructs important research topics
and has been drawing the attention of scholars. Within the scope of the associated
literature, there are several studies having looked into the relationship between anxiety
and tolerance of ambiguity (e.g., Aksoy, 2019; Dewaele & Shan Ip, 2013; Geng, 2016),
between FLA and WTC (e.g., Chu, 2008; Rastegar & Karami, 2015), and between
tolerance of ambiguity and WTC though very few (e.g., Ahmedi Safa & Jamshidi,
2017, Amirian et al., 2020) with the same sample. Nevertheless, no study was found
that aimed to investigate the relationships among WTC, FLA, and SLTA on the same
sample. The current study examining these three constructs with the same participants
might be significant to bring an explanation for the English prep class students’

emotional states and conations.
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1.3 Purpose of the Study

In accordance with the problem stated, the purpose of the current study is to

measure students’ willingness to communicate, L2 ambiguity tolerance and foreign

language classroom anxiety. Besides, this study aims to determine if there is a

correlation among these three constructs as well as if they predict one another. It also

investigates if these variables differ in terms of the participants’ gender, entry level,

faculty they are registered to, whether they have been to a foreign country, whether

they can speak any additional languages, whether they graduated from a state or private

high school or whether they are enrolled in a state or private university.

1.4 Research Questions

In line with these purposes, this study addresses the following research

questions:

1)

2)

3)

4)

5)

6)

7)

8)

9)

What is the English preparatory students’ ambiguity tolerance level?
What is the English preparatory students’ foreign language anxiety level?
To what extent are the English preparatory students willing to
communicate in English?

Is there a statistically significant relationship between the students’
ambiguity tolerance and foreign language anxiety?

Is there a statistically significant relationship between the students’
ambiguity tolerance and willingness to communicate in English?

Is there a statistically significant relationship between the students’ foreign

language anxiety and willingness to communicate in English?

Does the students’ ambiguity tolerance predict their foreign language
anxiety?
Does the students’ ambiguity tolerance predict their willingness to

communicate in English?
Does the students’ foreign language anxiety predict their willingness to

communicate?

10) Does the students’ ambiguity tolerance vary in terms of their gender, entry

level, faculty they are registered to, whether they have been to a foreign

country, whether they can speak any additional languages, whether they
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graduated from a state or private high school or whether they are enrolled
in a state or private university?

11) Does the students’ foreign language anxiety vary in terms of their gender,
entry level, faculty they are registered to, whether they have been to a
foreign country, whether they can speak any additional languages, whether
they graduated from a state or private high school or whether they are
enrolled in a state or private university?

12) Does the students’ willingness to communicate in English vary in terms of
their gender, entry level, faculty they are registered to, whether they have
been to a foreign country, whether they can speak any additional
languages, whether they graduated from a state or private high school or

whether they are enrolled in a state or private university?

1.5 Significance of the Study

English preparatory classes are very common systems that are designed to teach
English before students start the programs they are enrolled in at university in Turkiye.
It is usually compulsory for the students who are registered to the programs with an
English medium of instruction so that they can maintain their academic studies in their
departments. Since the prep class is an essential part of tertiary education and its main
purpose is to equip the students with the necessary skills in L2, the quality of English
preparatory classes is always a hot topic. There are a great number of studies conducted
with English preparatory class students in the literature EFL field of study. This study
is significant since understanding the affective states and personality traits of English
language learners can contribute to the field in a way that teachers can draw
conclusions from to enhance the educational quality and enable the ultimate attainment
of L2.

It is important to draw a distinction between second language learning and
foreign language learning, especially when the differences between these two
environments play an crucial role in determining the variables involved in the studies
(Ortega, 2013). As Ellis (1994) clarifies, in a foreign language context, the target
language is mainly taught formally at schools without a significant role in the society
it is taught while the language is a medium of communication among the speakers of

different languages with a social and corporate role in the second language acquisition
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environment. In this respect, Turkiye is a country where English is learnt as a foreign
language. However, although the purpose of L2 learning is to use it (Hashimoto, 2002)
and communication is both the ultimate goal and a medium to reach that goal
(Maclintyre & Charos, 1996) at the same time, foreign language learning classrooms
have several misfortunes in this respect due to the lack of the opportunity to
communicate outside the class. In addition to this limitation or as an immediate effect
of it, as Uyanik (2018) emphasized, many Turkish students abstain from
communicating in English, produce limited discourse or no answer at all when asked
a question in class, and have trouble in communicating in the target language outside
the classroom environment. This can be considered as a serious drawback for their L2
development.

There might be several sources of the above-mentioned unwillingness to speak
English in and out of the class which seem to be worth investigating. First, it must be
noted that the classroom is naturally full of uncertainties which might have an
influence on students’ language learning depending on their tolerance of ambiguity as
a personal trait. There may be a connection between their SLTA and WTC. Since it is
very hard to handle uncertainties resulting from the nature of the foreign language
without being sufficiently exposed to the target language in real life, Turkish EFL
students might have trouble in learning the language and communicating in English.
Therefore, their unwillingness to communicate might be somehow interrelated with
their ambiguity intolerance. Second, students might be avoiding L2 communication
because they might be feeling anxious to speak or, in a broader sense, towards foreign
language classroom as a whole. In other words, their FLA might be decreasing Turkish
EFL learners’ WTC in the target language. The existence of such a possible association
can explain the trouble students are experiencing in the classroom. Finally, as Krashen
(1982) hypothesized, students’ language acquisition is deeply influenced by such
affective factors as anxiety, and he suggested that their affective filter needs to be
diminished. In order to cope with the ambiguities during foreign language learning and
have the necessary predisposition to communicate in English, a lower level of affective
filter is required. Taking the significant roles these affective factors play in the L2
learning process, it is understood that there is an obvious need to reveal any possible

connections among these constructs. First, this will contribute to our understanding of
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SLA mystery and the reasons behind the great variety among L2 learners. Second, this
understanding might help create an effective language learning environment and deal
with the associated problems hindering foreign language learners’ ultimate attainment
of English.

The dynamics of English preparatory classes are quite different from the other
formal education environments in Turkiye. Mostly young adults are involved in this
kind of learning process, and they can come from different backgrounds. Some might
know additional languages which can distinguish them from the ones who only speak
their native tongue. Also, students are enrolled in different programs in different
disciplines from Molecular Biology and Genetics to Maritime Vocational School. In
addition, gender might be another variable having an influence on their willingness to
communicate, tolerance of ambiguity and foreign language anxiety. Studying these
three constructs in the English prep class context might contribute to understanding

these dynamics and their influences on the target language attainment.

1.6 Limitations of the Study

This study is limited in several ways. To start with, the study was conducted
with a limited sample. Only 270 students participated in the study, and it is difficult to
generalize the results concluded from these data to all English prep classes throughout
Turkiye. Secondly, the study is limited to the data collected via SLTAS by Ely (1995),
FLCAS by Aksoy (2019) adapted from the scale by Horwitz et al. (1986) and the WTC
scale adapted by Uyanik (2018) from the one by Cao and Philp (2006). Furthermore,
the study is designed to collect quantitative data alone which might fall short of
drawing deeper conclusions. Besides, measurement of these affective and personal
factors is limited to the perceptions of the participants since they have not been directly
observed. Finally, it has been assumed that the participants were sincere with their
perceptions and beliefs and did not give false information. However, this cannot be
assured, and the participants might not have responded the items in the scale properly
in a way to reflect their real perceptions or beliefs. Also, taking into account that the
data was collected online during the Covid-19 pandemic era, it is also possible that the
participants’ perceptions and beliefs might have been affected by other affective

factors stemming from the atmosphere at that time. All in all, this study involved
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several limitations and was conducted taking the aforementioned circumstances into

consideration.

1.7 Definitions of the Terms

The terms stated below are frequently used in the current study. Thus, they are

explained as follows:

1.

Second Language Acquisition: It is a research area which “is interested in
understanding the acquisition of second languages in both naturalistic and
instructed contexts” (Ortega, 2013, p. 6).

Foreign Language Learning: It is a research area which “takes place in
settings where the language plays no major role in the community and is
primarily learnt only in the classroom” (Ellis, 1994, p. 12).

Anxiety: It refers to "an unpleasant emotional state or condition which is
characterized by subjective feelings of tension, apprehension, and worry, and
by activation or arousal of the automatic nervous system" (Spielberger, 1972,
p. 482)

Foreign Language Anxiety: It refers to “a distinct complex construct of self-
perceptions, beliefs, feelings, and behaviours related to classroom language
learning arising from the uniqueness of language learning process” (Horwitz
etal., 1986, p. 128).

Willingness to Communicate: It refers to inclination to begin communicating
with other people (McCroskey, 1997).

Second Language Ambiguity Tolerance: It refers to “the tendency to
perceive ambiguous situations as desirable” (Budner, 1962, p. 29).
Intolerance of Ambiguity: It refers to “a tendency to perceive or interpret
information marked by vague, incomplete, fragmented, multiple, probable,
unstructured, uncertain, inconsistent, contrary, contradictory, or unclear
meanings as actual or potential sources of psychological discomfort or threat”
(Norton, 1975, p. 608)

EFL Learner: It can refer to the learners of English who learn the target
language as a foreign language which means “the learning of a nonnative

language in the environment of one’s native language” in contrast to “the
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learning of a nonnative language in the environment in which that language is
spoken” (Gass & Selinker, 2001, p. 5)

English Preparatory (Prep) Class Students: It refers to the Turkish
undergraduate learners of English who are taking one-year language education
at “...schools of foreign languages and preparatory departments offering
foreign languages education to solve the problem of foreign language in
Turkiye and to bring individuals up to an adequate level in terms of foreign
languages” (Ozkanal & Hakan, 2010, p. 296) for the programs in which the

instruction is given in English.
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2. THEORETICAL FRAMEWORK

This section gives the theoretical background regarding the main constructs
investigated in this study which are foreign language classroom anxiety, willingness
to communicate and second language ambiguity tolerance, and their development
within the scope of the literature in the related field. Firstly, it starts with explanations
concerning the concepts of anxiety, foreign language anxiety, willingness to
communicate and ambiguity tolerance. Secondly, the components and distinctions of
these constructs are presented. Next, the possible antecedents, sources and effects of
FLA, WTC and SLTA are identified. Finally, a comprehensive review of the literature

is presented with regard to these variables.
2.1 Anxiety

Anxiety prevails in all aspects of life, and it is an extended form of fear which
IS a reaction to dangerous situations or events and associated with such bodily
responses as increasing heartbeat, tension, and symptoms of the autonomic nervous
system. (Riskind & Rector, 2018). Many scholars working on behavioral and medical
science consider this basic emotion as the fundamental state of human beings, and, in
accordance with the interest in stress in contemporary life, theories and publications
on anxiety have always been on the increase (Spielberger, 1972) which is not
surprising since such a strong feeling has the right to arouse interest in the academic
world (Denkci Akkas et al., 2020). This affective construct also has a significant place
in second language acquisition (SLA) (Brown, 2007). While some students achieve
their goals in other situations or areas and can be good learners, they have a distinct
psychological barrier in their minds to foreign language learning. Therefore, these
students feel highly anxious especially when they are expected to use their L2 in the
classroom (Horwitz et al., 1986). Therefore, anxiety has always become a popular

construct to be studied in educational and L2 research (Denkci Akkas et al., 2020).

Anxiety, together with the concept of fear, was on the agenda of many
philosophers from Spinoza to Nietzsche and many scientists from Darwin who regards
fear as an evolutionary adaptive system inherited from the ancestors to escape from

dangerous situations to Freud who studied anxiety to contribute to behavioral research
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(Spielberger, 1972). Unlike Izard and Tomkins (1966) who consider anxiety and fear
as equal, Spielberger (1972) extends the scope of the concept by emphasizing that
anxiety is an affective response involving fear together with other basic feelings.
Spielberger (1983) also defines anxiety as a kind of feeling of being tense,
apprehensive, nervous and worried in relation to the stimulation of the autonomic
nervous system. Abu-Rabia (2004, p. 711) regards anxiety as “fear, panic and worry”.
In summary, anxiety is an undesirable state of feeling with respect to such emotions
as nervousness, apprehension, unpleasantness, and panic (He, 2018; Riskind & Rector,
2018; Spielberger, 1972).

Spielberger (1972) puts forth a distinction between state (A-State) and trait (A-
Trait) anxiety whereas Maclntyre and Gardner (1991) introduce situation-specific

anxiety as a separate category. These anxiety types are briefly explained below.

a. Traitanxiety: This is a relatively permanent inclination to being apprehensive
and is usually experienced by some individuals about a lot of things. Since it
refers to repetitive states of apprehension, trait anxiety is evaluated within the
scope of individual differences (Brown, 2007; Spielberger, 1972).

a. State anxiety: This refers to a temporary state of feeling which arises as a
result of a specific action and which is changeable in intensity from time to
time (Brown, 2007; Spielberger, 1972). It can be illustrated by test anxiety
which students feel when they sit a certain exam because this feeling varies in
intensity over time (Oteir & Al-Otaibi, 2019).

b. Situation-specific anxiety: This is considered as a kind of trait apprehension,
which is restricted to specific situations and does not change or fluctuate in
time or in intensity (Macintyre & Gardner, 1991). For instance, foreign
language anxiety is considered as a kind of situation-specific anxiety rather
than trait anxiety when the related literature is reviewed (Chen & Chang, 2004;
Gardner, 1985; Horwitz, 2010; Horwitz et al., 1986; Luo, 2012; 2013;
Maclntyre, 1992; Oteir & Al-Otaibi, 2019; Tran, 2012) because it is identified
with a specific situation rather than a stable inclination experienced in all
situations (Oxford & Ehrman, 1992).
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Another distinction drawn upon anxiety is related to achievement in terms of
its facilitating or debilitating effect (Alpert & Haber, 1960). As The Alpert and Haber
Achievement Anxiety Test (1960) identifies, facilitating anxiety can be explained as an
apprehension enhancing performance in a positive way while debilitating anxiety
inhibits achievement (He, 2018; Moyer, 2008). High level of debilitating anxiety is
identified with a low-level competence of problem solving, and accordingly low exam
scores; however, facilitating anxiety is identified with a better coping mechanism to
solve problems proactively (Raffety et al.,, 1997). This categorization might be
associated with any kind of physical and academic achievement. Because of its
motivating aspect to make feel mentally alert and ready to endeavor, facilitating
anxiety can increase success in a competition or exam; on the contrary, debilitating
anxiety might result in failure due to its possible immediate effects of avoidance and
giving up making efforts (Brown, 2007; Ellis, 1999; Zeidner, 1998). In the learning
context, it can have some direct and indirect effects; for example, it might indirectly
lead a student to feel frustrated and uneasy and to doubt herself/himself, so she/he can
display poor performance, or it directly affects the student’s participation in a negative
way which drives him to failure in the end (Oxford, 1999).

2.2 Foreign Language Anxiety

As of 1970s, researchers have carried out a lot of studies related to anxiety,
most of which have been associated with state anxiety from a situational point of view,
considering anxiety influences foreign language learning (Brown, 2007). Most of the
research has failed to relate anxiety to foreign language achievement explicitly (Tran,
2012) until the study by Horwitz et al. (1986) suggested that apprehension in the
learning context where the language is a foreign one is different from the anxiety
concept regarding other learning environments with its unique characteristics. Horwitz
et al. (1986) consider that one source of this failure is that research conducted has
lacked the anxiety measures which have been specifically developed for foreign
language learning. Based on the data they collected throughout their higher education
teaching process with foreign language students and feedback they got from 30
students registered to a language learning support group, they concluded that FLA had

better be considered as a situation-specific anxiety since it is not derived from general
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classroom anxiety. Instead, FLA is different from classroom-oriented anxiety. From
this point forth, FLA has been defined as “a distinct complex construct of self-
perceptions, beliefs, feelings, and behaviours related to classroom language learning
arising from the uniqueness of language learning process” (Horwitz et al., 1986, p.
128). Young (1992) also defines foreign language anxiety as a psychological incidence
which is complex and specific to language learning. Maclntyre and Gardner (1994, p.
284) give the definition of FLA as “the feeling of tension and apprehension specifically
associated with second language contexts, including speaking, listening, and learning”.
The construct is also defined as the psychological pressure on language learners during
a learning task (Zhang, 2001). As Tran (2012) suggested, all these definitions are
mostly grounded in Horwitz, Horwitz, and Cope’s Theory of Foreign Language
Anxiety (1986).

“Intricately intertwined with self-esteem and inhibition and risk-taking, the
construct of anxiety plays an important affective role in second language acquisition.”
(Brown, 2007, p. 152). Due to its affective aspect, anxiety research brings us to
Krashen’s Affective Filter Hypothesis (1982) which deserves attention. To begin with,
affect is defined as “emotion or feeling” (Brown, 2007, p. 145), and affective filter,
first introduced by Dulay and Burt (1977), refers to an imaginary barrier that “acts to
prevent input from being used for language acquisition” (Krashen, 1982). From this
point forth, this theory gives an explanation for the association between emotional
factors and achievement in second language acquisition (Oteir & Al-Otaibi, 2019), and
anxiety has been proposed as one of the affective factors together with motivation and
self-confidence by Krashen (1982). As Oteir and Al-Otaibi (2019) clarified, when the
affective filter is high, learners might lack self-confidence and feel anxious and tense,
which hinders success, while students with a low affective filter may understand the
input in an easier way since they will not experience anxiety. Thus, taking its basis
from The Input Hypothesis, which “claims to explain the relationship between what
the learner is exposed to of a language (the input) and language acquisition” and
supports the idea that “people acquire language best by understanding input that is
slightly beyond their current level of competence” (Krashen & Terrell, 1983, p. 182),
Krashen’s Affective Filter Hypothesis brings a new definition to the language teacher

as “someone who can provide input and help make it comprehensible in a low anxiety
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situation” (1982, p. 31). In conclusion, as can be inferred from these theories, low level
of apprehension is considered as contributory in SLA (Krashen, 1982) and FLA needs
to be diminished.

2.2.1 The Construct of Foreign Language Anxiety

Foreign language anxiety is associated with the evaluation of achievement;
therefore, it seems appropriate to compare it with three related achievement
apprehension types which are communication apprehension (CA), test anxiety (TA)
and fear of negative evaluation (FNE) (Horwitz et al., 1986). That is why they are

accepted to make up the main construct of FLA.

First, CA is a detailed and comprehensive kind of anxiety regarding verbal
communication (McCroskey, 1970) and can be defined as “an individual’s level of
fear or anxiety associated with either real or anticipated communication with another
person or persons” (McCroskey, 1984, p. 13). A great number of researchers regarded
the concept as a kind of trait anxiety which is related to personal characteristics
whereas it was also viewed as a kind of trait and situational anxiety (McCroskey, 1977)
and a kind of trait and state anxiety together (Richmond, 1978). Horwitz et al. (1986)
also consider communication anxiety as “a type of shyness” (p. 127) and this kind of
apprehension manifests itself as “oral communication anxiety”, ‘“stage fright”,
“receiver anxiety” giving trouble in pair, group, or public communication contexts and

in the comprehension of an oral message (p. 127).

As to TA, which is a kind of apprehension of achievement resulting from a fear
of failure (Gordon & Sarason, 1955), has a direct association with academic
performance (Macintyre & Gardner, 1989). As Denkci Akkas et al. (2020) defined
“Test anxiety refers to the stress, uneasiness, and worry one feels when his
performance is evaluated; that is, it is a term that describes the fear of failure in a test.”
(Denkci Akkas et al., 2020, p. 8-9), which is expectedly very common in foreign
language learning environments (Aida, 1994). Students who develop apprehension
against exams have frequently higher self-expectations and tend to feel unsuccessful
for non-perfect exam performances, which means they will have a difficult life in
language learning contexts taking the frequent quizzes and tests into consideration.
(Horwitz et al., 1986).
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The third and final sub-construct of FLA is FNE. Not being confined to exam
situations, this feeling whose scope is broader than test anxiety is possible to be
experienced in “any social, evaluative situation such as interviewing for a job or
speaking in foreign language class” (Horwitz et al. 1986, p. 128). Watson and Friend
(1969) define FNE as “apprehension about others' evaluations, distress over their
negative evaluations, avoidance of evaluative situations, and the expectation that
others would evaluate oneself negatively” (p. 449), and it is noticeable “when foreign
language learners feel incapable of making the proper social impression” (Aydin,
2008, p. 423). Therefore, it may have an impact on learners’ competence and
willingness to take part, read and/or write in the language learning context (Maclntyre
& Gardner, 1991). All these three subcategories of FLA are attached major importance

in foreign language learning literature.
2.2.2 Sources of Foreign Language Anxiety

There are several sources of FLA. According to Horwitz et al. (1986),
communicative anxiety, test apprehension and fear of being negatively evaluated are
causes of achievement-related foreign language anxiety. Young (1991) suggests that
apprehension can be caused by individual and non-individual apprehension types,
students’ beliefs on foreign language learning, implementation of teacher-directed
education, teachers’ perceptions related to how to teach the target language, procedures
dominating the classroom and examinations. Personal traits and interpersonal concerns
provoke foreign language anxiety; for example, whether a person is frightened of
interacting in the L2, if he/she perceives himself/herself as not proficient enough or
whether he/she lacks self-esteem increases target language apprehension
(Mahmoodzadeh, 2013). Yamini & Tahriri’s study (2006) concludes that self-esteem
and FLA were negatively correlated. Besides, Cheng et al. (1999) found that students’
beliefs on their speaking and writing competence also predict their anxiety. Dewaele et
al. (2008) also considered students’ beliefs as a significant source of language
apprehension. Another point also suggested by Oteir and Al-Otaibi (2019) is that the
learning environment and the teacher in the classroom might distress students in foreign
language learning classes as can be exemplified by such acts as calling on names of the

students. The teacher’s way of error correction impacts students’ anxiety levels, as well
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(Aydin, 2008). Teachers’ manners and characteristics are also regarded as two sources
of L2 apprehension (Argaman & Abu-Rabia, 2002). Moreover, students’ characteristics,
the classroom atmosphere, the foreign language, and the language learning experience
itself influence this type of apprehension (Luo, 2012). Ganschow and Sparks (1996) also
consider language aptitude as one of the factors affecting L2 anxiety. Another indicator
of foreign language apprehension is how many languages one can speak. Dewacele’s
study (2007) displayed that multilinguals were less anxious in the target language than
bilinguals. One other reason why students feel anxious in foreign language learning
environments might be that they are afraid of losing their selves to the target culture
(Oxford & Ehrman, 1992).

2.2.3 Effects of Foreign Language Anxiety

When the literature is reviewed, it can be understood that research regarding
foreign language learning and apprehension is mostly correlational and thus the causal
association between these two constructs is not easy to distinguish (Salehi & Marefat,
2014). There are several studies suggesting language anxiety might have a positive
effect on foreign language learning (Bailey, 1983; Kleinmann, 1977; Macintyre &
Gardner, 1994; Tobias, 2013). For example, Oxford and Ehrman (1995) found that
language anxiety concerning speaking the target language in class is positively
associated with language learning strategy use. These studies demonstrates that foreign
language anxiety has a facilitative aspect, and a fair amount of anxiety preventing

students from insipidness exists in order for a task to be achieved (Brown, 2000).

As opposed to the research demonstrating positive correlations between FLL
and FLA, previous studies (e.g., Horwitz et al., 2010; Maclntyre, 1999; Marwan, 2016)
predominantly displays foreign language anxiety affects foreign language learning
negatively. This relationship can be examined from different aspects. To begin with,
there is a correlation between foreign language anxiety and learners’ language
performances (Horwitz et al., 1986; Maclntyre & Gardner, 1989; 1991). While there are
several researchers emphasizing that low level of achievement is a source of high levels
of apprehension (Maclntyre & Gardner, 1989, Macintyre & Gardner, 1994), some other
scholars suggest that poor performance stems from being anxious (Elkhafaifi, 2005,
Matsuda & Gobel, 2004; Oteir & Al-Otaibi, 2019). As mentioned in Maclintyre and

Gardner’s study (1994), when course scores and standardized proficiency tests are
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specifically taken into account, there are many studies showing negative associations
between L2 anxiety and achievement (e.g., Aida, 1994; Clément et al., 1977; Gardner
& Maclintyre, 1993; Gardner et al., 1984; Horwitz et al., 1986; Phillips, 1992; Trylong,
1987) in literature. From the cognitive aspect, foreign language anxiety might also
perform as an affective filter which prevents knowledge from going into the processing
system of a learner at all (Krashen, 1982). Luo (2013) points out that school dropouts
or attrition is another academic effect of foreign language anxiety. There are several
studies (e.g., Bailey et al., 2003; Gardner et al., 1987) demonstrating students with high
levels of anxiety tend to drop out of school more than the ones with lower levels of
anxiety. As a result of foreign language anxiety, students can also experience some
physical or emotional manifestations such as being “miserable, worried, forgetful,
sweaty, and such other symptoms” (Oteir & Al-Otaibi, 2019, p. 314). As one of the
affective factors in language attainment, it may have a negative impact on motivation
(Liu & Huang, 2011) and attitude (Horwitz et al., 2010) which are also two affective
constructs (Oteir & Al-Otaibi, 2019, p. 314). Another effect of FLA is on learners’
WTC, which manifests itself as being unwilling to speak in English (Horwitz et al.,
2010).

2.3 Willingness to Communicate

In the scope of first language, willingness to communicate (WTC) was regarded
as interrelated with character traits like being withdrawn, shy, anxious in
communication and reticent, and as a predictor of the predisposition of people to start
communication (Ortega, 2013) earlier in literature. Similarly, McCroskey (1997)
defined this construct as the inclination to begin communicating with other people. In
terms of second language learning, it was elaborated as the state of preparedness to
participate in L2 discourse with a certain person at a certain time (Maclntyre et
al.,1998) and accepted as ‘the most immediate determinant of L2 use’ (Clément et al.,
2003).

Willingness to communicate is a concept extended from the field of study
related to individual differences (Uyanik, 2018), and it was first formed in the field of
L1 research by McCroskey and Baer (1985) who were inspired by the study on

‘unwillingness to communicate’ (Burgoon, 1976). They developed a situation-based
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Willingness to Communicate Scale (WTCS) with 20 items with higher internal
reliability and content validity, and twelve items consisted of four contexts ‘public
speaking, talking in meetings, talking in small groups, and talking in dyads’ and three
kinds of people who are talked to as ‘strangers, acquaintances, and friends’
(McCroskey & Baer, 1985; McCroskey, 1992) unlike Unwillingness to Communicate
Scale (UCS) with twenty Likert-type items. Mclintyre (1994) also studied WTC in
terms of individual differences like one’s perception of his/her competence, anxiety of

communication, anomie, being introverted or self-esteem.

Towards the end of the 1990s, focus of willingness to communicate research
turned from L1 to L2 field of study because communication language is the primary
factor changing the context of communication (Maclintyre et al.,1998). Also, WTC
antecedents might greatly differ; for instance, communicative competence is always
higher in L1 while it may vary in L2 (Uyanik, 2018). In their study, Maclntyre and
Charos (1996) used a hybrid model they designed utilizing the Gardnerian socio-
educational model (1985) and the L1 WTC model of Macintyre (1994) with a sample
of 92 students with English native tongue. They found that the frequency for L2
communication is higher with the motivated students with higher WTC and higher
chance to communicate. Afterwards, with the study of Maclntyre et al. (1998), the
commonly used model of WTC construct came into practice. In this study, they
developed the twelve-factor heuristic model in the shape of a pyramid with six layers
which is more situation-based, more detailed and comprehensive. Their model is

summarized in Figure 1 below.



40

Communication

Layer I Behaviour

Behavioural
Intention

Willingness to
Communicate

. 314 .
I Coger:llililii)am sm"? . Situated
Layer witha Communicative '\ Antecedents

Specific Person Self-Confidence

Layer I1

5 6 7 . .
] (6] ] Motivational
Interpersonal Inte: | L2 2ed
l‘ayer Iv Morl.};eval_ion Mnr_::\g':gox Self-Confidence Propens'ues
8] (9] 10]
Affective-Cognitive
Inte: Social Communicative

Lﬂ] v gtufng‘;):sp Situ.a.::ion Competence Context

(1112 Social and Individual
Layer VI Intergroup Climate Personality Context

Figure 1. Heuristic model of variables influencing WTC, Maclntyre et al., (1998)

The heuristic model (Maclntyre et al., 1998) shown in Figure 1 displays six
different variables which affect one’s WTC in the target language. These variables are
comprised of both situation-specific and trait-like sources of WTC. While Layer I, 11
and Il represents situational antecedents, Layer 1V, V and VI include more stable
constructs (Maclintyre et al., 1998).

2.3.1 Situation-specific Antecedents of WTC

Situational variables influencing WTC consist of L2 learners’ communication
behavior, their behavioral intention to communicate and situated antecedents which
are desire to communicate with a specific person and state communicative self-
confidence. Communication behavior involves some kinds of activities like “speaking
up in class, reading L2 newspapers, watching L2 television, or utilizing a L2 on the
job” (p. 547) and the ultimate goal of L2 learning is to enable students to be willing to
look for opportunities to communicate in the target language and to communicate in
the target language when they have the opportunity (Maclntyre et al., 1998).
Behavioral intention is not only presented as a trait construct (McCroskey & Baer,
1985), but it can also be examined from a situational aspect with the definition of “a
readiness to enter into discourse at a particular time with a specific person or persons,

using a L2” (Maclntyre et al., 1998, p. 547). If the learner is ready and has an intention
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to communicate in L2 when he/she gains the potential opportunity because he/she feels
motivated and self-confident enough to speak at that certain moment in that specific
context (e.g., when asked to answer a question by the teacher), he/she displays a high
level of situational willingness to communicate even though he/she may not actually
have the chance to communicate (Maclintyre et al., 1998). Finally, as suggested by
Maclntyre et al. (1998), situated antecedents of communication are desire to
communicate with a specific person which takes its basis from motivations both
between the individuals and within the groups, and state communicative self-
confidence which is comprised of perceived competence and a lack of anxiety
(Clément, 1980).

Zhang et al. (2018) proposed an extended framework for situational
antecedents of the WTC construct after a comprehensive literature review. The
proposed framework is presented in Figure 2 below.

Underlying
Dimensions of

Situation
Characteristics

Situation Cues Situation Characteristics

management & other behaviors attitude & immediacy

Teacher’s teaching style. classroom Support: perceptions of teacher’s l

Peers' familarity, communicative

behaviors & demographics
>{ Cooperation: perceptions of peers'

Negativity

participation & contribution

Positivity State WIC

Duty

Class climate,
cohesiveness & class size

Type of activity, preparation time &

assessment
>{ Objectives: perceptions of task
mterest, usefulness & difficulty
Thematic category of topic: content
knowledge & L2 vocabulary

Figure 2. The proposed framework of situational antecedents of state WTC, Zhang et al.,
(2018)

As can be understood from Figure 2, situational sources of willingness to
communicate are put into three interrelated categories which are situation cues,
characteristics and their underlying dimensions (Zhang et al., 2018). One of the

situational cues is the situations related to the interlocutor who is the specific person
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that is talked to (Maclntyre et al., 1998). As Zhang et al. (2018) suggested in their
review, there are several studies demonstrating that some features of the interlocutors
such as interlocutors’ familiarity level, whether they are cooperative and participating
actively and interlocutors’ demographic characteristics like age, gender and
proficiency in L2 are sources for learners’ WTC in the target language. In addition,
classroom atmosphere is another factor influencing willingness to communicate.
Variables such as classmates, class size and teachers might cause a change in learners’
willingness to communicate levels based on related literature. Besides, such task-
related variables as topic, type of activity, preparation time and assessment can be
regarded as sources of WTC based on a various range of studies (Zhang et al., 2018).
As to situation characteristics, three concepts which take learners’ perceptions as the
basis are examined under Zhang et al.’s framework (2018). Support concerns how a
learner perceives the teacher’s attitude and immediacy in relation to the teacher-
associated cues such as classroom management, the teacher’s smile, his/her nodding,
and teaching style as shown in the figure. Another concept under situation
characteristics is cooperation which can be defined as “student's perception of their
peers' participation and cooperation” (p. 233). It can be exemplified by such factors as
cohesiveness in class, classroom atmosphere, and size of the classroom in terms of
whole-class activities and with interlocutor-related factors such as “one's relationship
with the respective interlocutor, the interlocutor's communicative behaviors and
demographic features” in terms of pair and group activities (p. 233). Objectives
regarding learners’ perceptions of the task in terms of “task-interest, task-usefulness,
and task-difficulty” (p. 233) are influenced by the type of activity, preparation time of
the activity and evaluation of it together with the thematic category of the topic which
can concern content knowledge and related vocabulary as demonstrated in the figure.
All these variables form one’s feelings towards the L2 situation, and therefore form
one’s eagerness to communicate in the target language. Influenced by aforementioned
antecedents, the learner might develop negativity or positivity caused by the situation,
or he/she might develop a perception of the essentialness degree of the task which is
referred as duty by Zhang et al. (2018).
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2.3.2 Trait-like Antecedents of WTC

When the heuristic model by Maclintyre et al. (1998) shown in Figure 1 is
revisited, it is given that Layer 1V, V and VI demonstrate the trait-like predisposition
of willingness to communicate construct. According to Maclntyre et al. (1998), one of
the stable constructs influencing one’s L2 WTC is motivational propensities. It is
comprised of three variables which are interpersonal maotivation, intergroup
motivation and L2 self-confidence. As the study (Maclntyre et al., 1998) suggested,
“Interpersonal and intergroup motivations constitute the affective and social aspects of
the motivation to communicate” (p. 551), and control and affiliation are regarded as
the two backbones of the referred motivation to communicate in L2. Control motive
which is available mostly in hierarchical task-related contexts aims to establish the
power relationship between individuals or among groups while affiliation motive is an
inclination to build an interpersonal or intergroup rapport. Unlike interpersonal and
intergroup motivational predispositions, L2 self-confidence focuses more on the
association between L2 and the learner. It is defined as the “overall belief in being able
to communicate in the L2 in an adaptive and efficient manner” (p. 551) and is

determined by one’s anxiety and one’s belief on his/her L2 proficiency.

As suggested in the aforementioned figure, Layer V addresses the affective and
cognitive context which is more related to the extensive and long-running personal
attitudes and motives. Within this scope, intergroup attitudes consisting of
integrativeness, fear of assimilation and motivation to learn the L2 variables play an
important role in one’s WTC by influencing the frequency and quality of
communication in the target language. Besides, social situations constitute another
box of the affective and cognitive context of the heuristic model. It is a complex
variable which describes “a social encounter in a particular setting” (p. 553) and varies
in accordance with “the type of the communicative event” (p. 553). Under the scope
of this construct, the participant-associated variables (e.g., age, gender, the intimacy
level of the speakers), the setting-related influences (e.g., the location and time of the
communication event), the purpose of the communication, its topic (e.g., familiarity
with the topic) and the medium of communication (e.g., written/spoken,
telephone/face-to-face conversation) might be significant sources having an impact on

a language learner’s WTC. The final component of the affective and cognitive context
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is one’s communicative competence which refers to “one’s degree of L2 proficiency”
(p. 554). It is regarded as a composite construct being comprised of one’s linguistic
competence, discourse competence, actional competence (i.e., pragmalinguistic
competence), sociocultural competence, and strategic competence together.
Communicative competence is an important trait-like source influencing a learner’s
willingness to communicate; however, as Maclntyre et al. (1998) emphasized, it is also
worth considering that one’s perceived competence and actual competence might vary,

thus influencing his/her willingness to communicate in variation.

Layer VI addresses to the societal and individual context which refers to the
“interaction of two factors: the society and the individual” (p. 555), namely the
relationship between the intergroup climate and one’s personality. Though not a direct
determinant of a learner’s willingness to communicate, these two factors provide the
underlying basis for second language communication as can be implied from the figure

displaying the heuristic model by Maclintyre et al. (1998).

Later in the relevant literature, several other trait-like antecedents which had
been proposed by McCroskey and Richmond (1990) before were brought to the agenda
again by the study conducted by Macintyre et al. (1999) examining WTC via the
structural equation model. One of the antecedents of WTC is presented as one’s
introversion vs extraversion since introverts do not necessarily need to communicate
as frequently as extraverts due to their already being socially a bit passive (McCroskey
& Richmond, 1990). Another trait-associated variable influencing a learner’s
eagerness for communication is emotional stability vs neuroticism dimension which is
grounded in the Five Factor Model by Costa & McCrae (1987) and in Eysenck’s
personality typology (1970) as suggested in the study by Maclntyre et al. (1999).
While emotionally stable individuals are inclined to demonstrate calmness and self-
assurance and predisposed to feel secure, those who are emotionally less stable tend to
display neurotic predispositions such as feeling nervous, being emotionally
uncomfortable, feeling insecure and perceiving themselves as incompetent (Costa &
McCrae, 1985). Self-esteem which can be defined as one’s evaluation of self-worth in
a positive or negative way (Rosenberg, 1979) is regarded as another source of
willingness to communicate because a person having less self-esteem is prone to have

less eagerness for communication, though these two constructs might not be



45

significantly associated at all times (McCroskey & Richmond, 1990). Finally,
communication apprehension and perceived communication competence were also put
forward as the antecedents of WTC construct in the study mentioned before
(Maclintyre et al., 1999) even though it was found that communicative anxiety
influences WTC only through perceived communication competence unlike the
previous research by McCroskey and Richmond (1990) which considers apprehension

as the primary predictor of WTC.

2.3.3 A Dynamic Approach towards WTC

Together with the influence of complex dynamic systems theory (CDST) and
the CDST framework by Larsen-Freeman and Cameron (2008), willingness to
communicate research adopted a more dynamic approach taking into consideration
that it might be possible to experience a highly different communicative consequence
even if the same interacting elements come together in another opportunity
(Maclntyre, 2020). In the course of time, the issue of ‘timescales’ which was neglected
in the frequently addressed pyramid (Maclntyre et al., 1998) has come to the forefront
(Maclntyre, 2020). Early in the research, WTC was studied as a trait-like construct
(Burgoon, 1976; McCroskey, 1997) over a long timescale, and later being grounded
on the heuristic model of variables influencing WTC (Maclintyre et al., 1998), WTC
research mostly concentrated on the construct in terms of both trait-like and situational
dimensions on a brief timescale. However, they lacked state dimension of willingness
to communicate, and fluctuations of the construct over time were ignored. The need to
measure per-second changes in willingness to communicate led people to adopt new
research methods appropriate to find out about moment-by-moment fluctuations in the
feeling during communication. In order to meet the need to evaluate one’s willingness
to communicate without disregarding fluctuations due to unpredictable moments, the
idiodynamic method which concentrates on the individual rather than a group and
allows a person to simultaneously rate his/her own willingness to communicate level
have come into use in several studies (e.g., Ducker et al., 2020; Maclintyre, 2012;
Maclntyre & Legatto, 2011; Mulvaney, 2016; Nematizadeh & Wood, 2019; Wood;
2016). Considering the complex nature of learners which seeks a dynamic research
system, research which implements this new idiodynamic method has been on the rise

lately (Mardian & Nushi, 2022), and it seems that willingness to communicate will
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remain in the agenda of the relevant research in the field, not only from trait-like and

situational perspectives, but also from a state perspective.

2.4 Ambiguity Tolerance

Considering that there is ambiguity in existence which must be dealt with,
people develop tolerance or intolerance towards it in various ways (Owen & Sweeney,
2002), so the concept lies in the research history. An ambiguous situation refers to a
situation “which cannot be structured or categorized by the individual because of lack
of sufficient cues” (Budner, 1962, p. 30). Associatively, intolerance of ambiguity is
regarded as “a tendency to resort to black-and-white solutions” (Frenkel-Brunswik,
1949, p. 115) which is a predictor of an individual’s behavior in situations involving
ambiguity. Intolerance of ambiguity was sometimes confused with rigidity which
Frenkel-Brunswik (1951) viewed as a term covering both being intolerant towards
ambiguity and resisting to change. In addition, as Atamanova and Bogomaz (2014)
emphasized, several researchers used ambiguity and uncertainty interchangeably,
though Krohne (1989) distinguished between two concepts defining ambiguity as
concerned with a stimulus and uncertainty as a variable shaping an individual’s
emotional state in return for this stimulus. However, according to Budner (1962)
intolerance of ambiguity is “the tendency to perceive ambiguous situations as sources
of threat” (p. 20) whereas tolerance of ambiguity is “the tendency to perceive
ambiguous situations as desirable”. Likewise, from Norton’s (1975) point of view,
intolerance of ambiguity is “a tendency to perceive or interpret information marked by
vague, incomplete, fragmented, multiple, probable, unstructured, uncertain,
inconsistent, contrary, contradictory, or unclear meanings as actual or potential sources
of psychological discomfort or threat” (p. 608). Ambiguity tolerance was also defined
as “arange, from rejection to attraction, of reactions to stimuli perceived as unfamiliar,
complex, dynamically uncertain or subject to multiple conflicting interpretations” (p.
184) by McLain (1993). Brown (1994) suggested that ambiguity tolerance means one’s

consent in diverse and uncertain situations in a broad-minded way.

Although Durrheim and Foster (1997) viewed tolerance of ambiguity as a
content-specific construct, it was considered as a personality variable by many scholars
dating back to Frenkel-Brunswik (1949) which associated the concept with other

personality constructs predicting authoritarianism and Rokeach (1948) which related
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it with ethnocentrism. Bochner (1965), who regarded ambiguity tolerance as a
personality characteristic, put the intolerance of ambiguity concept into categories in
terms of its primary and secondary features (Durmaz, 2020). It was presented as Figure
3 in Durmaz’s study (2020).

AMBIGUITY INTOLERAMCE

Primary Characteristics Secondary Characteristics

» Rigid dichotomizing into fixed categories- e Autharitarian
-“need for cotegorization" * Dogmatic

+  Seeking for certainty and avoiding # FRigid
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in the same person -
P ® Extrapunitive

+ Acceptance of attitude statements
representing 2 rigid white-black view of
life

v A preference for the familiar over the
unfamiliar

*  Apgressive,

+ A positive rejecting of the different or
unusual

« HResistance to reversal of apparent
fluctuating stimuli
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one solution in a perceptually ambiguous
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* Premature closure,

Figure 3. Characteristics of ambiguity tolerance (Bochner, 1965 as cited in Durmaz, 2020)

In addition to its relationship with various concepts such as authoritarianism
and ethnocentrism, the variable itself also attracted attention of researchers in the field
(MacDonald, 1970). There was a considerable effort by many researchers in order to
give an explanation for the concept and put it into categories, and several researchers
(Budner, 1962; Norton, 1975; MacDonald, 1970; McLain, 1993) made an effort to
develop tools to measure one’s tolerance of ambiguity (Owen & Sweeney, 2002). As
Furnham and Marks (2013) stated, one of the earlies instruments used to measure the

construct was a 16-item Likert scale by Budner (1962). It was one of the most utilized
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and popular measurement tools in the related literature, and items indicated three kinds
of situations involving ambiguity which are novelty, complexity, and insolubility. It
was modified by Nutt (1988) as cited in Liu (2015) and named as the Scale of
Tolerance/Intolerance Ambiguity. In 1966, a 16-item true-false scale was developed
by Rydell and Rosen. Adding two items from the California Personality Inventory and
two from Barron’s Conformity Scale into Rydell and Rosen’s scale (1966),
MacDonald (1970) generated the AT-20 scale which has a higher reliability and
internal consistency. Although they appreciated the AT-scale for its construction,
Lange and Houran (1999) suggested The Rasch Model (Rasch, 1960) which is
extensively utilized in testing concerning the education and psychology fields of study
due to its non-repetitive estimation procedures and removed two items from the
original scale (Furnham & Marks, 2013). In addition to Norton’s commonly used 50-
item scale MAT-50 (1975) and Durrheim and Foster’s the Attitudinal Ambiguity
Tolerance scale (AAT) who evaluates the concept in terms of content-specific point of
view (1997), McLain’s 22-item Likert response instrument, the Multiple Stimulus
Types Ambiguity Tolerance (MSTAT-I) scale (1993), was made use of in various
studies being one of the most well-known tools in recent years. In 2009, MSTAT-I
was turned into a 13-item data collection tool created from the original scale (McLain,
2009). Herman et al. (2010) also developed another measure in recent years with
regard to the connection between the concept and cross-cultural phenomena. Finally,
together with one of the most significant and popular scales, the Second Language
Tolerance of Ambiguity Scale (SLTAS) promoted by Ely (1995), several other scales
related to second language learning have been continuing to be generated due to the
fact that students learning a foreign language encounter many uncertainties in this
process, and there is a direct connection between tolerance of ambiguity and language
learning (Ely, 1989).

Research on tolerance of ambiguity in the field of second language learning
have started as a facet to research on how successful language learners have managed
to learn it (Kimura, 2016). It was considered as a manifestation of being the good
language learner (Dewaele & Shan Ip, 2013) and good language learners do not mind
ambiguity and accept ‘change’ as a component within the process of learning a

language (Rubin, 2008). Since L2 learners always face an immense range of
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ambiguous stimuli such as confounding sounds, proper meanings of lexical items,
linguistic elements, and sociocultural aspects (Ely, 1989), students might be
confounded and experience discomfort in the instances of these kinds of difficulties if
they are not reasonably tolerant towards uncertainty (White, 1999). For example, they
usually have trouble comprehending tenses, understanding the actual meaning of new
words and making sure they pronounce words correctly in the target language (Suna-
Celikbas, 2019). They may come across insufficient or unfamiliar cues related to
grammar, vocabulary, phonology or culture, which prevents them from building
meaning using these (Chapelle, 1983). As Doughty et al. (2010) suggested, ambiguity
tolerance is being able to keep the input even if it is conflicting or not complete, and it
can be a crucial ability considering the possibility of the input to reach significance in

time during foreign language learning.

Ehrman (1993), who used the terms tolerance of ambiguity, language ego and
cognitive flexibility in the same meaning, puts forward three components of the
variable; the ability of intake of new information, the ability of accepting
contradictions and incompleteness and the ability of accommodating new information
into existing schemata from cognitive, social and affective aspects. Grounding on
Piaget’s cognitive learning (1958), which suggests that the development of cognition
is a cycle from a phase of being dubious to being sure and from further ambiguity to
resolution, these three components are assumed to be cyclical as stated in the analysis
of Daging (2021).

Tolerance of Ambiouity

Intake . Accommodation
™

Figure 4. An assumption of cycle of Tolerance of Ambiguity in cognitive learning, Daging
(2021)

As explained in the analysis (Daging, 2021), during the intake phase, second
language learners should have tolerance of ambiguity to let uncertain information go

into their conceptual schemata discretely to be resolved later. In tolerance of ambiguity
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proper phase, they need to cope with conflicting or incomplete information/constructs
to be equally abstract or concrete. Finally, L2 learners rebuild their cognitive schemata
by making distinctions, setting priorities, and putting information in hierarchies, which
mostly occurs by creating new information derived from the existing schemata and the
new information taken in. In addition to the cognitive aspect of the association between
ambiguity tolerance and L2 learning, the relationship also takes its basis from several
affective-based methods such as Community Counseling by Curran, Suggestopedia by
Lazanov, Total Physical Response by Asher and Natural Approach by Terrell (Daging,
2021). When the importance of anxiety is considered in Suggestopedia, it will not be
surprising that intolerance of ambiguity plays an important role in affective methods

as an affective construct.

In literature regarding ambiguity tolerance, language ego, tolerance of
ambiguity and cognitive flexibility were sometimes observed to be used
interchangeably (Ehrman, 1993). Likewise, it is also important to point out that
scholars are inclined to use various terms in reference to the concept such as
tolerance/intolerance of ambiguity, tolerance for ambiguity, ambiguity tolerance and
tolerance/intolerance for uncertainty as stated in Atamanova and Bogomaz’ study
(2014). In L2 research, it can be observed that the terms ambiguity and uncertainty
were used referring to each other, and ambiguity substituted for linguistic uncertainty
considering learners’ tendency to feel ambiguous in the instances of linguistic
uncertainty of the L2 inputs and outputs (Kimura, 2016). Moreover, uncertainty refers
to “a feeling that may inhibit students’ risk taking and interfere with their acquisition
of new learning strategies” (Ely, 1995, p. 87). Therefore, uncertainty/ambiguity was
sometimes used together with risk-taking in an interrelated way. For example, Oxford
(21999) concluded that ambiguity intolerant students refrain from taking risks. In
addition, risk-taking is one of the features shaping creativity whose qualities are

integrated by ambiguity tolerance (Liu, 2015).

Taking into account that the language learning process is relatively social, it is
necessary to conduct research focusing on social situations involving ambiguity in
second language learning because of the high possibility of interpersonal ambiguities
since language learners are not competent enough to interact in the target language
(Kimura, 2016). Therefore, several studies (Chu et al., 2015; Ely, 1986; 1989; Lee,



51

1998) were conducted investigating social aspect of the concept. In a broader sense,
tolerance of ambiguity was widely examined with respect to second language learning
strategies. Many researchers carried out research on the relationship between
ambiguity tolerance and learning strategies (Ely, 1989; Nosratinia et al., 2013;
Varasteh et al., 2016). Furthermore, Ely (1995), who was the first to concentrate on
the concept in the L2 field, argued that it is worth attaching importance to students’
ambiguity levels and emotions resulting from uncertainties during the L2 process
(Aksoy, 2019). Since it prevents students from attaining the target language, it is better
for L2 learners and teachers to refrain from these situations including ambiguity and
make an effort to be intolerant towards uncertainty (Daging, 2021). Besides, it means
language learners with a low level of tolerance of ambiguity seek out more teacher
support to handle these situations (Atamanova & Bogomaz, 2014). Within this scope,
the concept might be considered as a construct blocking L2 learning or making it easier
(Kamran, 2011).

Tolerance of ambiguity construct was studied from many perspectives
throughout the literature. The correlation between ambiguity tolerance and language
learning success is one of the mainly investigated aspects in the tolerance of ambiguity
research. There are many studies examining the construct from achievement aspect
(e.g., Atef-Vahid et al., 2011; Basoz, 2015; Chapelle, 1983; Erten & Topkaya, 2009;
Geng, 2016; Osiecki, 2014). In addition, some other studies investigated its association
with field dependence/independence (e.g., Chapelle & Roberts, 1986). Tolerance of
ambiguity was also studied in terms of various personality variables such as foreign
language anxiety (Dewaele & Shan Ip, 2013), creativity (Zenasni et al., 2008),
extroversion-introversion (Ahmadi Safa & Jamshidi, 2017), willingness to
communicate (Vahedi & Fatemi, 2016), risk taking (Ehrman & Oxford, 1995), self-
efficacy (Almutlag, 2018) and enjoyment (Rezazadeh & Zarrinabadi, 2023). When
literature was reviewed in terms of tolerance of ambiguity, it can be seen that there are
several studies in which ambiguity tolerance was investigated in terms of various other
aspects like multilingualism (Dewaele & Wei, 2013), satisfaction (Owen & Sweeney,
2002), reading strategy awareness (Kamran & Maftoon, 2012), perceptual learning
styles (Li & He, 2016) participation in EFL classes (Tayebinik & Puteh, 2013) and
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need for support (Chu et al., 2015). As can be understood, the research regarding the

construct of ambiguity tolerance will survive the test of time and stay as a hot topic.

2.5 Literature Review

This section aims to review the literature on FLCA, WTC and SLTA. To begin
with, it reviews the literature regarding all three constructs in terms of whether there
exist studies related to gender, entry level, faculty that students are registered to,
whether they have been to a foreign country, whether they can speak any additional
languages, whether they graduated from a state or private high school or whether they
are enrolled in a state or private university. Next, it investigates literature concerning
the studies investigating SLTA, WTC and FLCA from various aspects. Finally, it
presents information upon research regarding the interrelatedness of these three

variables.

2.5.1 Foreign Language Classroom Anxiety

There are a few studies concerning FLCA and its correlation with variables
focusing on profile and background such as gender, age, speaking an additional
language and grade. Aydn et al. (2017) investigated whether there are any differences
among age, gender and grade, and foreign language anxiety and its three elements
which are CA, FNE, and TA. The data were collected from 494 EFL children at 2nd,
3rd, 4th, 5th, 6th and 7th grades in Balikesir in Turkiye. The researchers administered
a background questionnaire and FLCAS which is an adapted version of Horwitz et
al.’s (1986) FLCAS to the participants. The findings demonstrated a significant
difference among the variables. To exemplify, older students were less anxious than
younger ones with regard to evaluation anxiety, communication apprehension and
negative evaluation fear. In addition, female children felt less anxiety of
communication, but more apprehension of negative evaluation. Besides, being
corrected by the teacher, being tested and not being ready are more anxiety-provoking
experiences for children at younger grades whereas higher graders are more
apprehensive to communicate in English, to be negatively evaluated and to learn
structural points. In addition, Ali & Fei (2016) investigated the elements affecting
foreign language anxiety of Iragi postgraduate EFL students and whether their anxiety
differed in terms of their gender and GPA scores. They collected the data from 50 adult
learners of English at three different universities in Malaysia during the 2014-2015
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academic year. The researchers implemented a questionnaire for Arabic as a foreign
language by Al-Saraj (2014) adapted from Horwitz et al.” (1986). The also interviewed
6 of the participants to find out the students’ inner perceptions on the factors
contributing to FLCA. The results indicated that the main contributor to the students’
foreign language anxiety was exam anxiety. The statistical analysis also revealed that
CA and FNE also contributed to the foreign language anxiety of the participants. In
addition, there was a negative correlation between students’ anxiety and language
performance. Another significant finding demonstrated the female participants were
more apprehensive. Besides, Dewacele et al. (2016) investigated whether the students’
FLCA and foreign language enjoyment differ in terms of gender at the item level. 1287
female and 449 male students learning a foreign language all over the world took part
in the study. The instruments consisted of an open-ended question and a 29-item
Likert-type questionnaire involving eight items from the FLCAS by Horwitz et al.
(1986) and 21 items describing foreign language enjoyment (Dewaele & Maclntyre,
2014) which utilized Interest/Enjoyment subscale by Ryan et al. (1990) as the initial
point. The findings indicated that the female students enjoyed the foreign language
classes significantly more. On the other hand, they were more anxious than the male
participants. The purpose of Spahi-Kovag’s (2020) study was to investigate whether
FLCA varied depending on students’ gender and the university they were registered
to. The data were collected from 282 English preparatory students enrolled in different
programs at Anadolu University, Osmangazi University and Dumlupinar University
during the 2017-2018 academic year through the Turkish version of FLCAS (Horwitz
et al.,, 1986) translated by Aydm (1999). The findings indicated that the students
enrolled in the three universities had a moderate level of anxiety. However, the results
revealed that anxiety didn’t differ significantly in terms of the universities they were
enrolled in while the female students were found to have a significantly higher level
of apprehension. In addition, in S6nmez’s (2020) study, it was aimed to determine
whether there was a correlation between 458 preparatory education students’ L2
classroom apprehension and their beliefs on code-switching. Also, it was investigated
whether students’ classroom anxiety and code-switching beliefs differ in terms of
some other variables; gender, the high school they graduated from and their view

regarding their teacher’s use of code-switching. She used two data collection tools
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which are Code-switching Beliefs Scale by Coskun-Yasar and Yildiz (2018) and
FLCAS by Horwitz et al. (1986) which were translated into Turkish by Girsu (2011).
The results indicated a low positive relationship between students’ anxiety and views
on code-switching, and it was found that they use code-switching mostly to clarify
something. It was also revealed that the students’ FLCA and beliefs on code-switching
significantly differed regarding the high school type, their L2 level, and their view on
the amount of their teacher’s code-switching whereas there was no significant
difference regarding gender and their previous preparatory education. Besides,
Thompson and Khawaja (2016) compared bilingual and multilingual students in
addition to perceived positive language interaction (PPLI) and not perceived positive
language interaction (NPPLI) in terms of FLCA. They collected data from 156 EFL
students at different universities in Turkiye through a comprehensive questionnaire
consisting of FLCAS and open-ended questions to distinguish PPLI and NPPLI. The
findings demonstrated that bilingual students were significantly more anxious than
multilinguals who also had more self-confidence in the language. In addition,
bilinguals felt more negatively to the classes of English and had more ambiguity fear.
Furthermore, the students who perceived positive language interaction displayed a
lower level of English class achievement apprehension and fear of ambiguity, and a
higher level of confidence compared to the participants who did not perceive positive

language interaction between the languages they were trying to attain.

There are also several studies investigating the construct in terms of language
learners’ proficiency and success. For instance, in Alsowat’s (2016) study conducted
at Taif University, it was aimed to determine 373 Foreign Language Department
students’ foreign language anxiety level, the sources of their anxiety, whether there
was a relationship between their anxiety and proficiency levels, and if it varied
according to their gender and academic level. The data were collected with a modified
FLCAS by Horwitz et al. (1986) and Inventory of Foreign Language Anxiety Factors
(IFLAF) formed by Alsowat (2016) based on a revision of several studies, the students'
academic records and a semi-structured interview. The findings indicated a moderate
apprehension level and a statistically significant negative relationship between
students’ academic performance and their foreign language apprehension, but there

was no significant difference in terms of gender and the students’ academic level. In
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addition, primary sources of their apprehension were found to be their concern about
failure, not remembering the things they had in their minds and their test anxiety. In
his study, Amengual-Pizarro (2018) administered 67 ESP learners of English for
Philology and English for Biology at the University of the Balearic Islands a three-part
questionnaire; a section to collect data on students’ background information, the
FLCAS by Horwitz et al. (1986) in Spanish and a section for students to rate
themselves to determine their perceived performance in English. The findings showed
that 44.3% of the participants had an average level of apprehension, and 26.6 % were
highly anxious, and also communication apprehension was identified as the primary
cause affecting learners’ foreign language anxiety. Besides, the statistical analysis
revealed that students’ perceived proficiency in English and their apprehension related
to listening and speaking skills were significantly and negatively correlated, and that
English for Philology students significantly differed from English for Biology ones in
terms of test anxiety and fear of negative evaluation, but there weren’t any significant
differences in foreign language anxiety in terms of gender. Zheng and Cheng (2018)
investigated whether there were any correlations among foreign language classroom
anxiety, cognitive test anxiety and College English Test Band 4 (CET-4) scores of 921
participants who were students at a university in China. Twelve of the participants
were also interviewed after the implementation of a modified version of FLCAS
(Horwitz et al., 1986) taking Aida’s (1994) study into consideration, and the Cognitive
Test Anxiety Scale (Cassady & Johnson, 2002) which was adapted by the researchers
to comply with the context. The statistical analysis demonstrated that cognitive test
anxiety of the participants significantly and reversely predicted their performance, but
the data collected from the interviews did not comply with the statistical results. The
participants stated they displayed apprehension of communication in the target
language; however, they did not express classroom-related anxiety and evaluation
apprehension. In their study, Azher et al. (2010) examined anxiety-provoking
classroom situations with a sample of 149 students from University of Sargodha. They
also aimed to find out whether the students’ foreign language classroom anxiety was
correlated with their academic success and if it differed in terms of several aspects; the
students’ gender, where they came from, and their parents’ education level. The data

were collected through a shortened version of the FLCAS by Horwitz et al. (1986) and
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an inventory by Williams & Andrade (2008) to find the sources of anxiety. The
findings showed that the male participants were more anxious than the females.
Despite not being significant, the students coming from rural places and those whose
mother had a low level of education displayed more anxiety. In addition, it was
revealed that there was a negative correlation between the students’ academic
achievement and anxiety. Besides, the participants mentioned speaking in the target
language, making structural and pronunciation mistakes in L2 and lacking the ability

to give immediate responses as the major sources of anxiety.

There are also several studies related to achievement conducted in Tirkiye
foreign language classroom context. To illustrate, in Ayhan’s (2020) study, it was
aimed to determine whether there was a correlation among FLCA, reconceptualized
motivational self system and perceived wellness of 17 repeat and 147 non-repeat
English preparatory students at a foundation university in Turkiye, and if learners’
performances were predicted by any of these constructs. The analysis of the data
gathered via an adapted version of Reconceptualized L2 Motivational Self System
Scale by Peker (2016), the FLCAS by Horwitz et al. (1986) and the Perceived Wellness
Scale by Adams et al. (1997) indicated that the non-repeat participants perceived was
a lower level of wellness than the repeaters whereas there were not any significant
differences between them in terms of students’ ought-to L2 self, feared L2 self and
ideal L2 self which are the elements of reconceptualized motivational L2 self system.
In addition, the findings showed that there was a positive correlation between FLCA
and ought-to L2 self or feared L2 self, and, of all the concepts, FLA was the only
predictor of the participants’ achievement. In her descriptive study, Cakici (2016)
aimed to find out whether there existed any relations among EFL learners’ foreign
language anxiety, test anxiety and English proficiency level with a sample of 301
English preparatory students enrolled at Ondokuz Mayis University in Tarkiye in
2015-2016 academic year. The data were collected via the Turkish versions of the
FLCAS (Horwitz et al., 1986) and Test Anxiety Inventory (Spielberger, 1980)
translated by Aydin (1999). The results showed that the students’ FLA and test anxiety
were positively correlated while there was a negative relationship between their
language performance and FLA. Both results were statistically significant; however,

it was found that no correlation between test anxiety and academic achievement score



57

existed. In another study conducted in Turkiye (Dogan & Tuncer, 2016) investigated
the relation between FLA and language performance of 683 English preparatory class
students at Firat University. They also aimed to reveal if their anxiety level differed
according to several independent variables such as their gender, additional languages
they spoke, their experience in foreign countries and their perceived socioeconomic
level. The statistical analysis demonstrated a negative relationship between the EFL
students’ language anxiety and academic performance. Besides, the male participants
were found to be more interested in English classes and more anxious to speak to native
speakers, which was statistically significant. On the other hand, the females were more
successful in foreign language classes. There wasn’t any significant difference in their
anxiety and success from the aspects of their foreign country experience, additional
languages or income level. With a sample of 605 language learners registered to the
English Language Department during the 2018-2019 academic year, Orug and Demirci
(2020) investigated whether language engagement mediated between FLA and success
in English language through Language Engagement Scale (Orug, 2020) and the
FLCAS (Horwitz etal., 1986), validated by Orug (2020). The analysis conducted with
a structural equation model in indicated that engagement is a reverse and partial
mediator between students’ language performance and FLA, which means language
engagement might eliminate the negative effect of FLA on students’ success.
Ozkaynak (2020) aimed to determine if there was a correlation among emergent
bilinguals’ language performance, reconceptualized L2 motivational self system,
foreign language anxiety and translanguaging practices. In this study, the quantitative
data were collected from 386 English preparatory school students at a foundation
university in Tuarkiye during the 2019-2020 academic year via Translanguaging
Practices Scale (Ozkaynak, 2020), the FLCAS (Horwitz et al., 1986), and
Motivational Factors Questionnaire (Ddrnyei, 2010; Peker, 2016). The findings
suggested a significant correlation among the three constructs reconceptualized L2
motivational self system, foreign language anxiety and translanguaging practices of
the students, but there was a nonsignificant relation between the students’ formative

and summative language scores and translanguaging practices.

It is also possible to find studies in association with other constructs in the

second language learning context such as cooperative learning, and several variables
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related to students’ personality or belief systems such as foreign language enjoyment,
students’ beliefs about language learning and self-efficacy. To begin with, Aydin
(1999) investigated the sources of FLCA regarding speaking and writing skills. At the
first stage, the data were collected from 36 intermediate level students through the
FLCAS by Horwitz et al. (1986). Based on their anxiety levels, they were grouped into
three categories (high, medium and low) for each productive skill separately. All the
participants were asked to keep a four-week diary related to their experience in writing
and speaking classes. In addition, the researcher interviewed 12 students (4 students
from each category) about their FLCA. All the students were also given a Turkish
translation of the Beliefs About Language Learning Inventory by Horwitz (1988) to
determine the relationship between their language anxiety and beliefs about language
learning. The results of the students’ interviews and diaries demonstrated that the three
major sources of anxiety were the individual causes, attitudes of the teachers and the
methods used in the class to teach speaking and writing. Moreover, in their
comparative study, Duxbury and Tsai (2010) aimed to determine the FLCA level and
whether there was a relationship between the students’ anxiety and cooperative
learning. 385 students studying at three Taiwanese and one American universities took
part in the study. The tools used to collect the data consisted of the FLCAS by Horwitz
et al. (1986), the Style Analysis Survey by Oxford et al. (1999) and ten questions
prepared by the researchers. The results revealed a significant relation between FLCA
and attitudes and practices of cooperative learning only at one of the Taiwanese
universities. However, no significant relationship was found between these two
variables when the other three universities were compared. Also, in their pseudo-
longitudinal study, Dewaele & Dewaele (2017) aimed to investigate the students’
foreign language enjoyment (FLE) and FLCA levels, the relation between these two
variables and the independent variables predicting them. The data were collected from
189 secondary school students in the UK. In the first section of the instrument utilized,
the researchers collected demographic information and some data regarding pupils’
attitudes towards their teachers, the amount of foreign language use in the class, time
the teachers spent on different skills and students’ perceptions about their teachers’
predictability. They also used a questionnaire taking 10 items from the Foreign

Language Enjoyment Questionnaire by Dewaele & Maclntyre (2014) and 8 items from
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the Foreign Language Classroom Anxiety Scale (FLCAS) by Horwitz et al. (1986).
The statistical analysis demonstrated that different age groups showed little change in
language anxiety and a little rise in foreign language enjoyment. As a result, it was
revealed that the sources of the students’ feelings showed an alteration in time, and
they were dynamic. In Yelge¢ and Dagyar’s (2020) descriptive study with a relational
survey model, the purpose was to explore whether there is a mediating impact of
students’ metacognitive awareness and their beliefs on their self-efficacy upon foreign
language learning anxiety through structural equation modeling. The researchers
administered a personal information form, the Junior Metacognitive Awareness
Inventory developed by Sperling et al. (2002) and translated into Turkish by Karakelle
and Sara¢ (2007), the Self-Efficacy Questionnaire for Children developed by Muris
(2001) and modified by Telef and Karaca (2012) and the FLCAS by Bas (2013) for
data collection. The participants included 285 7th and 8th grade Middle School
students from Turkiye. The findings pointed out that the participants’ metacognitive
awareness, language learning anxiety and perceived self-efficacy levels were
moderate, and these constructs were related to each other while metacognitive

awareness was not a partial mediator on self-efficacy and FLA of the participants.

When the literature is reviewed, it can be seen that there are very few
experimental studies carried out. An example of a quasi-experimental study might be
Alrabai’s (2015) study upon the implementation of anxiety-reducing strategies in order
to diminish the students’ FLA levels. To be more precise, Alrabai (2015) investigated
whether anxiety-reducing strategies affected students’ foreign language anxiety using
the FLCAS by Horwitz et al. (1986), in a quasi-experimental study he carried out in
two stages. In the first phase, she collected data from 596 Saudi English-learning
participants to find out their FLA sources. In the second phase, she included 465
students learning English and 12 teachers to implement the strategies to decrease
apprehension in the treatment group. The statistical analysis showed a significant
decrease in the anxiety level of the treatment group and an increase in their self-
confidence unlike the one in the control group. It was also revealed that there was a
causal relation between apprehension of foreign language and strategies to diminish

apprehension.
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As can be seen from the literature, there are several papers reviewing the
foreign language anxiety construct. First of all, Zheng (2008) reviewed the literature
regarding the anxiety construct in the foreign/second language learning field. The
paper started with the development of anxiety in terms of definitions and instruments
to measure it. Then the researcher examined studies which investigated its association
with other affective variables such as students’ perfectionist tendencies, stylistic
preferences, attitudes and motivation, and defense mechanisms. In addition, studies
related to the sources and effects of FLA were investigated throughout the paper.
Furthermore, the paper presented a concise revision of language apprehension from
three different points of view; curriculum, cultural and cognitive. Furthermore, Tran
(2012) presented a review regarding Horwitz, Horwitz and Cope’s prominent theory
of FLA. The paper began with an elaborative description of the theory and its
developmental process. The researcher also investigated the related literature in terms
of criticisms of the theory from four different aspects; the way of causal relations
between language learning and FLA, the importance of FLA on foreign language
performance, the elements of FLA and the effectiveness of the FLCAS (Horwitz et al.,
1986). It was concluded that FLA is a distinctive type; therefore, it differs from other
kinds of anxieties despite being related. Finally, Al-Shboul et al. (2013) presented a
review of literature in the field of foreign language anxiety (FLA) with regard to
achievement. The paper started with the components of anxiety and their definitions.
Then the researchers clarified foreign language anxiety as a different construct from
other relevant anxiety types such as state-trait anxiety, CA, FNE and TA. The
components of FLA were also investigated through several different studies. Lastly,
the researchers put forward a systematic revision of the studies regarding the
relationship between FLA and achievement, and concluded FLA has an impact on
language learning and performance. The results of the studies also demonstrated a

negative relationship mostly ranging from moderate to strong.

2.5.2 Willingness to Communicate

As a starting point for the review of literature, it seems better to begin with a
study conducted with the aim of measuring the learners’ beliefs on their willingness to
communicate which also made an effort to determine the possible difference between

in-class and out-of-the-class WTC levels. Baséz and Erten (2018) investigated 701
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EFL learners’ perceived WTC and aimed to explore if the students” WTC within the
class was different from their WTC in English outside of the class. The data were
collected from the students majoring in Tourism Management and Tourism Guidance
at Balikesir University during the 2016-2017 academic year. In the study, the
researchers utilized a back-translated version of L2 WTCS developed by Maclintyre et
al. (2001) which also measured the participants’ WTC in the class and out of the class
separately. Based on the statistical analysis, the results demonstrated a moderate level
of WTC in the target language. Besides, the participants were found to be more eager

to speak in English out of the classroom than inside the school.

There are few experimental studies concerning WTC variable. Buckingham
and Alpaslan (2017) aimed to explore whether speaking practice outside the classroom
had an impact on the students’ speaking performance and WTC. 40 Turkish young
learners in Grade 3 were included as the participants in this study. The researcher
assigned the participants randomly into the experimental and control groups, and the
students were given a rubric adapted from the Heuristic Model of Variables
Influencing Willingness to Communicate (Maclntyre et al., 1998) to measure their
WTC scale as pre- and post-tests. Several asynchronous A/V speaking activities were
given to the experimental group as out-of-class speaking practice for four months. The
findings demonstrated a significant improvement on the oral performances of the
students’ in the experimental group. In addition, a significant but gradual overall
improvement was also observed in their WTC by the end of the study. However, this
improvement wasn’t observable month-to-month succeedingly. As another study
conducted in an experimental design, Garvey and Eades (2018) aimed to explore the
EFL Japanese students’ overall WTC and whether there was a relationship among their
perceived WTC, the changes on their WTC during the data collection procedure, their
performance in the interaction part of the post-task and the social framework of the
task (the division of the groups). Both quantitative and qualitative data were collected
from 81 students studying the major of International Communication at a Japanese
university. The researchers splitted the participants into four groups; two of them
carried out the tasks in the ‘group’ work condition while the other two worked
independently in terms of the way of the instructions given by the teacher. The students

in each group were rotated in each task. The pre-task and post-task survey results and
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the analysis of the qualitative data indicated a slight change in the students’ self-
reported WTC throughout the treatment process. In addition, the findings did not
demonstrate a very strong relationship between the grouping structure of the

participants and the change in the students’ perceived WTC.

In their experimental study in the Turkish context, Kartal and Balgikanli (2018)
aimed to determine whether using a virtual world in the classroom has an impact on
the learners’ perceived willingness to communicate and communication apprehension.
The data were collected from 65 EFL students who were studying the major of English
Language Teaching at a state university in Tirkiye. The participants were given ten
real-life tasks (one each week) and the qualitative and quantitative data collection tools
included a questionnaire, interviews, evaluation forms and observation. The
questionnaire was comprised of the WTCS by McCroskey (1992) and the
communication anxiety questionnaire employed by Yashima (2002). The findings
pointed out that the use of a virtual world in the EFL classroom positively influenced

the participants’ self-reported WTC and communication apprehension.

When the literature is reviewed, it can be observed that there are a few studies
concerning WTC and its association with variables focusing on students’ profile and
background such as gender, age, speaking an additional language and grade. For
example, Maclintyre et al. (2002) investigated whether gender, age and language
influenced anxiety, WTC and perceived competence, and if gender and grade the
students were studying have an impact on motivation, integrativeness and attitudes
towards learning. The data were collected from 268 students who were registered to a
French immersion program at a high school. Eight different scales were used in this
study; WTCS by McCroskey and Baer's (1985), Perceived Communicative
Competence Scale by McCroskey et al. (1987), a modified version of Perceived
Communicative Competence Scale by McCroskey et al. (1987) to measure
communication and language anxiety, twelve items from Maclintyre and Charos (1996)
to find out communication frequency, and Integrativeness Scale and several items to
measure motivation and attitude toward the learning situation from Gardner and
Maclntyre (1993). The results demonstrated that the grade variable led to an increase
in the students’ WTC in the target language, French communication frequency and

perceived competence; however, the same variable caused a decrease in motivation
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and the learners’ anxiety remained steady. The statistical analysis also indicated a
significant difference in the students” WTC and anxiety in terms of their language, but
no significant difference in their attitude and motivation in terms of gender while sex
influenced the participants’ WTC. Moreover, Hismanoglu and Oziidogru (2017)
investigated 328 state university students” WTC and whether it differed in terms of the
students’ age, their gender, the program they were registered to and their interaction
with the people speaking English at the university they were in. The data were
collected from a university in the western part of Turkiye through a questionnaire. The
data collection tool consisted of the WTCS by McCroskey (1992) and a section to find
out information about the other variables such as age and major. The findings revealed
the participants were moderately WTC in the target language. In addition, the results
demonstrated that the students’ WTC did not differ in terms of age and gender while
their major and their direct communication with the people speaking the L2 influenced
their WTC.

There are also several studies investigating the construct in terms of language
learners’ proficiency and achievement. Baghaei and Dourakhshan (2012) aimed to find
whether there was a relationship between students” WTC and their success in learning
English. The data were collected from 148 university students. In order to measure the
WTC level of the students, the researchers used the Willingness to Communicate in a
Foreign Language Scale (WTC-FLS) which was developed by Baghaei (2011). The
20-item questionnaire consisted of three subscales which measured students” WTC in
the classroom, with native and non-native English speakers. The findings pointed out
a moderate correlation between students’ achievement and WTC with native speakers
as well as their willingness to communicate in the school environment. However, the
results didn’t demonstrate a relationship between the participants’ success and WTC
with foreigners who speak English as a second/foreign language. In addition, in their
study, Rastegar and Karami (2015) examined the relationship between FLA, WTC and
scholastic success. The data were collected from 74 Iranian students studying English
as a foreign language who were registered to English Literature and English
Translation Departments at the Shahid Bahonar University of Kerman. The
instruments used in the study consisted of the Foreign Language Classroom Anxiety
Scale (FLCAS) by Horwitz et al. (1986) and the Willingness to Communicate Scale by
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Maclintyre et al. (2001) together with the GPAs of the students. A significant negative
correlation was found between FLA and WTC. Besides, the findings also
demonstrated a significant negative relationship between the students’ scholastic
success and FLA whereas the students” WTC was found to be positively correlated
with their scholastic success. As another study concerning the WTC and student
performance, Bergil (2016) aimed to explore the WTC levels of the 73 preparatory
class students at Amasya University during the 2015-2016 academic year. Besides, it
was aimed to discover whether the participants’ WTC levels differ in terms of their
individual differences such as their experience abroad and personality type, and their
speaking performance. The data were collected through a scale (McCroskey, 1992) to
measure the students’ WTC levels and get demographic information. The participant
students’ speaking performances were evaluated by native speaker teachers based on
a rubric which was compatible with the WTC scale. The findings revealed that the
students had an average level of WTC in English, and their overall speaking skills were

generally weak and adequate which may depend on the curriculum and the instructor.

It is also possible to find studies in association with several volitional and
affective constructs in the second language learning context, and variables related to
students’ personality or belief systems. To begin with, Yashima (2002) aimed to
explore the relationship between FLL and L2 communication variables which grounds
on the socioeducational model and the WTC model. The data were collected from 297
Japanese students studying information science at a university in Osaka who had
chosen English as their foreign language. During the data collection procedure, the
constructs were measured via several items which were either adapted from other
studies in the related field, or developed by the researcher. The results revealed that
international posture was a predictor of motivation, and motivation was one of the
predictors of L2 proficiency. It was also found that there was a significant direct path
from international posture to L2 WTC. In addition, the findings pointed out a
significant path from motivation to L2 speaking self-confidence (presented as a
combination of lack of anxiety and perceived competence in this study) whereas no
significant paths from motivation to WTC were observed. Hashimoto (2002) aimed to
determine the affective predictors of self-reported L2 use. The data of the study which

was indeed a partial replication of Macintyre and Charos (1996) were collected from
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56 Japanese ESL students studying at the University of Hawaii at Manoa (UHM) in
Honolulu. The back-translated instrument used to collect data consisted of a shortened
form of the Attitude/Motivation Test Battery (the mini-AMTB) by Gardner and
Macintyre (1993), the WTCS by McCroskey (1992), an adapted questionnaire by
Macintyre and Charos (1996) to measure the students’ perceived L2 competence and
the L2 use in the classroom and twelve items by Yashima (2002) to find the
communication anxiety level of the participants. Some of the items had not been not
employed in the study by Macintyre and Charos (1996). The Structural Equation
Modeling (SEM) analysis results revealed that the participants’ WTC and motivation
were the predictors of the amount of self-reported L2 use. Besides, it was found that
perceived competence was negatively predicted by apprehension, and these two
constructs existed as the sources of WTC. All of these findings demonstrated a
resemblance to the original study by Macintyre and Charos (1996); however, a
significant association between motivation and WTC was also discovered in the
replication. Also, this study (Macintyre & Doucette, 2010) aimed to determine the
relationship among the WTC in and out of the classroom, perceived competence,
anxiety and three action control constructs suggested by Julius Kuhl; hesitation,
preoccupation and volition. 238 learners of French studying at high school participated
in the study. The data were collected through questionnaires adapted from the
instruments employed in different studies. The results revealed that there was a
relationship among all three antecedents of WTC. Besides, all these subconstructs
were positively related to perceived communication competence and negatively
associated with communication anxiety in the target language. Moreover, the measures
of the students’ perceived L2 competence were positively interrelated to each other,
and there was a negative correlation between each and language anxiety. The findings
from the action control measure were also compatible with the pattern in the theory,
and there was a significant relationship between hesitation and preoccupation as in
Kuhl’s (1994) original study. In addition, based on the path analysis, it was found that
hesitation predicted low perceived communication competence and was one of the
antecedents of anxiety. Dewacele (2019) investigated whether the students’ WTC was
predicted by several variables such as the students’ attitude towards English as a

foreign language, their FLE, their FLA, their perception on the teacher’s strictness and
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friendliness, the teacher’s use of the target language and whether the teacher has a
foreign accent. The data were collected from 210 Spanish EFL students at different
levels of education through an online questionnaire. The questionnaire consisted of
some items to measure the students” WTC, their attitudes towards English, how strict
and friendly the teacher was, how frequently he/she used English and how strong
his/her accent was. It also involved eight items from the FLCAS by Horwitz et al.
(1986) and all the items of the Foreign Language Enjoyment Questionnaire by
Dewaele et al. (2018). The results pointed out that the students’ FLE and the teacher’s
use of the target language positively predicted their WTC whereas FLA was the
primary negative predictor of it. Zhou et al. (2020) investigated whether FLA
moderated the correlation between WTC and second language proficiency. The data
were collected from 129 Chinese ESL learners studying abroad in Belgium. L2
achievement was measured via the students’ IELTS scores. In addition, the
instruments included the translated version of the Bilingualism and Emotions
Questionnaire (BEQ) by Dewaele and Pavlenko (2001; 2003) and an adaptation of the
WTC Scale by McCroskey (1992). The findings indicated the students were highly
willing to communicate and their foreign language anxiety levels were low. Besides,
it was pointed out that the analysis verified the relationship between the students’
WTC, and their overall L2 achievement and skill-specific competence. The results also
demonstrated that the students’ FLA had a moderating effect on the correlations
between the students overall L2 proficiency and WTC; between their reading
achievement and WTC; and their writing achievement and WTC; nevertheless, it
wasn’t a moderator of the correlation between the students’ speaking achievement and

WTC, or their listening achievement and WTC.

Throughout the literature, it is quite intriguing that there is a considerable
number of studies in Turkish context investigating the relationship between WTC, and
other affective SLA variables and learners’ self-perceptions. To illustrate, Bektas-
Cetinkaya (2005) investigated Turkish university students’ WTC in English and the
possible relationship among their WTC and several other variables such as motivation,
communication competence the students perceived, speaking anxiety, personality and
their attitude towards the international community. In this hybrid study, the data were

collected from 356 preparatory class students at Dokuz Eylul University in Turkiye
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using both qualitative and quantitative methods. The participants, 15 of whom were
also interviewed, were administered a questionnaire. The questionnaire included
twelve items from the Turkish translation of the WTCS by McCroskey (1992); twelve
items from an adaptation of the Perceived Communicative Competence Scale by
Yashima (2002) and MaclIntyre and Charos (1996); twelve items from Yashima (2002)
to measure communication anxiety; seventeen items adapted from Gardner (1985) to
find out the students’ desire to learn English, motivational intensity and attitudes
towards learning English; four items from Yashima (2002) and Gardner (1985) for
their integrative orientation; fourteen items from Yashima (2002) for their approach-
avoidance tendency, interest in international vocation/activities and interest in foreign
affairs; ten items from Goldberg (1992) to measure their personality traits; and some
items for background information. Based on the Structural Equation Model (SEM)
analysis, the findings demonstrated a correlation between the students’ attitudes
towards the international community and their personality and also a direct
relationship among the students’ attitude towards the international community, their
perceived linguistic self-confidence and their WTC in English. In addition, it was
found that there was an indirect correlation between the students’ WTC, their
motivation and personality in terms of their being introverted or extroverted. In their
study, Asmali et al. (2015) investigated whether Turkish students differed from
Romanian students in terms of their WTC, perceived competence of communication
and communication anxiety. The data were collected from 65 Turkish and 65
Romanian learners of English majoring in English Language and Literature. The
participants were given three different instruments; the WTCS by McCroskey &
Richmond (1985; 1987), the Personal Report of Communication Apprehension
(PRCA-24) by McCroskey (1982) and the Self-Perceived Communication
Competence Scale (SPCC) (McCroskey & McCroskey, 1986). Based on the statistical
analysis, the Romanian students were found to be significantly more willing to
communicate and perceived themselves more competent in the target language.
Communication anxiety levels of Turkish and Romanian students were very close.
Besides, the results indicated a strong positive correlation between the participants’
WTC and perception on their communication competence, but a negative correlation

between the learners” WTC and anxiety of communication. In another study, Asmali
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(2016) investigated WTC and its antecedents with a sample of 251 Turkish students at
a state university. The data were collected via questionnaires. The structure of the
study had five latent variables (WTC in English, confidence in English communication,
English learning motivation, attitude (International Posture) and personality). and
several different indicator variables (communication anxiety and interest in foreign
affairs), items of which were taken from different sources (e.g., Gardner & Lambert,
1972; McCroskey, 1992; Yashima, 2002). The results revealed that the students’
attitudes towards the international community, motivation to attain the target language
and self-confidence in L2 speaking significantly influenced their WTC. There was also
a positive relationship between the participants’ attitudes to the international
community and their motivation as well as the relation between their personality and
self-confidence. Furthermore, Kanat-Mutluoglu (2016) investigated if ideal L2 self,
academic self-concept and intercultural communicative competence predicted WTC.
The data were collected from 173 undergraduate EFL students taking preparatory
education during the 2015-2016 academic year. The instruments in the study were an
adapted version of the L2 Self Measure by Dornyei and Taguchi (2010), the Self-
Efficacy for Learning and Performance Subscale (SELP) from Motivated Strategies
for Learning Strategies Scale (MLSQ) by Pintrich et al. (1991) to measure the
students’ academic self-concepts, the Intercultural Communicative Competence
Questionnaire (ICCQ) by Mirzaei and Forouzandeh (2013) and the WTCS by
McCroskey (1992). Based on the statistical analysis, the results indicated that all the
motivational subconstructs were related to each other. In addition, it was revealed that
the participants’ WTC was significantly predicted by their academic self-concept and
ideal L2 self, the latter of which was the primary predictor. Bulut (2017) aimed to find
out the students’ reasons to learn English, their approach towards learning English,
motivation, attitudes and WTC, and also the correlation among these constructs. The
data were collected from 234 adult EFL learners from eight different cities in Turkiye
in 2016. The researcher implemented a Turkish version of the Attitude/Motivation Test
Battery (AMTB) developed by Gardner (1985) and adapted by Hashimoto (2002) on
the participants to measure their approach, motivation and attitudes towards the target
language. Besides, an adapted version of a questionnaire by Zarrinabadi and Abdi

(2011) was used to measure the students’ orientations to learn English. Lastly, in order
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to measure the participants” WTC levels, a questionnaire by Hashimoto (2002) was
adapted and administered. The results showed that the participants primarily learnt
English for job-related issues. They were also found to be motivated and positive
towards English, and more willing to speak to familiar people than to people they do
not know. Moreover, based on the statistical analysis, it was discovered that there was
a significant relationship among all the constructs measured. In another study the same
year, Bursali and Oz (2017) investigated whether there was a correlation between
WTC in L2 and ideal L2 self. The data were collected from 56 students of the English
Language Teaching program at a private university in Ankara in Tirkiye during the
2016-2017 academic year. In order to collect the quantitative data, the researchers used
The Willingness to Communicate inside the Classroom Scale by Maclntyre et al.
(2001) and The Ideal L2 Self Measure by Dornyei & Taguchi (2010). The findings
revealed a positive relationship between the participants” WTC in English and their

ideal L2 self with high significance.

Concerning the sources of the construct, Eddy-U (2015) aimed to explore the
factors motivating or demotivating students to be willing to take part and communicate
in group tasks. During the data collection process, the researcher conducted semi-
structured focus group interviews with 25 students studying different majors other than
English at two different tertiary institutions in China. 12 students were registered to a
university with a Chinese medium of instruction (CM) which didn’t require English
proficiency before starting while 13 students were enrolled to a hospitality training
institute with an English medium of instruction (EM) accepting students based on their
oral and written English exam results. Students were first proposed some ELT group
tasks which they are familiar with and are frequently used in ELT classes, and then the
interviews were carried out to discover the students’ motivations and reasons for their
task-situated WTC. The results revealed that the students were motivated by seven
different themes which were interest, perceived effectiveness, good groupmates, good
classroom social situation, personal vision, self-confidence, and marks while they
were demotivated by disinterest, inappropriateness for English level, bad groupmates,
bad classroom atmosphere, lack of personal vision and lack of confidence. Besides,
without a direct relationship, all the motivating conglomerates by Dérnyei (2009) were

evident in the students’ statements, which was one of the research questions of the
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study. In another study which takes advancements in technology and e-learning, Lee
(2019) aimed to explore the sources of WTC in an extramural digital (ED) context. In
order to collect data, the researcher interviewed 98 EFL students studying at three
different universities in Korea. The results revealed that the students’ WTC in the
target language was influenced by K-12 instruction in Korea, being familiar with the
communities and interlocutors, self-confidence and anxiety. Furthermore, it was found
that there was a simultaneous interaction among these variables at the time of the

communication in the target language in the extramural digital environment.

In their comprehensive research, Zhang et al. (2018) presented a review of the
literature related to the situational antecedents of WTC. So as to collect data, the
researchers examined several databases which were Web of Science, ERIC and the
British Education Index. Taking methodological concerns into consideration, 35
studies in the related field were analyzed in terms of situation cues (interlocutors,
classroom atmosphere and tasks), situation characteristics (task-confidence, task-
interest and task-usefulness) and systematicity of previous studies. Subsequently, a
framework of situational antecedents of state WTC and its fluctuations in different

situations was proposed as can be seen in Figure 2.

2.5.3 Second Language Tolerance of Ambiguity

Within the scope of second language tolerance of ambiguity literature, as one
of the studies regarding gender, Hou and Hou (2017) investigated whether the
students’ ambiguity tolerance, their multiple intelligences and being male or female
influenced the attainment of English. The data were collected from 284 Taiwanese
university students who were registered to programs with English or non-English
medium of instruction. In order to measure the participants’ English proficiency, their
Taiwan College Entrance Advanced Subjects Test (CEAST) results were used. In
addition, two questionnaires were administered to the participants: Gardner’s Multiple
Intelligences Questionnaire (1983) and the SLTAS by Ely (1995). The findings
indicated that the participants were stronger in terms of Existential Intelligence,
Musical Intelligence, Intrapersonal Intelligence, Visual/Spatial Intelligence and
Interpersonal Intelligence, and they showed a moderate level of SLTA. The findings
also displayed that there was a relationship among the learners’ competence in English,

their tolerance of ambiguity and multiple intelligences. It was found that second
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language ambiguity tolerance predicted the English levels of the participants in a
negative direction. Besides, reading ambiguity tolerance was found to be a negative
predictor of the students’ English levels. Some of the intelligence types were found to
predict ambiguity tolerance, and thus English language competence. These intelligent
types were logical/mathematical intelligence and visual/spatial intelligence which
negatively influenced ambiguity tolerance. The researchers also drew the conclusion
that the female students were considered as more competent because they had more
ambiguity tolerance and they were strong in terms of Verbal/Linguistic Intelligence.
In another study, Ezzati and Farahian (2016) aimed to explore the students’ tolerance
of ambiguity, its potential relationship with grammar, and gender influence on this
relationship. The data were collected from 75 EFL students at intermediate and
advanced levels of proficiency from different language schools in Kermanshah. In
order to measure the students’ grammar competence, a kind of TOEFL test was
implemented, and the participants were categorized as low, intermediate and high
levels. 6 students out of 75 were taken out of the study because their levels were found
to be elementary. The instrument employed to gather the data consisted of the Second
Language Tolerance of Ambiguity Scale (SLTAS) by Ely (1995) together with a
section to find out background information about the participants. The findings
indicated that the participants’ tolerance of ambiguity level varied depending on the
context. For instance, the learners remarked they demonstrated more ambiguity
tolerance when their teacher used an unknown English vocabulary item, when they
could not orally communicate their idea clearly, when they could not find the exact
counterparts of some English words in their native tongue and when they had to guess
the meaning of something while reading. Nevertheless, they stated they showed less
tolerance of ambiguity when they did not understand the teacher fully, when they had
difficulty using the grammar even if they studied and when they could not express
what they wanted while writing. In addition, the results revealed that there was a
significant positive relation between the students’ grammar achievement and
ambiguity tolerance, which meant more ambiguity-tolerant students scored better at
grammar. Besides, the learners’ ambiguity tolerance was found to demonstrate a
significant difference in terms of gender, males with more tolerance towards

ambiguity.
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There are several studies concerning the relationship between SLTA and
language level, success and competency. For instance, Atef-Vahid et al. (2011) aimed
to discover the potential relationship between the students’ tolerance of ambiguity and
their performance in cloze tests. The data were collected from 38 EFL students
studying at high school in Iran. The data collection tools included the SLTAS
developed by Ely (1995) and an English cloze test implemented by the researchers to
measure the participants’ performance. Based on the correlational analysis, the
findings indicated a significant highly positive relationship between ambiguity
tolerance and cloze test competence. In addition, Dewaele and Shan Ip (2013)
investigated the relationship among the second language tolerance of ambiguity,
foreign language classroom anxiety and self-reported L2 proficiency. In order to
collect data, an online questionnaire combining the FLCAS by Horwitz et al. (1986),
the SLTAS by Ely (1995) and some items to receive background information were
administered to 73 students studying at several secondary schools in Hong Kong. The
findings pointed out that the students with a higher level of ambiguity tolerance
demonstrated a lower level of FLA, and they perceived themselves more competent in
English. All of the correlations were also found to be significant. In another study, Hou
(2016) investigated whether there was a correlation among the students’ ambiguity
tolerance, their multiple intelligences and English proficiency. The data were collected
from 173 Taiwanese private university students who were registered to programs with
English medium of instruction. In order to measure the participants’ English
proficiency, their College Entrance Exam (CEE) (2015) results and/or their College
Entrance Advanced Subjects Test (CEAST) (2015) scores were used. In addition, two
questionnaires were administered to the participants. They were Gardner’s Multiple
Intelligences questionnaire (1983) and the SLTAS by Ely (1995). The results revealed
that there was a relationship among the learners’ competence in English, their
tolerance of ambiguity and multiple intelligences. Ambiguity tolerance was discovered
to predict English levels negatively It was found that the students’ ambiguity tolerance
was negatively predicted by logical/mathematical intelligence, verbal/linguistic
intelligence and visual/spatial intelligence. The findings also demonstrated that the
participants’ ambiguity tolerance and English proficiency differed in terms of gender.

The male participants were found to be more successful and tolerant of ambiguity. In
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another study conducted in Turkiye, Asmali (2019) aimed to explore the students’
SLTA, FLCA and self-perceived communication competence (SPCC) as well as the
potential influence of ambiguity tolerance and communicative competence upon
classroom anxiety. The data were collected from 156 state university students in
Tirkiye through questionnaires and semi-structured interviews. As the main
instruments, the back-translated versions of the FLCAS by Horwitz et al. (1986), the
SLTAS by Ely (1995) and the Self-perceived Communication Competence Scale
(SPCCS) by McCroskey & McCroskey (1986) were employed in the study. Apart from
the questionnaires, four semi-structured interviews were also conducted. The findings
showed that the participants had a low level of SLTA and self-perceived
communication competence, but they were moderately anxious towards the foreign
language classroom. It was also found that there was a negative relationship between
SPCC and FLCA and between SLTA and FLCA. In addition, the findings
demonstrated SPCC and SLTA were the two significant predictors of FLCA.

Reviewing the literature, it can be concluded that there is a considerable
number of studies investigating the association between ambiguity tolerance, and
affective factors and individual differences. For example, Dewaele and Wei (2013)
aimed to explore whether there was a correlation between ambiguity tolerance and
multilingualism. The data were collected from 2158 participants with different L1s
from different nationalities across countries, and the participants were from different
academic degrees. The majority of them were multilingual whereas there were 41
monolinguals and 399 bilinguals. In order to gather data on ambiguity tolerance, a
modified version of the Tolerance for Ambiguity Scale (TAS) by Herman et al. (2010)
was employed. The data related to the participants’ perceived competence were
gathered through a five-point Likert scale in the range of the minimum and maximum
levels of fluency. The participants who can speak more than two languages were found
to have a significantly higher level of ambiguity tolerance than the monolingual and
bilingual ones. The findings also demonstrated a positive relationship between the
tolerance of ambiguity and the duration spent abroad, but not any correlations between
ambiguity tolerance and being raised by a polyglot family. Later, Dewaele and Wei
(2014) investigated whether there was a correlation among the linguistic practice

background, sociobiographical variables, the amount of self-reported code-switching
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use, and personality traits and attitudes towards code-switching. The data were
collected from 2070 polyglots with a variety of different degrees (BAs, Master’s and
Ph. D.) and from different nationalities with different L1 backgrounds. The online data
collection instrument consisted of a sociobiographical section, an adaptation of the
Eysenck Personality Questionnaire (EPQr) by Eysenck et al. (1985), a modified
version of the Tolerance for Ambiguity Scale (TAS) by Herman et al. (2010), five
items from the scale by Lawrence et al. (2004) to measure cognitive empathy and
several questions to find out the frequency of code-switching use. The results revealed
that there was a significant positive relationship between the participants’ ambiguity
tolerance and attitudes towards code-switching, and the participants with a higher level
of ambiguity tolerance showed a higher level of positive attitudes towards code-
switching. However, the students who were less tolerant of ambiguity did not
appreciate code-switching much since it made them feel ambiguous during the
interaction. A significant positive correlation was also found between cognitive
empathy and attitudes towards code-switching. The findings also showed that the
participants with a higher level of Neuroticism demonstrated negative attitudes
towards code-switching. In addition, it was found that being a multilingual positively
influenced the other variables. In another study, Vahedi and Fatemi (2016) aimed to
explore the potential relation between emotional intelligence, WTC and SLTA. The
data were collected from 64 intermediate or advanced levels of university students
studying English as a foreign language. The instruments of the study consisted of the
Bar-On Emotional Quotient Inventory by Bar-On (1997), the Second Language
Tolerance of Ambiguity Questionnaire by Ely (1995) and the Willingness to
Communicate Questionnaire by Macintyre et al. (2001). The findings indicated no
significant correlation between the participants’ emotional intelligence and ambiguity
tolerance, but a significant positive relationship between their emotional intelligence
and WTC. In addition, the results demonstrated that there was a high positive
correlation between the participants’ tolerance of ambiguity and WTC which means
the students who were more tolerant of ambiguity displayed more WTC in the target
language. Besides these, Ahmadi Safa and Jamshidi (2017) aimed to explore the
possible relationship between WTC and tolerance of ambiguity of introverted and

extroverted EFL students respectively. The data were gathered from 79 introverted and
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71 extroverted students studying English as a foreign language at several private
institutes in Iran. The instruments consisted of the Introversion/Extroversion Scale by
McCroskey (1998), the Willingness to Communicate Questionnaire by Maclintyre et
al. (2001) and the SLTAS by Ely (1995). The results suggested that introverted
participants’ ambiguity tolerance was significantly correlated with their WTC in a
positive direction, and there was also a significant positive correlation between
extroverted participants' AT and their WTC. Besides, the participants’ AT and WTC
levels differed in terms of their being introverted and extroverted. To clarify, the
introverted students demonstrated more ambiguity tolerance while the extroverted
learners showed more WTC. Moreover, Allahdadi and Ghanizadeh (2017)
investigated the relationship among ambiguity tolerance, the ability to adapt, language
proficiency, cultural intelligence and approach to learning. The data were collected
from 180 undergraduate and master’s students studying the majors of English
Language Teaching and Translation at Imam Reza International University in Iran.
The instrument to collect the data included eight items from the Persian Emotional
Intelligence Inventory by Dehshiri (2003), twelve items from the SLTAS which was
developed by Ely (1995) and adapted by Ghanizadeh and Allahdadi (2015), twenty
items from the Cultural Intelligence Questionnaire modified by Khodadady and
Ghahari (2011), twenty items from the Persian adaptation of the Revised Study Process
Questionnaire by Ghanizadeh and Allahdadi (2015) and an item to find out their GPA.
The findings indicated that all the constructs excluding adaptability predicted language
competence, and deep approach was the primary predictor. Besides, tolerance of
ambiguity significantly influenced deep approach in a positive direction. Moreover,
adaptability and ambiguity tolerance were the two predictors of cultural intelligence.
In another study conducted the same year, Atai and Zare Alanagh (2017) investigated
how task situations -which differed in terms of goal orientation and distribution of
information- predicted the L2 learners’ communication competence and if the
influence of these task situations were mediated by ambiguity tolerance and self-
efficacy. The data were collected from 62 EFL learners from private language
institutes in Tehran. The instruments employed in order to gather data consisted of
dyadic decision-making tasks taken from Lambert and Engler’s (2007) study, the
SLTAS by Ely (1995) and the Questionnaire of English Self-efficacy (QESE) by Wang
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et al. (2014). The students’ communication performances were examined from
accuracy, complexity and fluency (CAF) aspects. The results revealed that goal
orientation and information distribution were significant predictors of oral
competence, which was compatible with the cognition hypothesis by Robinson (2015).
It was also significantly found that there was a positive correlation between SLTA and
CAF, and between self-efficacy and CAF. The students with a higher level of
ambiguity tolerance showed a higher level of performance in terms of complexity,
accuracy and fluency. Besides, in their comprehensive study, Amirian et al. (2020)
investigated whether there existed a correlation among WTC and other variables which
were communication anxiety, self-perceived communicative competence, self-
regulation, need for closure, ambiguity tolerance and aggression. The data were
gathered from 300 students studying English as a foreign language at English language
institutes in Iran. The instruments employed involved the Willingness to Communicate
developed by Macintyre et al. (2001) and adapted by Zarrinabadi and Abdi (2011), the
Aggression Questionnaire by Orpinas and Frankowsk (2001), an adapted version of
the Personal Report of Communication Apprehension Questionnaire by McCroskey
(1977), the Self-perceived Communication (Communicative) Competence
Questionnaire by McCroskey and McCroskey (1988), the Need for Closure scale by
Roets and Van Hiel (2011), the Self-Regulation Questionnaire (Brown, 2000; Miller
& Brown, 1991) and the Tolerance of Ambiguity Questionnaire by Budner (1962).
Based on the inferential statistics, the findings indicated no significant correlations
between the need for closure and WTC, aggression and WTC and self-regulation and
WTC. However, ambiguity tolerance and WTC were found to be significantly
correlated in the positive direction. That is to say, the participants who were more
tolerant of ambiguity displayed more WTC. Besides, the results demonstrated a
significantly positive relationship between self-perceived communication competence
and WTC, but a significantly negative correlation between communicative
apprehension and WTC. Based on the Structural Equation Modeling results, it can be
stated that SPCC was a significant predictor of WTC. In addition, there was a negative
causal relationship between communicative anxiety and WTC, in which
communication anxiety predicted WTC. Ambiguity tolerance was also found to have

positively influenced WTC.
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As to the Turkish SLA context, Oz (2015) aimed to explore whether there was
a relationship between the students’ attitudes towards computer-assisted language
learning (CALL) and their attitudes towards foreign language learning. The data were
collected from 128 EFL learners studying at a state university in Turkiye. In order to
collect data, the researchers made use of the adapted versions of the Attitudes towards
Foreign Language Learning (A-FLL) and Attitudes towards Computer-Assisted
Language Learning (A-CALL) scales by Vandewaetere and Desmet (2009). The A-
FLL was composed of the cognitive, affective/evaluative and behavioral components.
The findings indicated a positive relationship between attitudes towards CALL and
foreign language learning. In addition, the major predictors of the students’ attitudes
towards CALL were found to be the teacher influence, ambiguity tolerance and
extrinsic motivation which were the subcomponents of affective/evaluative and
behavioral elements of the attitudes towards foreign language learning construct. A
negative relationship was found between the effectiveness of CALL and the
participants’ tolerance of ambiguity. Moreover, Geng (2016) investigated the potential
relationship between the tolerance of ambiguity and foreign language reading anxiety.
The data were collected from 295 tertiary level EFL learners studying in the prep class.
The data collection instruments employed consisted of a background information
section, the SLTAS by Ely (1995) and the Foreign Language Reading Anxiety Scale
(FLRAS) by Sahin (2011). The results demonstrated that the participants showed a
low level of ambiguity tolerance. Besides, of subcomponents causing reading anxiety,
personal elements and the nature of the text involved in the scale employed increased
the students’ reading anxiety more. It was also found that reading anxiety was
significantly and strongly predicted by gender, reading competence and tolerance of
ambiguity. In addition, Durmaz (2020) investigated the correlation between listening
anxiety, tolerance of ambiguity and listening metacognitive awareness. The data were
collected from 374 EFL learners registered to the preparatory classes at state and
foundation universities during the 2019-2020 academic year. The data collection tools
consisted of the adapted version of the Metacognitive Awareness Listening
Questionnaire by Vandergrift et al. (2006); the Foreign Language Listening Anxiety
Scale developed by Kim (2000) and modified by Kilig (2007); and the SLTAS
developed by Ely (1995) and adapted by Erten and Topkaya (2009). In order to gather
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qualitative data, semi-structured interviews were conducted with 16 of the total
participants. The results revealed that the students who were more tolerant of
ambiguity demonstrated a lower level of listening metacognitive awareness and
foreign language listening anxiety. In addition, the findings indicated that the students’
ambiguity tolerance moderated the correlation between listening anxiety and
metacognitive awareness towards listening. That is, when there was a decrease in
ambiguity tolerance, the effect of linguistic metacognitive awareness and listening
anxiety increased significantly whereas there was no change when the ambiguity

tolerance increased (to higher than 36,10).

When the literature is reviewed, studies investigating the connection between
SLTA and language learning strategies stand out. For example, Chu et al. (2015)
examined whether there was a correlation among tolerance of ambiguity, L2
competence in Chinese and L2 learning strategies. The data were collected from 60 L2
learners studying Chinese as a second language in Taiwan. The participants were
intermediate and high-intermediate level learners from various countries and were not
trained on language learning strategies. In order to gather the quantitative data, the
translated versions of the SLTAS by Ely (1995) and the Strategy Inventory for
Language Learning (SILL) Survey by Oxford (1990) were used. Besides, the
researchers carried out semi-structured interviews with randomly selected two
participants from various groups ranging from low level to high according to their
tolerance of ambiguity scores so as to figure out how they used the language learning
strategies. L2 proficiency of the students were measured through the learners’ exams,
their homework and in-class activities, all of which were evaluated by four professors
teaching Chinese language skills. The results revealed no significant correlation
between the students’ tolerance of ambiguity and their overall learning strategies. It
was also found that a high level of tolerance of ambiguity predicted Chinese
proficiency and L2 learning strategy use of the students. In another study upon strategy
training on reading which was conducted in the Turkish context, Erten and Topkaya
(2009) aimed to explore EFL Turkish learners’ tolerance of ambiguity. The data were
collected from 188 EFL students studying preparatory education at a state university
during the 2007-2008 academic year. The study was carried out via the adapted version
of the SLTAS by Ely (1995). The results revealed that the participants showed a
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moderate level of ambiguity. In addition, the findings demonstrated that the male
learners were more ambiguity-tolerant when compared to the female ones. The
findings also indicated that the ambiguity tolerance slightly differed in terms of the
students’ language levels despite only being significant between elementary and
intermediate level learners. A significant relationship was also found among the
students’ strategy training on reading, perceived competence and tolerance of
ambiguity. To be more precise, more anxious participants perceived themselves as
more successful at reading skills. Besides, the students who took a higher amount of
instruction on how to handle problems of the reading skill demonstrated more
tolerance of ambiguity. Also, Aksoy (2019) aimed to explore whether there was a
correlation among tolerance of ambiguity, language learning strategy preferences,
foreign language classroom anxiety and gender. The data were collected from 202
students registered to programs related to aviation at a private vocational university in
Nevsehir, Turkiye. The data collection instruments consisted of translated versions of
the SLTAS by Ely (1995), The Strategy Inventory for Language Learning (SILL) by
Oxford (1990), the FLCAS by Horwitz et al. (1986) and a demographic questionnaire.
The findings indicated a moderate level of ambiguity tolerance. Male participants were
found to have demonstrated more ambiguity tolerance. In addition, the results revealed
not any association between the students’ SLTA and choices of strategies for language
learning, but there was a correlation between ambiguity tolerance and the three
subfactors of anxiety despite being very low. In other words, the participants whose
second language anxiety level was higher were found to be more intolerant of
ambiguity, especially in terms of the communication anxiety dimension. Later the
same year, Suna-Celikbas (2019) investigated whether there was a correlation between
ambiguity tolerance and strategies for language learning. The related study was done
with 105 students studying English in a prep school at a foundation university in
Istanbul. The data were collected through the SLTAS developed by Ely (1995) and
adapted by Erten and Topkaya (2009) and the Strategy Inventory for Language
Learners developed by Oxford (1990) and translated by the researchers. The findings
demonstrated that the participants’ ambiguity tolerance differed in terms of their
language level. The students ranging from pre-intermediate to upper-intermediate

showed an increasing amount of ambiguity tolerance. Besides, the students’ language



80

learning strategies and all the subcomponents of the language learning strategy scale
excluding compensation strategies were found to be significantly correlated with
ambiguity tolerance. That is, the participants who had a higher score from the language

learning strategy inventory showed more ambiguity tolerance.

In their broad review, Furnham and Marks (2013) presented a review of
literature regarding the tolerance of ambiguity and related concepts. The paper began
with the early studies on the concept and pointed out that these mostly psychometric
studies concentrated on developing a valid measure to find out the predisposition level
of ambiguity tolerance (Furnham and Marks, 2013). Subsequently, the researchers
examined the related literature in terms of similar concepts and definitions such as
‘uncertainty avoidance’ and ‘risk-taking propensity’. Finally, several studies
measuring the correlation between ambiguity tolerance and other constructs like
personality variables were presented in the paper. The paper included some
experimental studies, as well, despite being very few in number. These correlational
and experimental studies were conducted through various questionnaires or scales
developed by different researchers, and those scales were also mentioned and tabulated
in the paper (e.g., Budner, 1962; MacDonald, 1970; Norton, 1975). Eventually, the
researchers concluded that a great number of measures of ambiguity tolerance, many
of which did not demonstrate much correlation with one another, were employed in
the studies. They also stressed that many studies involved a small number of people to
be able to draw reliable conclusions, and the correlational studies consisted of

manifold constructs which makes it harder to draw thematic inferences.
2.5.4 Correlational studies regarding the three constructs

Throughout the related literature, no study was found that aimed to investigate
the relationships between WTC, FLA, and SLTA in the same sample, though all three
variables are viewed to be influential in the foreign language learning process.
However, when the literature was reviewed, it can be seen that there are studies
specifically focusing on the relationship between students' anxiety and tolerance of
ambiguity (Aksoy, 2019; Dewaele & Shan Ip, 2013; Geng, 2016; Sadeghi &
Soleimani, 2016). Dewaele and Shan Ip (2013) investigated the relationship utilizing
Horwitz et al.'s (1986) SLTAS and Ely's (1995) FLCAS among 73 secondary school
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students in Hong Kong. A statistical analysis of the data collected revealed that
students with higher tolerance of ambiguity were less anxious in classrooms where
English was taught as a foreign language. Sadeghi and Soleimani (2016), in their study
with 132 students aged between 16 and 18 at the advanced and pre-intermediate levels
in Iran, concluded that the students with the highest ambiguity tolerance had the lowest
level of anxiety. When the studies carried out in TUrkiye are examined, it is seen that
Geng (2016) carried out a quantitative study using the Turkish adaptations of the
Foreign Language Reading Anxiety Scale and the SLTAS with 180 female and 115
male EFL students in the 2015-2016 academic year. Based on the results, a significant
negative relationship was found between students' tolerance for ambiguity and their
anxiety levels in reading in a foreign language. In addition, in Aksoy's (2019) master's
thesis study, data were collected from 202 second-year students enrolled in aviation
programs at Cappadocia University, who are learning English as a foreign language.
In the study, the piloted Turkish translations of the FLCAS and the SLTAS were
utilized. As a result of the analyzes made, a very low but significant relationship
emerged between the two structures. Besides this, in a study investigating FLA
(Thompson & Lee, 2013), as a result of the factor analysis applied to the data collected
from 123 university students learning English as a foreign language, it was determined
that fear of ambiguity was a sub-factor. Another significant study conducted by Erturk-
Tikiz et al. (2023), aimed to measure EFL learners’ second language ambiguity
tolerance and foreign language anxiety. Also, the purpose of the study was to
investigate if there was a correlation between these two constructs and if they varied
in terms of gender, language proficiency and medium of instruction. The data of this
descriptive study were gathered from 139 students studying at a state university in
2017-2018 academic year. The study employed the FLCAS by Horwitz et al. (1986)
and the SLTAS by Ely (1995) during the data collection process. The results of the
study pointed out a moderately high level of ambiguity tolerance, and a moderately
low level of FLA. Based on the statistical analysis, the students’ second language
ambiguity tolerance was found to be negatively associated with their foreign language
classroom anxiety. However, the variables did not significantly differ in terms of

gender, proficiency or medium of instruction.
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When a literature review is conducted on the relationship between students’
FLA and their WTC, studies indicating a negative relationship between the two
constructs can be seen (Chu, 2008; Rastegar & Karami, 2015; Tabataba'ian, 2012).
Chu (2008), in his study with 364 participants studying at a private university in Taipei,
concluded that there was a negative correlation between anxiety levels and their WTC
in both Chinese and English languages. In addition, in this study, it was determined
that the relationship between English language anxiety and WTC in English was
stronger than the relationship between Chinese language anxiety and WTC in Chinese.
‘Tabataba'ian (2012) in his study examining the relationship between emotional
intelligence, FLA and WTC with a sample of 88 upper-intermediate and advanced
English learners; Rastegar and Karami (2015) in their study examining the relationship
between FLA, WTC and scholastic success with the participation of 74 Iranian
students studying English as a foreign language and studying at the Departments of
English Literature and English Translation, and Amirian et al. (2020) who aimed to
investigate the relationship between the WTC and communication anxiety of 300
Iranian students learning English as a foreign language, as well as personality traits
and some important cognitive studies in foreign language learning also found a
significant relationship between FLA and WTC. However, there are also studies which
did not find a significant relationship between FLAand WTC, as in the study of Alemi
et al. (2011) conducted with 90 university students in Iran and in the study by Bashosh
et al. (2013) carried out with 60 English Translation Department students.

When the literature was revisited in terms of studies examining the relationship
between students' tolerance of ambiguity in a foreign language and their WTC, very
few studies were encountered (e.g., Ahmedi Safa & Jamshidi, 2017; Amirian et al.,
2020; Vahedi & Fatemi, 2016) and they indicate a positive relationship between these
two constructs. As a result, although there are studies in the literature investigating the
relationships between these three factors (FLA, SLTA and WTC) that are important in
the foreign language learning process, these studies are not sufficient to reach a clear
conclusion. For this reason, this study aims to contribute to the literature by
investigating the aforementioned structures, since there has been limited research in

this area, especially in the Turkish context.
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3. METHOD

The purpose of this section is to give detailed information with respect to the
research methodology followed so as to investigate English preparatory students’
ambiguity tolerance, willingness to communicate in English and foreign language
anxiety. First, this section presents information and justifications for the research
design adopted. Second, based on the data gathered via the background questionnaire,
it introduces the learners who participated in this study. Next, it gives information on
the data collection tools employed and the data collection procedures undergone
throughout this study. Last but not least, this part explains the data analysis processes

for the data collected employing quantitative methods.

3.1 Research Design
The current study was designed as a descriptive research model. Descriptive

13

research provides “...descriptions of phenomena that occur naturally, without the
intervention of an experiment or an artificially contrived treatment” (Seliger &
Shohamy,1989, p. 116), so it is “useful for providing a picture of factors connected
with second language development” (Seliger & Shohamy, 1989, p. 129). Likewise, the
research questions addressed in this study aim to describe what the English preparatory
students’ foreign language anxiety and ambiguity tolerance levels are, and to what
extent these students are willing to communicate in English. Besides, the purpose of
this study is to determine whether such variables as students’ gender, entry level,
faculty, previous experience visiting abroad, additional foreign/second languages, high
school and university types cause any significant difference in their FLA, SLTA or
WTC levels. In other words, it is aimed to describe the existing conditions of the
mentioned phenomena without any manipulation in the process. In addition, this
descriptive study was planned in the correlational survey model. A correlational survey
study aims to find out whether more than one variable change together or not and to
determine the level of change although the results cannot be evaluated in terms of
cause and effect, but may provide some clues (Karasar, 2005). In the same vein, this
study investigates the potential relations among the students' FLA, SLTA and WTC

without intervening in the variables.
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In this section, it is aimed to provide detailed information about the participants

of the study. The data were collected from 270 EFL learners studying in English

preparatory schools at a private and a state university in Istanbul, Turkiye. English

preparatory school is a one-year English teaching course for students who are

registered to programs with an English medium of instruction. It aims to enable

students to gain the necessary English proficiency before starting their major.

Considering the small number of students in preparatory schools, the questionnaires

were shared with all learners at both schools in the 2020-2021 academic year and 270

of them responded properly. Further information about the participants gathered

through the background questionnaire is given below in Table 1.

Table 1. Background Information about the Participant Students

Variables Groups N %
Gender Female 122 45.2
Male 148 54.8
Beginner 153 56.7
Entry Level Pre-intermediate 78 28.9
Intermediate 39 14.4
Faculty of Engineering 77 28.5
Faculty Faculty of Economics and Administrative Sciences 120 44.4
Maritime Vocational School 43 15.9
Faculty of Social Studies 30 11.1
Experience Yes 41 15.2
Abroad No 229 84.8
Additional Yes 58 21.5
Languages No 212 78.5
High State 205 75.9
School Private 65 24.1
- State 160 59.3
University Private 110 40.7
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As shown in Table 1, 122 (45.2%) of the participants are comprised of female
students whereas 148 (54.8%) of them are male. Also, the table shows that 153 (56.7%)
students with a beginner entry level, 78 (28.9 %) students with a pre-intermediate entry
level and 39 students with an intermediate entry level participated in the study. The
entry level refers to the groups which are determined based on the placement exam
administered by the institutions before the academic year begins so as to specify the
students’ levels of proficiency when they started the English preparatory school.
Accordingly, 153 students started with beginner or elementary level materials to be
covered. 78 (14.4%) students began with pre-intermediate level materials and 39
students started with intermediate level materials. In addition, 120 (44.4%) students
were registered to the Faculty of Economics and Administrative Sciences and 77
(28.5%) students were registered to the Faculty of Engineering. 43 (15.9%) students
were enrolled in Maritime Vocational School and 30 (11.1%) students were studying
in the Faculty of Social Sciences. Besides this, 41 (15.2%) students stated they had
been to a foreign country at least once in their lives while 229 (84.8%) students
reported they had never been to another country. Moreover, 58 (21.5%) students stated
they can speak an additional language other than English and their mother tongue
whereas 212 (78.5%) students reported they cannot speak any additional languages.
Furthermore, 205 (75.9%) students graduated from a state high school, and 65 (24.1%)
students were graduates of a private high school. Finally, 160 (59.3%) students were
enrolled in a state university, and 110 (40.7%) students were registered to a private

university at the time of the data collection process.

3.3 Data Collection Tools

Designed as a descriptive study with a correlational survey model, this study
utilizes quantitative data collection procedures. As Allen-Meares and Lane (1990, p.
453) suggest, “quantitative data collection techniques are designed to yield objective,
observable, reliable, numerical facts about particular, operationally defined
components of social reality.” Also, using questionnaires is advantageous because they
give the opportunity to reach a lot of participants at the same time, it is easier to collect
data regarding sensitive information due to their anonymity, they provide more
uniform and standard data, and the researcher can reach more accurate data since they

can be given exactly at the same time (Seliger & Shohamy, 1989). In the same vein,



86

this study employs quantitative data collection tools to gather data in order to get
background information and determine the students’ second language ambiguity
tolerance levels, classroom anxiety in the foreign language and desire to communicate.
First, a background questionnaire was given to the participants to get background
information. Second, the Second Language Tolerance of Ambiguity Level Scale
(SLTAS) was utilized to determine the students” SLTA level. Third, the Foreign
Language Classroom Anxiety Scale (FLCAS) was administered with the aim of
finding the students’ FLA. Finally, the data regarding the students’ WTC in English
were collected via the Willingness to Communicate Scale (WTC). In order to use these
scales, the consent of the researchers were taken (See Appendix A and B). Further

information about the data collection tools is presented below.
3.3.1 Background Questionnaire

A questionnaire form with 7 items was administered to get background
information about the participants (See Appendix C). The questionnaire was prepared
by the researcher in order to collect data regarding the students’ gender, entry level,
faculty they are registered to, whether they have been to a foreign country, whether
they can speak any additional languages, whether they graduated from a state or private

high school or whether they are enrolled in a state or private university.
3.3.2 Second Language Tolerance of Ambiguity Scale (SLTAS)

This scale which aims to determine the level of the participants’ ambiguity
tolerance in L2, was generated by Ely (1995). The original scale is a Likert-type scale
comprised of 4 points which has a one-dimensional structure with 12 items in English.
However, an additional anchor (undecided) was added to the scale for this study. The
participants are expected to indicate their agreement levels with each item by choosing
one of the following options: “strongly agree (1)”, “agree (2)”, “undecided (3)”,
“disagree (4)” and “strongly disagree (5)”. If students get low scores from the scale, it
shows that their second language ambiguity tolerance is low. Since the study would be
carried out in Turkiye and the students do not know enough English to read and
understand the scale items in their original language although they were studying in
an English preparatory school, the scale was adapted to get a Turkish version via the

back-translation method. The original scale items were translated from English to
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Turkish by the researcher and the thesis advisor, and the translations were compared,
and a consensus was reached on the expressions that best matched the original items.
The final draft translation form was checked by two people who have expertise in
English and Turkish education for the appropriateness of the translations, the clarity
and correctness of the expressions. Necessary adjustments were made in line with the
feedback from these experts. Afterwards, the final Turkish form was translated back
into English separately by two English teachers. The appropriateness of the Turkish
translation was evaluated by comparing the translated English items with the original
English items. By contacting the teachers who translated, a consensus was reached at
necessary points in order to determine the Turkish expressions that best matched the
English items. In addition, all translations have been checked and approved by a
professional translator, as well. Finally, the Turkish form was piloted with 59 students
studying English Language Teaching in the 2019-2020 academic year spring term. The
Cronbach Alpha value was found to be .81.

3.3.3 Foreign Language Classroom Anxiety Scale (FLCAS)

This scale was created by Horwitz et al. (1986), and it was adapted to Turkish
by Aksoy (2019). For this purpose, Aksoy (2019) translated the original scale items
from English to Turkish, and the resulting draft translation form was checked by a
person with English education. In addition, a piloting was conducted for the prepared
Turkish scale form with 55 students and the internal consistency Cronbach Alpha value
of the scale was calculated as .84. This 5-point Likert-type scale, consisting of 33
items, aims to identify three types of performance anxiety which are communication
anxiety (11 items), test anxiety (15 items), and fear of negative evaluation (7 items).
The Cronbach Alpha value was calculated as .82 for CA, .88 for TA and .85 for FNE
in this study. The participants are expected to indicate their level of agreement with
each item by choosing one of the following options: "strongly agree (5)", "agree (4)",
"undecided (3)", "disagree (2)" and "strongly disagree (1)". Higher scores on the scale
indicate higher levels of FLA.

3.3.4 Willingness to Communicate Scale (WTC)
This scale was adapted by Cao and Philp (2006) to be able to address foreign

language (L2) classes. The adapted version was formed by taking 7 items from
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Hashimoto (2002) and 12 items from McCroskey (1992) in addition to 6 more items
written by Cao and Philp (2006). The scale was adapted to Turkish by Uyanik (2018)
using the back-translation method, and the Cronbach Alpha value was calculated as
.98 after the piloting. The scale includes 25 situations in which participants may be
willing or unwilling to communicate in English. The participants are required to
choose an appropriate number from 0 to 100 expressing how often they would prefer
(will be willing) to communicate for each situation and write them in the relevant
spaces with numbers. Therefore, high scores on the scale indicate higher levels of

willingness to communicate.

3.4 Data Collection Procedure
Prior to data collection, the ethics committee approval was taken from the
Istanbul Medeniyet University Faculty of Educational Sciences Ethical Committee
(See Appendix G). Subsequently, together with the Ethics committee approval report
and a petition, the researcher applied for permission by the institutions, and upon their

approval, the quantitative data were collected.

In order to collect the data, the background questionnaire, the SLTAS, the
FLCAS and the WTC scale were converted into a Google forms document since it was
not possible to collect the data face-to-face under the Covid-19 pandemic conditions.
With the aim of taking the consent of the participants, a checkbox was added to the
Google forms document. In addition, an explanatory part was included so as to give
brief information related to the aim and scope of the study, the contact information of
the researcher and the approximate duration to complete the questionnaires. The
participants were particularly informed that the data gathered would only be used for
this study and their identity was going to be protected for confidentiality concerns. The
Google form links were shared with the students on the LMS platforms used at the

preparatory schools in November and December 2020.

3.5 Data Analysis
All the data gathered through the background questionnaire and the scales were
analyzed through the Statistical Package for the Social Science (SPSS 21) program.
First, the frequencies of the independent variables in the background questionnaire

were calculated via descriptive statistics. Second, so as to confirm the reliability of the



data collection tools, Cronbach’s Alpha Coefficient was identified for each. The
Cronbach’s Alpha Coefficient value was calculated as .83 for the SLTAS, .94 for the
FLCAS and .97 for the WTC. These values show that all three scales are reliable

enough to use in this study.

Next, the normality of distribution and homogeneity were tested to determine
whether to use parametric or non-parametric statistical analysis techniques. With this
purpose in mind, first, Kolmogorov-Smirnov Test was conducted to find the normality
of distribution because it is necessary for the data to distribute normally for parametric
testing (Martin & Bridgmon, 2012, p. 35, 144). The results of the normality test are
tabulated below.

Table 2. The results of Kolmogorov-Smirnov Test for SLTA, FLCA and WTC

Values SLTA FLCA WTC
N 270 270 270
X 2.50 2.83 52.14
Normal Parameters
Sd .654 722 24.884
Kolmogorov-Smirnov Z 1.014 595 .598
p .25* .87* .86*

*p>.05

As can be understood from Table 2, the data show a normal distribution for the
SLTAS (p=.25), the FLCAS (p=.87), and the WTC (p=.86) since the results are
considered significant at the level of p>.05 (Fisher, 1925). Besides, it is seen that there
is no problem in terms of normality of the data distribution when the analysis is
conducted for each sub-dimension of all three scales since the calculated p values
range between .30 and .60.

As for the homogeneity confirmation, the test of homogeneity of variance of
one-way ANOVA was utilized and the findings were considered significant at the level
of p>.05 (Fisher, 1925). In this regard, the requirement for a homogenous distribution
was not met in three cases. First, the test results showed that the data for test anxiety
did not distribute homogenously in terms of gender (p=.03). Besides, a homogenous

distribution was not observed for the data regarding the FNE in terms of the school
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type (p=.04). Finally, the data related to the students’ entry level did not distribute
homogenously for willingness to communicate (p=.01). Consequently, non-parametric
testing techniques were utilized for these factors and variables. On the other hand, it is
seen that all the other variables were suitable for parametric testing because the data
gathered for them was distributed homogenously with p-values ranging between .06
and .96.

In order to determine the students’ second language tolerance of ambiguity,
foreign language classroom anxiety and willingness to communicate levels, the
standard deviations, minimum and maximum values and means were calculated. In
addition, Pearson Correlation scores were evaluated so that the potential relationships
among SLTA, FLA and WTC in English could be investigated. Regression analysis
was also conducted to find whether the students’ SLTA predicted their WTC and/or
FLA, and whether their anxiety was a predictor of their WTC. Next, for the data with
homogeneous distribution, Independent Samples t-Test was exploited to find whether
the students’ L2 ambiguity tolerance, EFL anxiety and willingness to communicate
vary in terms of their being male or female, previous experience in a foreign country,
their additional L2s, high school or university types. Also, one-way ANOVA was
conducted in order to determine if these constructs differ in terms of the students’ entry
level or faculty they are registered to. On the other hand, for the data which did not
distribute homogenously, non-parametric testing techniques were utilized since it
might be better to use non-parametric statistical methods when preliminary conditions
such as normality and homogeneity are not met, as stated by Geng and Soysal (2018).
In this regard, Mann-Whitney U Test was carried out in order to determine whether
the students’ TA level differs in terms of their gender and to find the potential variance
in the learners’ FNE according to their high school type (private or state). Finally,
Kruskal-Wallis Test was exploited to investigate whether the students’ WTC in

English varies in accordance with their entry level.
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4. RESULTS

This chapter presents the findings of the statistical analysis conducted with the
quantitative data collected through the SLTA, FLCA and WTC scales together with
the background questionnaire. The results are given for each research question
addressed in the study. Moreover, the calculations are demonstrated in tables along

with brief descriptions.

4.1 Findings for the First Research Question

The first research question was stated as follows: What is the level of the
English preparatory students’ second language tolerance of ambiguity?. It seeks
information related to the SLTA in the target language. The mean score which was

calculated with the data from the SLTA scale is shown in Table 3.

Table 3. Means for the SLTAS

Scale X sd

Second Language Tolerance of Ambiguity Scale (SLTAS) 2.50 .65

As can be observed in Table 3, the mean score (x) for SLTAS is 2.50. This
score demonstrates that the participants have a moderate level of ambiguity tolerance
in the target language. That is to say, they can relatively tolerate the ambiguous aspects

and situations they face when they are learning English in a foreign language context.

4.2 Findings for the Second Research Question

The second research question addressed in the study was formulated as “What
is the English preparatory students’ foreign language classroom anxiety level?”. It
aimed to investigate to what extent the English preparatory class students felt anxious
in the foreign language classroom. Their communication apprehension, test anxiety
and fear of negative evaluation levels were also examined in order to get a deeper

understanding. Thus, the mean values for the participant students’ foreign language
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classroom anxiety, possible apprehension towards communication, exam

apprehension and fear of negative criticism are presented in Table 4.

Table 4. Means for the FLCAS

Scale X sd
Foreign Language Classroom Anxiety Scale (FLCAS) 2.83 12
Communication Apprehension (CA) 2.94 71
Test Anxiety (TA) 2.78 13
Fear of Negative Evaluation (FNE) 2.75 .90

As is shown in Table 4, the mean score (x) for FLCAS is 2.83. This score
demonstrates that the participants have a moderate level of foreign language classroom
anxiety in the target language. Besides, the mean scores for CA, TA and FNE which
are the subdimensions of the FLCAS were found as 2.94, 2.78 and 2.75 respectively.
These scores indicate that the participants show a medium level of CA, TA and FNE.
That means, the students of the English preparatory program tend to get anxious when
they are supposed to enter comunication in the target language. Besides, they feel
apprehensive in the English language examinations and when they are negatively
evaluated. In general terms, these findings show that they feel relatively anxious when

learning English as a foreign language in formal education.

4.3 Findings for the Third Research Question

The third question in the study was asking to what extent the English
preparatory students are willing to communicate in English. The purpose of this
research question was to find if the students feel eager to communicate in English or
not. The mean score which was calculated to have an understanding of their WTC

level, is shown in Table 5.

Table 5. Means for the WTC scale

Scale X sd

Willingness to Communicate (WTC) 52.14 24.88
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As can be inferred from Table 4, the mean score (X) for WTC is 52.14. This
score points out that the students demonstrated a moderate level of willingness to
communicate. That is to say, most of the students who participated in this study are
relatively willing to interact with others in the target language when they are to

communicate.

4.4 Findings for the Fourth Research Question

The fourth research question aims to reveal whether there is a statistically
significant relation between the students’ tolerance of ambiguity and their foreign
language classroom anxiety. In other words, it addresses the possible association
between the students’ ambiguity tolerance and foreign language classroom anxiety.
The results of the Pearson Correlation Test conducted to find any possible correlation

between these two constructs are presented in Table 6.

Table 6. Results for the Pearson Correlation test conducted with FLCAS and SLTAS

Second Language Tolerance

Scales of Ambiguity Scale (SLTAS)
N r p
Foreign Language Classroom Anxiety Scale (FLCAS) 270 -59  .00*
Communication Apprehension (CA) 270 -59  .00*
Test Anxiety (TA) 270 -56  .00*
Fear of Negative Evaluation (FNE) 270 -52  .00*

*p<.05

According to Table 6, there is a medium level negative correlation between the
students’ levels of foreign language classroom anxiety and second language ambiguity
tolerance (r=-.59) and this correlation is statistically significant (p=.00). Namely, as
the students’ second language tolerance of ambiguity increases, their anxiety level in
the target language decreases. The students who are more tolerant towards the
ambiguous aspects of their L2 tend to display less anxiety towards learning the target
language. Besides, the related analysis reveals there is also a medium level negative
association between the students’ tolerance of ambiguity and all the subdimensions of
FLCA which are communication apprehension (r=-.59, p=.00), test anxiety (r=-.56,

p=.00) and fear of negative evaluation (r=-.52, p=.00). In other words, the students
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who can tolerate ambiguity are less apprehensive to communicate in English. In
addition, they fear tests and negative evaluations less. Nevertheless, the students with
a low level of ambiguity tolerance are more anxious in terms of communication, tests

and being negatively evaluated.

4.5 Findings for the Fifth Research Question

The fifth research question of this study is asking whether there is a statistically
significant relation between the students’ ambiguity tolerance and willingness to
communicate in English. It seeks for an answer to whether ambiguity tolerant students
are also willing to communicate at the same time. The findings of the Pearson
Correlation Test conducted to reveal the relationship mentioned above are given in
Table 7.

Table 7. Results for the Pearson Correlation test conducted with WTC and SLTAS

Second Language Tolerance of

Scales Ambiguity Scale (SLTAS)
N r p
Willingness to Communicate (WTC) 270 34 .00*

*p<.05

According to Table 7, there is a low-level but statistically significant positive
relation between the students’ second language tolerance of ambiguity and willingness
to communicate in English (p=00, r=.34). In other words, the more willing the students
are to communicate in English, the more tolerant they will be towards ambiguity in the
target language. That is to say, the findings point out that the students’ willingness to
communicate increases as their second language tolerance of ambiguity goes up. On
the other hand, the students who are less tolerant towards ambiguous situations during
their additional language learning process also feel less eager to speak in the target

language.

4.6 Findings for the Sixth Research Question

The sixth research question specified in the study is asking whether there is a
statistically significant relation between the students’ foreign language anxiety and

willingness to communicate in English. Here it is aimed to find out whether the



95

students’ willingness to speak in the target language is somehow associated with their
apprehension towards English and its subconstructs. The possible correlations between
WTC and CA, between WTC and TA, and between WTC and FNE were investigated,
and the results of the Pearson Correlation Test conducted to find the potential

relationships are demonstrated in Table 8.

Table 8. Results for the Pearson Correlation test conducted with FLCAS and WTC

Willingness to Communicate

Scales (WTC)
N R p
Foreign Language Classroom Anxiety Scale (FLCAS) 270 -51  .00*
Communication Apprehension (CA) 270 -54  .00*
Test Anxiety (TA) 270 -50 .00*
Fear of Negative Evaluation (FNE) 270 -41  .00*

*p<.05

According to Table 8, there is a medium level negative relationship between
the students’ foreign language classroom anxiety and willingness to communicate (r=-
.51), which is statistically significant (p=00). That is to say, when the students’ foreign
language classroom anxiety increases, they tend to become less willing to
communicate in the target language, which is an undesirable circumstance in an EFL
context. Also, that means the students who are less anxious in the foreign language
classroom context feel more eager to communicate in English, which poses support
for L2 learning. In addition, the findings have shown a medium level and statistically
significant relationship between the students’ willingness to communicate and
communication apprehension (p=00, r=-.54) and between their willingness to
communicate and test anxiety (p=00, r=-.50); however, there has been found a
relatively lower but still statistically significant correlation between the participants’
WTC in English and their FNE (p=00, r=-.41). It is seen that all the correlations
discovered here are in the negative direction. That means, students who feel more
anxious when they need to communicate in English are less willing to speak in that
language. In other words, the English prep class students who display exam-oriented

apprehension and the ones who are afraid of being evaluated in a negative way are
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more reluctant to communicate in English. As a result, it is possible to summarize that

the students’ WTC and FLA are significantly interrelated in a negative way.

4.7 Findings for the Seventh Research Question

The seventh research question specified in the study aims to reveal whether the
students’ ambiguity tolerance predicts their foreign language anxiety or not. The
findings of the Regression Analysis conducted to answer this question are presented
in Table 9.

Table 9. The predictive degree of SLTA over FLCA, CA, TA, FNE

Variables R R? B SHs B T P
SLTA FLCA 59 35  -65 .05 -59 -1219 .00*
Constant 4483 .14 32.01
SLTA CA 59 35  -65 .05 -59 -12.23 .00*
Constant 4581 .13 33.17
SLTA TA .56 32 -63 .05 -56 -11.30 .00*
Constant 4374 14 30.04
SLTA FNE 52 27 -72 .07 -52 -10.01 .00*
Constant 4563 .18 24.40

*p<.05

According to Table 9, the students’ second language tolerance of ambiguity
significantly predicts their foreign language anxiety with a variance of R?=.35. In other
words, % 35 of their foreign language classroom anxiety depends on their ambiguity
tolerance, which is statistically significant (p=.00). In addition, the table displays the
regression analysis results regarding to what extent the students’ ambiguity tolerance
explains the subconstructs of FLA. In line with the findings, the students’ ambiguity
tolerance is a statistically significant predictor of communication apprehension
(r?=.35). That means, %35 of their communicative apprehension is explained by their
tolerance of ambiguity. Besides, the students’ test anxiety is significantly predicted by
their ambiguity tolerance with a variance of R?=.32. In other words, %32 of their test
anxiety relies on their tolerance of ambiguity, which is statistically significant (p=.00).

Finally, the students’ ambiguity tolerance explains %27 of their fear of negative
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evaluation (R?=.27), which means that their tolerance of ambiguity significantly

predicts their fear of negative evaluation (p=.00).

students’ willingness to communicate predicts their foreign language anxiety or not.

The findings of the Regression Analysis conducted to answer this question are given

4.8 Findings for the Eighth Research Question

The eighth research question specified in the study is asking whether the

in Table 10.

Table 10. The predictive degree of WTC over FLCA, CA, TA, FNE

Variables R R? B SHs B T P
WTC FLCA Sl 26 -01 .00 -51 -9.90 .00*
Constant 3.614 .08 41.24
WTC CA 54 29 -01 .00 -54 -1051 .00*
Constant 3.754 .08 44.14
WTC TA .50 25 -01 .00 -50 -947 .00*
Constant 3.550 .09 39.53
WTC FNE 41 A6 -01 .00 -41 -7.36 .00*
Constant 3530 .11 30.12

*p<.05

According to Table 10, the students’ willingness to communicate significantly

predicts their foreign language anxiety with a variance of R?=.26. In other words, %

26 of their foreign language classroom anxiety is predicted by their willingness to

communicate, which is statistically significant (p=.00). In addition, the table displays

the regression analysis results regarding to what extent the students’ willingness to

communicate explains the subconstructs of foreign language anxiety. According to the

findings, willingness to communicate is a statistically significant predictor of

communication apprehension (R?=.29, p=.00). That means, %29 of their

communicative apprehension depends on their tolerance of ambiguity. Besides, the

students’ test anxiety is significantly predicted by their willingness to communicate

with a variance of R?=.25. In other words, %25 of their test anxiety is significantly
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explained by their willingness to communicate (p=.00). Finally, the students’
willingness to communicate explains %16 of their fear of negative evaluation, which
means that their willingness to communicate significantly predicts their fear of

negative evaluation (p=.00).

4.9 Findings for the Ninth Research Question

The ninth research question specified in the study aims to reveal whether the
students’ ambiguity tolerance predicts their willingness to communicate or not. The
findings of the Regression Analysis conducted to answer this question are displayed
in Table 11.

Table 11. The predictive degree of SLTA over WTC

Variable R R? B SHg B T p
SLTA WTC 34 A1 12.94 2.18 34 593 .00*
Constant 19.669 5.65 3.47
*p<.05

According to Table 11, the students’ ambiguity tolerance significantly predicts
their willingness to communicate with a variance of R?>=.11. In other words, % 11 of
their willingness to communicate is predicted by their second language tolerance of

ambiguity, which is statistically significant (p=.00).

4.10 Findings for the Tenth Research Question

The tenth research question addressed in the study aims to discover whether the
students’ ambiguity tolerance varies in terms of their gender, entry level, faculty they
are registered to, previous experience in a foreign country, other foreign/second
languages, high school, or university types. The results for the independent samples t
test, which was conducted to reveal any variations regarding gender, experience
abroad, additional languages, high school, and university types are presented in Table
12 whereas the One-Way ANOVA analysis was implemented to reveal any variations

regarding entry level and faculty and the results are displayed in Tables 12-15 below.
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Table 12. Results of the independent samples t-test for SLTA regarding gender,
experience abroad, additional languages, high school, and university types

independent
Scale Groups N X sd samples t-test
t df p
Male 148 241 .636
Gender 260 268 .01*
Female 122 2.62 .661
. Yes 41 2.69 753
Experience Abroad 1.994 268 .04*
No 229 247 631
. Yes 58 2.57 .683
SLTA Additional Languages .890 268 .37
No 212 248 647
i State 205 250 .647
High School -226 268 .82

Private 65 2.52 .681

. . State 160 2.52 .613
University . 630 268 .52
Private 110 2.47 711

*p<.05

As can be inferred from the table, the students’ second language ambiguity
tolerance significantly differs in terms of their gender (p=.01) and experience in a
different country (p=.04). When the mean scores are considered, it is understood that
the female students (x =2.62) are relatively more tolerant towards ambiguity in the
target language than the males (x =2.41), which is a statistically significant difference.
Likewise, it is seen that the students who have visited a foreign country for any reason
(x =2.69) tend to display more tolerance of ambiguity in comparison to the students

who have not visited a foreign country before (x =2.47).

On the other hand, Table 12 shows that there is no significant difference in
terms of the other three variables. First, additional foreign/second languages the
students speak do not cause any significant difference in their second language
ambiguity tolerance (p=.37) even though the mean scores indicate a slightly higher
tolerance for ambiguity among the students who can speak another language (x =2.57)
compared to the ones who cannot (x =2.48). Second, the students’ ambiguity tolerance
does not differ in terms of having graduated from a state or a private high school
(p=.82) or being enrolled in a state or private university (p=.52). On the other hand,
the students who have graduated from a state high school were found to demonstrate

a relatively lower level of second language tolerance of ambiguity (x =2.50) while the
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ones who are the graduates of private high schools tend to be a little more tolerant (x
=2.52). In addition, the students who are registered to a private university display a
relatively lower level of tolerance of ambiguity (X =2.47) whereas the students

studying at a state university were found to be somewhat more tolerant (x =2.52).

Table 13. Results of one-way ANOVA for the SLTA regarding entry level

Variables Groups N X Sd. Std. Error Mean F P
Beginner 153 243 71 .057
Pre-intermediate 78 253 54 .062
Entry Level 3.517 .03*
Intermediate 39 273 .56 .090
Total 270 250 .65 .039
*p<.05

As can be understood from Table 13, the students’ second language tolerance
of ambiguity differs significantly in terms of their entry level (p=.03). That means the
students’ level specified by the placement exam held at the beginning of the academic
year causes a difference in how tolerant they are towards ambiguity in English. The
results for the post-hoc test which reveals the groups creating this difference are

presented in Table 14.

Table 14. Results of Tukey HSD for the SLTA regarding the entry level

Entry Level (1) Entry Level (J) x (I-J) Std. Error P
) Pre-intermediate -.101 .090 .50
Beginner ]
Intermediate -.304 116 .02*
) ) Beginner 101 .090 .50
Pre-intermediate
Intermediate -.202 127 24
) Beginner .304 116 .02*
Intermediate ) )
Pre-intermediate .202 127 24

*p<.05

Based on the Tukey HSD results, the significant difference in terms of
the students’ entry level stems from the differences between the students who started
from the beginner level and intermediate level (p=.02). To elaborate, the students who
were placed in the intermediate group (x =2.73) are significantly more tolerant towards

ambiguity in English than those who started in the beginner group (X =2.43). The
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students in the intermediate group (x =2.73) also have more tolerance for ambiguity
than the ones starting with the pre-intermediate group (x=2.53) although this
difference is not statistically meaningful. Therefore, it is possible to infer that the
students in higher proficiency groups tend to have more tolerance of ambiguity while

learning English.

Table 15. Results of one-way ANOVA for the SLTA and faculty

Variables Groups N X Sd. Std. Error Mean F P
Faculty of Engineering 77 244 55 .063
Faculty of Economics and
120 247 .66 .060
Administrative Sciences
Faculty 1.348 .25
Maritime Vocational School 43 255 .73 112
Faculty of Social Studies 30 2.71 .70 129
Total 270 250 .65 .039

*p<.05

As can be understood from Table 15, the students’ second language tolerance
of ambiguity does not differ significantly in terms of the faculty they are registered to
(p=.25). In other words, the faculties where the students would start their academic
program after the prep class does not cause any difference in how tolerant they are for
ambiguity in English. On the other hand, it can be inferred from the table that the
students who are registered to the Faculty of Social Studies (x =2.71) had a relatively
higher level of second language ambiguity tolerance compared to those who are
registered to the Maritime Vocational School (x =2.55), the Faculty of Economics and
Administrative Sciences (x =2.47) or the Faculty of Engineering (X =2.44) although
these differences are not statistically significant.

4.11 Findings for the Eleventh Research Question
The eleventh research question addressed in the study is asking whether the
students’ foreign language classroom anxiety varies in terms of their gender, entry
level, faculty they are registered to, previous experience in a foreign country, other
foreign/second languages, high school, or university types. The results for the
independent samples t test, which was conducted to reveal any variations regarding

gender, experience abroad, additional languages, high school, and university types are
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presented in Tables 16-20 whereas the One-Way ANOVA analysis was implemented
to reveal any variations regarding entry level and faculty and the results are displayed
in Tables 21-26 below.

Table 16. Results of the independent samples t-test for FLCA regarding gender,
experience abroad, additional languages, high school, and university types

independent
Scale Groups n X Sd samples t-test
T df P
Male 148  2.76 748
Gender 154 268 .12
Female 122 2.90 .685
i Yes 41 254 771
Experience Abroad -2.77 268 .00*
No 229 2.88 .702
. Yes 58  2.69 772
FLCA Additional Languages -1.61 268 .10
No 212 2.86 .705
. State 205 2.83 .699
High School 036 268 .97

Private 65 2.82 794

L State 160 2.84 .691
University . 337 268 .73
Private 110 281 767

*p<.05

As can be seen in Table 16, the students’ foreign language classroom anxiety
differs significantly in terms of their previous experience abroad (p=.00). To clarify,
the students who have been to a foreign country (x=2.54) are less anxious in learning
the target language than those who have never been abroad before (x=2.88). Likewise,
visiting a foreign country causes a significant difference in the students’
communication anxiety (p=.01), test apprehension (p=.00) and fear of negative
evaluation (p=.01) which are the three important constructs falling under foreign
language classroom anxiety. To elaborate, the students who have never been to another
country (x=2.99) show more communicative apprehension than those who have
experience abroad (x=2.68). In other words, the students who have visited a foreign
country are less anxious than those who have not when they communicate in English.
Moreover, the students who have been abroad (x=2.48) display less test anxiety than
those who have not (x=2.83). That is, those who have not got a chance to go abroad
are more anxious about exams. In addition, the findings demonstrate that the students

who have not been abroad (x=2.80) experience more fear of negative evaluation when
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compared to the ones having visited a foreign country before (x=2.44). To put in a
nutshell, visiting a foreign country significantly decreases the students’

communication anxiety, test apprehension and fear of negative evaluation in English.

On the other hand, Table 16 shows that there is no significant difference in
terms of the other four variables. First, the ability to speak other foreign/second
languages (p=.10) or being registered to a private or state university (p=.73) does not
cause any significant difference in the students’ foreign language classroom anxiety.
However, it can be concluded from the mean scores that the students who can speak
another language are less anxious in the target language (x=2.69) compared to the ones
who cannot (Xx=2.86). In addition, the students who are registered to a private
university display a slightly lower level of foreign language classroom apprehension
(x=2.81) than the students studying at a state university (x=2.84). Second, the students’
foreign language anxiety does not differ significantly in terms of their gender (p=.12);
however, it is seen that the female students (x=2.90) are slightly more anxious than the
male students (x=2.76) even though this difference is not significant. Third, the results
point out that the students’ foreign language anxiety does not differ in terms of having
graduated from a state or private high school (p=.97) with almost the same mean scores
for both groups (x=2.82, 2.83).

On the other hand, various results have been obtained when the subconstructs
of FLCA are considered in terms of the same variables. First, the findings regarding

gender and the subconstructs of FLCA are displayed in Tables 17 and 18.

Table 17. Results of the independent samples t-test for CA and FNE regarding gender

independent

Scale Groups n X Sd samples t-test
T df P

Male 148 2.87 722
CA Gender 1.934 268 .05
Female 122 3.03 .692

Male 148 2.64 .938
FNE Gender 2.091 268 .03*
Female 122 2.87 .853

*p<.05
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As shown in Table 17, the students’ fear of negative evaluation differs
significantly in terms of their gender (p=.03) while it does not cause any significant
difference in their communication apprehension (p=.05). To be more precise, the
female students (x=2.87) are afraid of negative evaluation significantly more than the
male ones (x=2.64). Also, it can be understood from the mean scores that the female
students (x=3.03) have more communication anxiety than the male participants
(x=2.87) even though the difference is not statistically significant. As mentioned
before, since the data related to gender do not distribute homogenously in terms of test
anxiety, the Mann Whitney-U Test was utilized in the analysis of this subconstruct,

and similar results were obtained, as shown in Table 18.

Table 18. Results of the Mann Whitney-U test for TA regarding gender

. . . Mean  Sum of
Scale Dimension Variable  Groups N Rank  Ranks U p

Male 148 131.72 19494.50
FLCA TA Gender Female 122 140.09 17090.50 8468.5 .38
Total 270

*p<.05

As can be seen in Table 18, the students’ test anxiety does not differ
significantly in terms of their gender (p=.38) even though the female participants
(x=140.09) seem to experience slightly more test anxiety than the male students

(x=131.72) considering the mean scores.

Second, insignificant differences are observed in the analysis of the
subconstructs of FLCA regarding the high school type. The related findings are
displayed in Tables 19 and 20 below.
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Table 19. Results of the independent samples t-test for CA and TA regarding high

school
independent
Scale Variable Group N X sd samples t-test
T daf  p

. State 205 2.94 .689
CA High School . -236 268 .81
Private 65 2.96 .788

. State 205 2.78 713
TA High School ] .096 268 .92
Private 65 2.77 791

*p<.05

As shown in Table 19, the students’ communication apprehension (p=.81) and
test anxiety (p=.92) do not differ significantly in terms of the high school they
graduated from. In addition, it is seen that the students who are graduates of state high
schools (x =2.78) are nearly as anxious of tests as the ones who graduated from private
high schools (x=2.77). Likewise, the students who graduated from private high schools
(x =2.96) seem to have communication anxiety just a little bit more than those who
graduated from state high schools (x =2.94). As mentioned before, since the data
related to high school which the students graduated from do not distribute
homogenously in terms of fear of negative evaluation, the Mann Whitney-U Test was
utilized in the analysis of this subconstruct and similar results were obtained as shown
in Table 20.

Table 20. Results of the Mann Whitney-U test for FNE regarding high school

Mean Sum of

Scale Variable Groups N Rank Ranks U p
State 205 136.27  27935.50
FNE High School  Private 65 133.07  8649.50 65045 .77
Total 270
*p<.05

According to Table 20, the students’ fear of negative evaluation does not differ
significantly in terms of their high school type (p=.77), either. Still, the graduates of
state high schools (x=136.27) seem to experience slightly more fear of negative
evaluation than the graduates of private high schools (x =133.07) even though it is not

a significant difference.
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Variables Groups N X Sd. Std.Error Mean F P
Beginner 153 2.89 .71 .057
Pre-intermediate 78 290 .69 .078
Entry Level 6.740 .00*
Intermediate 39 244 70 A12
Total 270 2.83 .72 .043
*p<.05

According to Table 21, the students’ foreign language classroom anxiety
differs significantly in terms of their entry level (p=.00). That is to say, the students’
level measured by the placement exam held at the beginning of the academic year
creates a difference in how anxious they are towards foreign language classroom. The
results for the post-hoc test which reveals the groups creating this difference are
presented in Table 22.

Table 22. Results of Tukey HSD for the FLCA and entry level

Entry Level (1) Entry Level (J) x (1-J) Std.Error P
Beginner Pre-intermediate -.014 .098 .98
Intermediate 444 126 .00*

. . Beginner .014 .098 .98
Pre-intermediate Intermediate 458 138 .00*
Intermediate Beginner -.444 126 .00*
Pre-intermediate -.458 138 .00*

*p<.05

As shown in Table 22, the significant difference in FLCA regarding the
students’ entry level stems from the differences between the students from the
intermediate group and the ones from the beginning and pre-intermediate levels. In
other words, the students who start with the intermediate level (x=2.44) demonstrated
significantly less foreign language classroom anxiety than those who started from the

beginner level (x=2.89) and the ones starting from the pre-intermediate level (x=2.90).

Likewise, significant differences have been observed for the subconstructs of
FLCA regarding the entry level of the participant students. The results of One-Way
ANOVA conducted for the CA, TA and FNE are given in Table 23 below.



107

Table 23. Results of one-way ANOVA for the CA, TA and FNE, and the entry level

Variables Groups N X Sd. Std. Error Mean F P
Beginner 153 3.00 .71 .057
Pre-intermediate 78 3.03 .65 .074
CA 8.096 .00*
Intermediate 39 253 .67 .108
Total 270 294 71 .043
Beginner 153 285 .72 .058
Pre-intermediate 78 2.82 .69 .078
Enml’ TA 6.325 .00*
Leve Intermediate 39 240 .73 117
Total 270 2.78 .73 .044
Beginner 153 2.78 .89 .072
Pre-intermediate 78 2.86 .90 .102
FNE 3.798 .02*
Intermediate 39 239 .87 139
Total 270 275 .90 .055
*p<.05

Table 23 indicates that similar to foreign language anxiety, the dimensions of
it also differ significantly in terms of the students’ entry level. That is, whether the
students start from beginner, pre-intermediate or intermediate level causes a significant
difference in their communication anxiety (p=.00), test anxiety (p=.00) and fear of
negative evaluation (p=.02). The results for the post-hoc test which reveals the groups

creating these differences are presented in Tables 24.
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Table 24. Results of Tukey HSD for the CA, TA, FNE and entry level

Subdimensions  Entry Level (I) Entry Level (J) X (I-J) Std.Error P
Beginner Pre—interme-rdiate -.027 .096 .95
Intermediate 473 124 .00*
. . Beginner 027 .096 .95
CA Pre-intermediate Intermediate 501 136 .00
Intermediate I_Beginner_ -.473 124 .00*
Pre-intermediate -.501 136 .00*
Beginner Pre-interme-)diate 0.27 .099 .95
Intermediate 449 128 .00*
. . Beginner -.027 .099 .95
TA Pre-intermediate Intermediate 422 140 .00*
Intermediate E}eginner_ -.449 128 .00*
Pre-intermediate -422 .140 .00*
Beginner Pre-intermgdiate -.083 124 .78
Intermediate .386 .160 .04*
. . Beginner .083 124 .78
FNE Pre-intermediate Intermediate 470 175 .02%
Intermediate I?;eginner_ -.386 160 .04*
Pre-intermediate -.470 175 .02*

*p<.05

Table 24 shows that the students’ communication apprehension, test anxiety
and fear of negative evaluation vary significantly because of the difference between
the students from the intermediate group and the ones from the beginning and pre-
intermediate levels. In other words, the students who started with a beginner entry level
(x=3.00) and the pre-intermediate level (x=3.03) experience communication anxiety
more than the ones with an intermediate entry level (x=2.53). Besides, the students
with an intermediate entry level (x=2.40) show significantly less test anxiety than the
ones with a beginner (x=2.85) or pre-intermediate entry level (x=2.82). Finally, the
students who started from the beginning level (x=2.78) and those who began from the
pre-intermediate level (x=2.86) are more frightened of being negatively evaluated

when compared to the students with an intermediate entry level (x=2.39).

On the other hand, insignificant differences have been revealed in FLCA and
its subconstructs regarding the participant students’ faculties. The findings for the One-
Way ANOVA conducted for FLCA and faculties are presented in Tables 25-26 below.
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Table 25. Results of one-way ANOVA for the FLCA and faculty

Variables Groups N X Sd. Std. Error Mean F P
Faculty of Engineering 77 293 .66 .075
Faculty of Economics and
120 282 .74 .067
Administrative Sciences
Faculty 1.381 .24
Maritime Vocational School 43 2.78 .81 123
Faculty of Social Studies 30 2.63 .62 113
Total 270 283 .72 043

*p<.05

As can be understood from Table 25, the students’ foreign language classroom
anxiety does not differ significantly in terms of the faculty they are registered to
(p=.24). That means the faculty where the students would study their academic
program after the prep class does not cause any significant variance in their foreign
language anxiety level. On the other hand, it can be inferred from the table that the
students who are registered to the Faculty of Engineering (x=2.93) have a relatively
higher level of foreign language classroom anxiety compared to those who are
registered to the Maritime Vocational School (x=2.78), the Faculty of Economics and

Administrative Sciences (x=2.82) or the Faculty of Social Studies (x=2.63).
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Table 26. Results of one-way ANOVA for the CA, TA and FNE, and faculty

. - Std. Error
Variables Groups N X Sd Mean F P
Faculty of Engineering 77 3.02 .67 .076

Faculty of Economics and
120 297 .73 .066
Administrative Sciences

CA - ; 1.525 .20
Maritime Vocational
School 43 2.89 .77 118
Faculty of Social Studies 30 2.71 .60 .109
Total 270 294 .71 .043

Faculty of Engineering 77 2.88 .66 .076
Faculty of Economics and

120 2.77 .74 .068
Administrative Sciences

Faculty TA " Maritime Vocational 1187 31
school 43 2.74 .85 130

Faculty of Social Studies 30 2.60 .60 110
Total 270 2.78 .73 .044

Faculty of Engineering 77 2.89 .85 .097

Faculty of Economics and
120 2.72 .93 .085
Administrative Sciences

FNE i ; 1.248 .29
Maritime Vocational
school 43 2.69 .94 143
Faculty of Social Studies 30 255 .82 151
Total 270 2.75 .90 .055

*p<.05

As can be seen in Table 26, communication anxiety (p=.20), test anxiety
(p=.31) and fear of negative evaluation (p=.29) which are the subconstructs of foreign
language classroom anxiety do not differ significantly in terms of the faculty the
participant students are registered to. Nevertheless, even though it is not statistically
significant, the students from the Faculty of Engineering (x=3.02) are a bit more
anxious to communicate when compared to the students from the Maritime Vocational
School (x=2.89), the Faculty of Economics and Administrative Sciences (X=2.97) or
the Faculty of Social Studies (x=2.71). In addition, it is understood that the students
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from the Faculty of Engineering (x=2.88) experience relatively more test anxiety when
compared to the ones from the Maritime Vocational School (x=2.74), the Faculty of
Economics and Administrative Sciences (X=2.77) or the Faculty of Social Studies
(x=2.60). Finally, the students from the Faculty of Engineering (x=2.89) tend to
experience fear of negative evaluation a little more compared to the ones from the
Maritime Vocational School (x=2.69), the Faculty of Economics and Administrative
Sciences (x=2.72) or the Faculty of Social Studies (x=2.55).

4.12 Findings for the Twelfth Research Question

The twelfth research question specified in the study is asking whether the
students’ willingness to communicate varies in terms of their gender, entry level,
faculty they are registered to, previous experience in a foreign country, other
foreign/second languages, high school, or university types. The results for the
independent samples t-test, which was conducted to reveal any variations regarding
gender, experience abroad, additional languages, high school, and university types are
presented in Table 27 whereas the findings for the One-Way ANOVA analysis
implemented to reveal any variations regarding entry level and faculty are displayed
in Tables 28-29 below.

Table 27. Results of the independent samples t-test for WTC regarding gender,
experience abroad, additional languages, high school, and university types

independent
Scale Groups n X sd samples t-test
T af p
Male 148 50.82 25.35
Gender .95 268 .33
Female 122 53.74 24.30
. Yes 41 6449  23.36
Experience Abroad 3.52 268 .00*
No 229 4993 2454
. Yes 58 5490 26.35
WTC  Additional Languages .95 268 .34
No 212 5139 24.47
. State 205 52.09 24091
High School -.05 268 .95

Private 65 52.29 24.97

. . State 160 5152 23.46
University . -49 268 .62
Private 110 53.04 26.89

*p<.05
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As can be concluded from Table 27, the students’ willingness to communicate
differs significantly in terms of their previous experience abroad (p=.00). In other
words, the students who have been to a foreign country (x=64.49) are more willing to

communicate in their L2 than the ones who have never been abroad before (x=49.93).

On the other hand, Table 27 shows that there is no significant difference in
terms of the other four variables. First, the students’ willingness to communicate does
not differ significantly in terms of their gender (p=.33). Nonetheless, the female
students (x=53.74) seem more willing than the male students (x=50.82) to
communicate in English even though this finding is not statistically significant.
Second, the ability to speak other foreign/second languages (p=.34) does not cause any
significant difference in the students’ willingness to communicate in English.
However, it can be concluded from the mean scores that the students who can speak
another language are relatively more willing to speak in the target language (x=54.90)
compared to the ones who cannot (x=51.39). Third, the students’ WTC does not differ
in terms of having graduated from a state or private high school (p=.95) or being
enrolled to a state or private university (p=.62). On the other hand, the students who
graduated from a state high school (x=52.09) seem to be as willing to communicate as
the ones who are the graduates of private high schools tend to be slightly more willing
for communication (x=52.29). In addition, the students who are registered to a private
university display a relatively higher level of WTC (x=53.04) whereas the students
studying at a state university have less WTC (x=51.52).

Table 28. Results of Kruskal Wallis-H test for the WTC regarding entry level

Variables Groups N X X2 df P
Beginner 153  127.33
Pre-intermediate 78 139.57
Entry Level 5.544 2 .06
Intermediate 39 159.41
Total 270
*p<.05

Similarly, Table 28 shows that the students’ willingness to communicate does
not differ significantly in terms of their entry level (p=.06). That is to say, the students’
level measured by the placement exam held at the beginning of the academic year does
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not cause any difference in how willing they are to communicate in the target language.
However, it is possible to say that the students who started with an intermediate entry
level (x=159.41) have more WTC than the ones in the beginner (x=127.33) or pre-
intermediate groups (x=139.57) even though these differences are not statistically

significant.

Table 29. Results of one-way ANOVA for the WTC regarding faculty

Variables Groups N X Sd. Std.ErrorMean F P
Faculty of Engineering 77 5250 24.45 2.786
Faculty of Economics and
120 52.03 24.63 2.248
Administrative Sciences
Faculty .008 .99
Maritime Vocational School 43 51.83 28.04 4.277
Faculty of Social Studies 30 52.08 23.39 4.271
Total 270 52.14 24.88 1.514

*p<.05

Finally, Table 29 presents that the students’ willingness to communicate does
not differ significantly in terms of the faculty they are registered to (p=.99). It can be
understood from the table that the students who are registered to the Faculty of
Engineering (x=52.50), the Maritime Vocational School (x=51.83), the Faculty of
Economics and Administrative Sciences (x=52.03) and the Faculty of Social Studies

(x=52.08) are almost equally willing to communicate in their L2.
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5. DISCUSSION, CONCLUSION, AND
RECOMMENDATIONS

This chapter aims to put the results under discussion, draw several conclusions
and present recommendations. To begin with, the findings of this study are revised and
discussed in consideration of the related literature. Later, several conclusions
concerning the findings are presented. Lastly, some practical implications and

recommendations are provided for the practitioners, administrators, and researchers.

5.1 Discussion

In this section, the results of the study were discussed in consideration of the
related research in the literature. First, the level of the students’ second language
tolerance of ambiguity, willingness to communicate, foreign language anxiety,
communicative apprehension, test anxiety and fear of negative evaluation was
explained in line with the studies conducted on these issues in foreign language
learning literature. Besides, the findings related to the factors creating differences in
their ambiguity tolerance, desire to communicate, L2 anxiety, communication
apprehension, exam apprehension and fear of negative evaluation were put under
discussion with reference to the related research. Finally, the relationship and

predictability among the constructs were discussed.

5.1.1 Second Language Tolerance of Ambiguity

This study has various conclusions regarding second language tolerance of
ambiguity. First, students were found to be moderately tolerant towards ambiguity in
English. In other words, most of the students could relatively tolerate the ambiguous
aspects and situations they faced when they were learning English as a foreign
language. This result is consistent with the findings of the studies by Aksoy (2019),
Basoz (2015), Erten and Topkaya (2009), Geng (2016) and Erturk-Tikiz et al. (2023)
which were all conducted in Turkiye context. Especially the ones by Gen¢ (2016) and
Erturk-Tikiz et al. (2023) which have similar results with this study might shed light
on the understanding of second language tolerance of ambiguity specifically in English

preparatory programs in Turkiye since both were carried out in different English prep
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classes. There are also some other studies from different EFL contexts around the
world indicating a medium level of ambiguity tolerance (Dokmai, 2019; Hou & Hou,
2017; Kamran, 2011; Shak, 2015) as well as the ones with contradictory results
(Asmali, 2019; Kocaman & Pamukoglu, 2018) because their participants demonstrated
a low level of ambiguity tolerance. A moderate level of tolerance of ambiguity while
learning English as an additional language is assumed optimal because a low level of
ambiguity tolerance may create unwilling learners in terms of taking language-related
risks and a high level of ambiguity tolerance might result in EFL students who accept
things without questioning and are cognitively passive (Oxford & Ehrman, 1992). This
study concluded that EFL learners were relatively open to vague, incomplete, unclear
and inconsistent aspects of English language. It might have resulted from that they
were young adult university students, and so far, they might have gained tolerance of
ambiguity in English language to some extent throughout their primary and secondary

school years.

Second, it was found that female language learners had more tolerance of
ambiguity towards the target language. When the related literature was reviewed, it
was seen that there were studies mostly showing contradicting results to the current
study (Asmali, 2019; Erten & Topkaya, 2009; Ezzati & Farahian, 2016; Marzban et
al., 2012; Maubach & Morgan, 2001). Besides, there were several studies with no
significant difference between males and females (Baséz, 2015; Hou & Hou, 2017;
Kamran, 2011). No study displaying consistency with this study was found. As Banya
& Cheng (1997) suggested, females are predisposed to find English less challenging,
like to engage in English, put more strategies into use and exert themselves more into
the target language, namely being better at overall language learning. Also, they enjoy
more in foreign language learning classes (Dewaele et al., 2016). This might have been
a source for their high level of tolerance of ambiguity within the scope of the current
study since they seemed to be more into and motivated by the language which might

have enabled them to handle ambiguous instances more easily.

Third, it was revealed that the students who had been abroad before for any
reason could tolerate situations involving ambiguity during their language learning
process more than the ones who had never visited another country. This result is

consistent with the studies by Bakalis and Joiner (2004) and by Dewaele and Wei
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(2013). As Regan et al. (2009) suggested, an individual who sets foot in a foreign
country is quick to find out that a mental switch is necessary to achieve authentic
communication in the new language. Considering this, the students with the experience
of visiting another country might have changed their mental mode in accordance with
the new circumstances, which may have increased their ambiguity tolerance levels. It
is also very probable that those students had already experienced a great number of
ambiguous instances of speaking a foreign language at which they were not competent
when they have been to the foreign country. Those experiences might have encouraged
them to handle unclear and uncertain aspects of a foreign language more easily and to

be fearless to take risks in ambiguous language-related situations.

Another salient finding regarding the students’ ambiguity tolerance was that
the ones who had begun their English prep class education with a higher level of
English in the first place were more tolerant towards the ambiguities occurring during
their language learning process compared to those who were placed in the beginner
group based on their placement test results. This finding is consistent with several
studies in the related literature (Erten & Topkaya, 2009; Suna-Celikbas, 2019), and
those studies were the ones conducted in the Turkiye context. This is not surprising
considering the almost unique English preparatory education programs that are
specific to universities in Turkiye since the regulations of these institutions including
programs with an English medium of instruction require a one-year preparatory class
to learn the mediating language for those who are not competent enough in the first
place. Especially, this result bears a striking similarity to the findings of Erten and
Topkaya’s study (2009) as the students who were put at the intermediate level were
more ambiguity-tolerant than those who started without any (or too limited)
competency in English language. It seems that students’ second language tolerance of
ambiguity increases as their English level increases. This might be resulting from that
their prior experiences of the ambiguous situations when learning the target language
makes them more prepared and tolerant towards the unexpected and uncertain sides of
the language learning process. As their L2 improves, they feel readier to handle new
information (Erten & Topkaya, 2009). However, it is also possible to encounter
another study contradicting the aforementioned (Erturk-Tikiz et al., 2023), which

keeps this issue a relevant topic of research for further studies.
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Lastly, the students’ second language tolerance of ambiguity did not vary in
terms of the faculty they were registered to, other foreign/second languages they knew,
their high school, or university types. To begin with, whether the students speak any
additional languages other than English and their mother tongue did not create any
differences in their ambiguity tolerance, and this result is consistent with the study by
Dewaele and Shan Ip (2013) while contradicting with several others (Dewaele & Wei,
2013; Van Compernolle, 2016). This might have been because a limited number of
students who could speak an additional language participated in the study. Also, it
might be stemming from that the study was carried out in a mostly mono-lingual
context where Turkish was the dominating language. Since it was a foreign language
learning context, the student profile was mainly comprised of mono-lingual students
who had little access to other languages. It is still a surprising result and issue, which
requires further research to develop a deeper understanding, though. Besides, whether
the students graduated from a private or state high school or whether they were
registered to a private or state university at the time did not cause a change in their
second language ambiguity tolerance. Considering there was no study investigating
the issue from these aspects, it would be taking the easy way out to conclude that there
is no variation between the students’ tolerance of ambiguity in their L2 and their high
school or university types. Being a graduate of a private school or a student of a private
university could result in more ambiguity-tolerant students with a different sampling
in a different context, so this issue must be studied more to gain a better understanding.
As a final point, the students’ ambiguity tolerance did not display any difference in
terms of the faculty they were registered to. No study was found investigating the issue
from this aspect; however, one study (Erturk-Tikiz et al., 2023) investigated whether
the students’ ambiguity tolerance varied in terms of being registered to an English or
non-English medium of instruction program. They also found no difference between

the constructs.

5.1.2 Foreign Language Classroom Anxiety

This study presents various conclusions related to foreign language classroom
anxiety. First, according to the results of the current study, students had a moderate
level of foreign language anxiety in English. In other words, most of the students felt

relatively anxious while learning English as an additional language. There are several
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studies which do not completely correspond, such as Amengual-Pizarro’s study (2018)
showing a level of foreign language anxiety ranging from average to high and Zheng
and Cheng’s study (2018) showing no overall classroom anxiety at all. However, this
result is mostly consistent with the findings of the studies in the related literature
(Alsowat, 2016; Asmali, 2019; Punsiri, 2012; Sénmez, 2020; Su, 2022; Tanielian,
2017; Yetkin & Ozer, 2022). Especially the results of the studies by Spahi-Kovag
(2020) and Yesil¢inar and Erdemir (2022), which are also consistent with the current
study, are noteworthy since they were conducted in English preparatory school
contexts in Turkiye. Students’ being relatively anxious while learning English might
be due to some commonly associated factors such as students’ language-oriented
beliefs, implementation of teacher-directed education, teachers’ perceptions of
teaching, practices and procedures in the classroom and exams (Young, 1991) and
several others such as fear of communication in class, self-perceived proficiency and
lack of self-esteem which trigger their apprehension (Mahmoodzadeh, 2013).
Considering they were tertiary level students and thus young adults, their apprehension
might also have resulted from their age as adults tend to feel more anxious compared
to children and teenagers (Bailey et al., 2000; Dewaele, 2007; Donovan & Maclntyre,
2004).

The students were also relatively anxious to communicate in English. This
finding is consistent with the results of the studies by Hassani and Rajab (2012),
Ozkaynak (2020) and Yahya (2013) while not corresponding with Su’s (2021) and
Khan and Al-Mahrooqi’s (2015) studies displaying a high level of communication
apprehension. In addition, the participant students in the current study felt slightly
more anxious in terms of communication when compared to their exam situations or
the possibility of negative evaluation. In contrast to reading and writing skills allowing
the person to think deeply and correct the mistakes if any, listening and speaking skills
require intensive concentration in an uncontrollable time limit (Ay, 2010), which
causes a rise in the pressure put on the student since successful processing of the input
or output is an only one-time opportunity (Young, 1991). Considering this, it can be
deduced that having to communicate in the foreign language classroom might have
been more anxiety-provoking than the other subdimensions of foreign language
anxiety as Ay (2010) put forth.
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Another result regarding foreign language anxiety was related to the students’
test anxiety. The participant students demonstrated a medium level of anxiety towards
the exams. This finding mostly shows consistency to the related literature (Aydin et
al., 2021; Glrsoy & Arman, 2016; Rezazadeh & Tavakoli, 2009) since it widely
emerges in language learning contexts, mainly posing a problem for the process (Ali
et al., 2013; EI-Banna, 1989; Julkunen, 1992; Rezazadeh & Tavakoli, 2009). Because
“tests are inevitable elements in academic life” (Denkci Akkas et al., 2020, p. 9), it is
a big part of the English language education, as well. Having great importance,
proficiency exams are becoming more and more common around the world (Santana
& Eccius-Wellman, 2018). Especially in the English prep classes comprising the target
population of the current study, students take proficiency exams at certain intervals.
Given that comprehensive high stakes examinations with a time limitation like
proficiency tests might trigger the students’ test anxiety (Aydin, 2009; Hurley & Padro,

2006), the students might have felt relatively anxious.

Concerning another subconstruct of foreign language anxiety, one other
important result was that the students felt moderately frightened of negative
evaluation. Despite displaying resemblance to test anxiety, fear of negative evaluation
has a wider scope in that it might develop under various circumstances like social
conveniences including evaluation apart from the exam situations (Chan & Wu, 2004).
For instance, in Ali and Fei’s study (2016), the students reported that their fear to make
mistakes in the target language while communicating caused them to be usually
passive. Besides, in Aydin’s study (2008), it was revealed that “... the sources of fear
of negative evaluation were negative judgments and thoughts of others, leaving
unfavorable impressions on others, fear of making verbal or spelling mistakes,
disapproval by other students, shortcomings and faults found by others.” (Aydin, 2008,
p. 435). From this point forth, the students in the current study might have been
frightened by negative evaluation for various reasons such as committing mistakes and
those mistakes’ being spotted by others, and not being approved by peers as well as
being under the pressure of peers, family, and teachers in class, and of achieving
successful task completion which is the nature of a foreign language learning

classroom (Cinkara, 2016).



120

Second, the students who had been to a foreign country were less anxious in
the target language than those who had never been abroad before. Although Dogan
and Tuncer (2016) found no significant difference between these two variables, this
result was mostly found to be consistent with the related literature (Allen & Herron,
2003; Onwuegbuzie et al., 1999; Thompson & Lee, 2014). It might indicate that,
regardless of their reasons to go, having an experience of being in a foreign country
decreases the language learners’ foreign language anxiety. As in Coleman’s study
(1997) in which students expressed that they did not feel guilty as much as before when
they made errors subsequent to their experience abroad, those students might be less
frightened of making mistakes. Errors are an inevitable part of the language attainment
process as being viewed as a tool to learn (Corder, 1967), so being comfortable when
making mistakes is crucial for L2 learning. In addition, considering they had also less
fear of negative evaluation based on the current study’s findings, visiting another
country can be evaluated as a crystal-clear advantage for foreign language learners.
Taking all these into account, it is also not surprising that the participants of this study
who had been abroad were less anxious when they had to sit an exam, or when they
needed to communicate in English compared to the ones who had never been in
another country as taking exams and communicating in L2 are also an indivisible part

of language learning in a classroom context.

Another salient finding of the study was that the female students were more
frightened of negative evaluation than the male ones, though their test anxiety and
communication apprehension did not differ. Considering the standpoint towards
women and its reflection in their personality in the Eastern cultures, it might be a
reason why fear of negative evaluation which is “a strong source of language anxiety”
(Aydin, 2008, p. 421) was more common among the female students. This result is
noteworthy in that it can contribute to the related field of study with a different point
of view since most of the studies carried out in the Turkish context did not find a
meaningful difference regarding gender (Akyil, 2000; Aydin, 2008; Koydemir &
Demir, 2007; Oztas, 1996). There are also several studies in which gender caused
variance, which has consistency with the present study. For instance, Aydm et al.
(2017) found that female students were more frightened of being evaluated negatively.

That study also demonstrated that female students had more communication
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apprehension while the current study displayed no difference. The result of this study
regarding communication apprehension is also consistent with several other studies in
the literature (Dewaele, 2007; Tianjian, 2010) in terms of not displaying any variance
in terms of gender. However, there are several other studies demonstrating different
results having found females more anxious in communication (Cagatay, 2015;
Dalkilig, 2001) as well as the ones having found males were more apprehensive when
they had to communicate (Dogan & Tuncer, 2016; Kitano, 2001). All these results
demonstrate that no consensus has been reached regarding gender and communication
anxiety yet, and it is a hot topic seeking more research to be conducted. As to test
anxiety, this study revealed that the students’ anxiety in exam situations did not vary
in terms of gender. This result corresponds to a few studies in literature (Aida, 1994;
Aliakbari & Gheitasi, 2016; Aydin, 2013; Nemati, 2012). However, a great number of
studies revealed that female participants were more anxious when they had an exam
(Aydin, 2008; 2013; Aydin, 2017; 2019; Aydm et al., 2021; Cakici, 2016; Giirsoy &
Arman, 2016; Hembree, 1988; Putwain, 2007; Rasor & Rasor, 1998; Rezazadeh &
Tavakoli, 2009; Zeidner, 1998). This might have been due to the student profile of the
English preparatory classes in Tlrkiye. When female students started their prep class
education at university, they were already young adults who gained self- efficacy and
self-confidence since they succeeded in a high-stake exam for university entrance.
Thus, considering the reverse relationship between test anxiety and self-efficacy
(Erzen & Odaci, 2016) and the potential increase in their self-confidence for the same
reason, it might have eliminated the difference between females and males. Finally,
finding no variance between males and females, this study contradicts most of the
studies regarding overall foreign language anxiety in terms of gender (Ali & Fei, 2016;
Dewaele et al., 2016; Rahim & Maulina, 2023; Spahi-Kovag, 2020; Erturk-Tikiz et al.,
2023) as they suggested female students were more apprehensive in foreign language
learning process than males. There are also very few studies which demonstrated males
had more foreign language anxiety compared to females (Azher et al., 2010; Elaldu,
2016; Park & French, 2013; Sénmez, 2020). Revealed by Matsuda and Gobel (2004)
and Pappamihiel (2001), there are some studies complying with the current one
showing no difference between gender and overall language anxiety in EFL and ESL

classrooms, though very few in number. This finding might also have stemmed from
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the same reason as mentioned above. The female students who were already at
university level with more cognitive and emotional awareness, and self-confidence
compared to their childhood and adolescence might have gained competency to
overcome their overall foreign language anxiety as much as males usually did, thus

getting rid of the variance between two different sexes.

Another crucial finding was that the students’ level measured by the placement
exam held at the beginning of the academic year created a difference in how anxious
they were towards foreign language classrooms. To be more precise, based on the
placement test held at the beginning of the year, the students who started with the
intermediate level demonstrated less FLCA, CA, TA and FNE than those who started
from the beginner level and the ones starting from the pre-intermediate level. When
the literature is revisited, it can be encountered that there are a great number of studies
having investigated the variance between language success and foreign language
anxiety both in Turkiye (Ayhan, 2020; Balemir, 2009; Cakici, 2016; Dalkilig, 2001;
Dogan & Tuncer, 2016; Orug¢ & Demirci, 2020; Ozkaynak, 2020; Tercan & Dikilitas,
2015; Tuncer & Dogan, 2015) and around the world (Aida, 1994; Alsowat, 2016;
Amengual-Pizarro, 2018; Azher et al., 2010; Horwitz, 2001; Li & Wei, 2023; Liu,
2006; Pappamihiel, 2001; Zheng & Cheng, 2018). However, language success
examined in this study is different from what those studies referred to in that the current
study worked on the students’ language level measured via the placement exam held
at the beginning of the academic year instead of their at-the-time language proficiency.
This result is well worth attention since it highlights the importance of prior foreign
language knowledge and competency in language anxiety of the students. As the
students’ L2 improves, they feel readier to handle new information (Erten & Topkaya,
2009), so the students’ respectively higher proficiency levels placed into the
intermediate level group might have reduced their anxiety. Despite being very limited
in number in the related literature, there are a couple of studies having partly
investigated this concept. For instance, to a limited extent, this finding complies with
the study by Cakar (2009) suggesting that the students’ past language learning
experiences, namely their language learning background such as being in a foreign
country, having a language teacher with an English native tongue and studying another

language except for English creates a difference in their foreign language anxiety. It is
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also relatively consistent with Onwuegbuzie et. al.’s study (1999) which found a
connection between the students’ high school L2 learning experience and their anxiety
in the foreign language while contradicting Karabiyik and Ozkan’s study (2017) since
no difference was found between the variables. Considering the limited number of
studies in the related literature, this issue needs to be investigated more, particularly
concentrating on the students’ language proficiency levels at the beginning of the
language learning process in Turkish prep classes, not on the at-the-time or at-the-end
proficiency levels in order to bring a deeper explanation to their foreign language

anxiety within this scope.

The current study also displayed that such variables as whether the students
spoke any additional languages other than English and their mother tongue, whether
they graduated from a private or state high school, whether they were studying at a
private or state university or which faculty they were registered to did not cause any
variance in their CA, TA and FNE as well as their overall FLA. To begin with, the
result showing no significant variance between their anxiety and having an L2
excluding English mostly contradicts the studies in the literature since they often
revealed that the learners’ language learning anxiety was inclined to lower as the
number of the languages they speak increased (Dewaele, 2007; Dewaele et al., 2008;
Thompson & Khawaja, 2016; Thompson & Lee, 2013) while complying with the study
by Phongsa et al. (2018). It seems very difficult to interpret this finding since the ability
to speak additional languages has an impact on foreign language learning since “higher
levels of multilingualism were associated with higher levels of enjoyment and lower
levels of anxiety in FL learners” (Botes et al., 2020, p. 279), also increasing the
students’ ideal L2 self (Thompson & Erdil-Moody, 2016) which is also crucial
considering foreign language attainment depends on positive motivation (Engin,
2009). However, this result might have been caused by the specific features of the
language learning environment of this study. Several factors they shared like being a
young adult with an open mind, being in the first year of university education and
living in a multicultural city might have eliminated the potential difference that
knowing more languages might create. Secondly, this study found no difference
between the students’ foreign language classroom anxiety and their being graduates of

a private or state high school. When the literature is revisited, it can be inferred that
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there are not many studies examining foreign language anxiety in terms of their high
school background. There are indeed a couple of studies that were conducted with the
sampling of the language learners both from state and private schools (Altunel, 2019;
Ozer & Yetkin, 2021); however, they did not investigate the difference from this
aspect. Instead, they were carried out in different high school contexts for validity and
trustworthiness concerns of the data. The current study contradicts the one by Al-
Shuaibi et al., (2014) which was conducted among the graduates of private, high and
international schools who were studying at university since it was revealed that state
ones differ from private in terms of their overall FLA, CA and FNE. Their test anxiety
did not vary as in this study, though. Finally, this study demonstrated no variance
among the students’ anxiety levels, their university type (private vs state university)
and their faculty. As in the high school type variable, there is not enough studies
investigating these issues to draw conclusions. As in the study by Altunel (2019), the
students’ faculty type and university type were mostly given as descriptives of the
studies. Considering the importance of the demographic variables ranging from age to
socio-economic factors, there is a greater need to study anxiety concerning these issues
and contribute to the body of research in order to gain an understanding related to the

connection among these variables.

5.1.3 Willingness to Communicate

This study has several conclusions regarding willingness to communicate.
First, most of the participant students in this study were moderately eager to interact
with others in the target language. This result complies with many studies both in
Tiirkiye (Bas6z & Erten, 2018; Bergil, 2016; Bulut, 2017; Demir & Okyar, 2021;
Hismanoglu & Oziidogru, 2017; Oz, 2014; Oz, 2016; Oz et al., 2015; Yetkin & Ozer,
2022) and around the world (Campbell, 2016; Fahim & Dhamotharan, 2016; Khajavy
et al., 2018; Shanti Manipuspika, 2018). Nevertheless, there are also several studies
contradicting this study in terms of finding results in different ranges such as
considerably low (Asmal1 et al., 2015), relatively low (Altiner, 2018; Bursali & Oz,
2017; Bektas-Cetinkaya, 2005; Wang et al., 2022), between moderate and high (Sener,
2014) and high (Kun et al., 2020; Zhou et al., 2020) levels. Being a fundamental part

of language learning and a crucial element for an L2 learner (Maranatha, & Sengkey,
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2023), the foreign language learners” WTC is regarded as a determinant of the
tendency to begin communication (Ortega, 2013), or the predisposition itself
(McCroskey, 1997), and the primary predictor of second/foreign language use
(Clément et al., 2003; Hashimoto, 2002; Macintyre & Charos, 1996). Considering the
vitality of communication in interacting with others nowadays (Maranatha, &
Sengkey, 2023), this factor, defined as the state of being prepared to take part in a
foreign/second language discourse with a certain person at a certain time (Maclintyre
et al.,1998), is an important element which language teachers must take into account
and have an attempt to increase all the time. Such implementations as assigning
speaking practice tasks outside the classroom as Buckingham and Alpaslan (2017)
applied in their study or building a virtual world in line with the modern era of
technology-enhanced learning and assigning real-life tasks as in Kartal and
Balgikanli’s study (2018), might help them be more eager to participate in spoken (or
also written) communication. Moreover, since there is a scarcity of studies having
investigated this factor, and there hasn’t been a consensus reached on this issue yet,
this study might shed light on the growing body of research by proposing an

understanding of the students’ individual differences.

Second, the current study revealed that the students who had been to a foreign
country were more willing to communicate in the target language than those who had
never been abroad before. The literature review demonstrated that the studies mostly
concentrated on whether having a study abroad opportunity in an L1 English-speaking
country influenced their WTC and revealed a positive effect of it (De Poli et al., 2018;
Humphries et al., 2023; Kang, 2014; Lee, 2018; Yashima et al., 2004). However, the
scope of this study was not limited to studying abroad or being in an English-speaking
context. The students’ willingness to communicate was investigated in a broader sense,
and those who had been in a foreign country for any reason showed a higher level of
WTC, which might have resulted from the experience they gained thanks to the
difficulties of communication without the L1 support in contrast to a foreign language
learning context where the students had the opportunity to speak in their native tongue
when necessary. As mentioned above, the students of the current study who had the
experience of being abroad were also found to have less communication apprehension

and more ambiguity tolerance in English. Considering the contribution of a low level
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of anxiety in SLA (Krashen, 1982) and the importance of a low level of intolerance of
ambiguity, it can be concluded that visiting another country plays a positive role in L2
learning, especially in L2 communication as communicating in L2 is an indivisible
part of language learning in a classroom context. The increase in the students’
willingness to communicate might have been caused by such reasons as having less
fear of making mistakes (Coleman, 1997) in L2, the possibility to have switched their
mental mode in the new country in accordance with the needs of authentic
communication (Regan et al., 2009) and the competency to handle unclear and
ambiguous situations in the instances of communication, and those kinds of states
might have strengthened their self-confidence and thus eagerness for communicative
situations. Also, because the students who have a high level of willingness to
communicate are predisposed to develop an interest in foreign countries and having an
education abroad (Fujii, 2023), this might also lead them to seek communication
opportunities with people from various countries and gain more exposure to the

language, which might also increase their WTC in return.

Finally, the current study also demonstrated that such variables as gender,
whether the students spoke any additional languages other than English and their
mother tongue, whether they graduated from a private or state high school, whether
they were studying at a private or state university, their entry level or which faculty
they were registered to did not cause any variance in their willingness to communicate.
To begin with, there is a great body of research studying willingness to communicate
in terms of gender (Arshad et al., 2015; Barraclough et al., 1988; Donovan &
Maclntyre, 2004; Hismanoglu & Oziidogru, 2017; Maclntyre et al., 2002; Maftoon &
Najafi Sarem, 2015; Yetkin & Ozer, 2022). The result of this study corresponds to
most of the studies in the related literature both in Tirkiye (Bursalh & Oz, 2017;
Hismanoglu & Oziidogru, 2017; Oz, 2014; Oz et al., 2015; Sinnett & Alishah, 2021)
and around the world (Afghari & Sadeghi, 2012; Barraclough et al., 1988; Bashosh et
al., 2013; Maclintyre et al., 2002; Maftoon & Najafi Sarem, 2015; Valadi et al. 2015)
in that they found the students’ WTC did not differ between female and male students.
Nonetheless, there are several studies having revealed that female students were more
willing to take part in a communicative situation in the target language (Alavinia &
Alikhani, 2014; Amiryousefi, 2018; Fernandez-Garcia & Fonseca-Mora, 2022;
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Gholami, 2015; Yetkin & Ozer, 2022; Zerey & Cephe, 2020) whereas not many studies
were found to have demonstrated vice versa with males being more willing (Arshad et
al., 2015). Although the literature indicates no variance in general, considering females
are better at overall language learning (Banya & Cheng, 1997) and enjoy more while
learning a language (Dewaele et al., 2016), this issue still deserves attention. Another
finding of the study was that the students’ knowledge of any other additional language
(other than their native tongue) did not make any difference in their eagerness for L2
communication. However, given that even bilinguals were found to be less self-
confident, more anxious and more ambiguity intolerant by having less positive
attitudes towards learning a language compared to multilingual students (Thompson
& Khawaja, 2016), being a monolingual has the potential to make a difference in the
students’ WTC in further studies, too. Besides, their WTC did not display variance in
terms of having a state or private high school or university education which might be
surprising since the education given in different types of educational contexts can
influence the students’ attitudes towards language and willingness to speak. No studies
were found studying these issues in the related literature in Turkiye or around the
world. This might have resulted from the variety of educational procedures and a lack
of standardization in different private (or public) schools. Since education systems are
unique to the countries and even to the institutions, it may become more difficult to
draw conclusions, thus maybe creating avoidance to study from this aspect. Not
revealing a difference in the students’ WTC in terms of the faculty they were registered
to, this study is similar to the one by Alemi et al. (2013) which found no variance
among science, maths and arts groups despite being contradictory with Hismanoglu
and Oziidogru’s study (2017) which indicated a significant difference among several
disciplinary groups. Since the students were at the beginning of their tertiary education,
they might not have gained an awareness and background related to their major, and
this may be the reason for this finding. However, this aspect requires further research
due to the lack of studies having examined it. Lastly, in this study, it was found that
there was no difference among the students who had started their prep school education
with a different language level. Though there are a lot of studies which aimed to
determine the possibility of difference between the students” WTC and their
proficiency or achievement (Baghaei & Dourakhshan, 2012; Bergil, 2016; Rastegar &



128

Karami, 2015), this topic also needs further research directly focusing on the starting
proficiency of the students which is more associated with their background. To
conclude, being a relatively new topic of research, the students’ WTC must be
investigated from various aspects such as individual differences and backgrounds to

get a deeper understanding on them.

5.1.4 Correlational Results

This study presented notable results concerning the relationship among the
foreign language anxiety, second language tolerance of ambiguity and willingness to
communicate of the students who were studying in English prep classes. First of all, it
was found that the students’ FLA is associated with their SLTA. To elaborate, as their
SLTA increased, their FLA was inclined to decrease. This finding was consistent with
the literature (Aksoy, 2019; Asmali, 2019; Chen, 2023; Dewaele & Shan Ip, 2013;
Erturk-Tikiz et al., 2023) since no study was encountered which found no relationship.
Another significant result is that the students” SLTA predicted their FLCA as well as
the opposite. Despite being very few in the literature, this study complies with the one
by Dewaele and Shan Ip (2013) which revealed the constructs were a predictor of one
another. Additionally, it is partly consistent with the study by Asmali (2019) as it
indicated that the students’ FLA was predicted by their SLTA, but not presenting a
result for the opposite. Within this scope, Rezazadeh and Zarrinabadi (2023) also
revealed that ambiguity tolerance was an indirect predictor of foreign language anxiety
through their need for cognition between the two factors. Both the relationship and
the predictability of these factors might display salient implications related to foreign
language learning. For instance, considering “the good language learner is both
comfortable with uncertainty (indeed he may enjoy it) and willing to try out his
guesses” as Rubin suggested (1975, p. 45), a student who is less anxious during the
course of time they learn a foreign language might be accepted as a good language
learner who tends to be successful in L2 attainment. Besides, it can be concluded that
a language learner who has a high level of anxiety might be having difficulty
overcoming the ambiguities he/she encounters, which might also create a fear of
ambiguity which was presented as a sub-factor of foreign language anxiety as in

Thompson and Lee’s study (2013). Being a relatively new topic, second language
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ambiguity tolerance is an issue that seeks more research to gain insight into it, so it
needs further studies investigating it in relation to other cognitive, affective and

volitional variables.

Another important finding is that the students’ ambiguity tolerance was related
to their communication apprehension, test anxiety and fear of negative evaluation
which are the subdimensions of their FLA. Although there are several studies
investigating overall language anxiety and ambiguity tolerance as mentioned above,
the related literature lacks research directly addressing to the relationship and/or
predictability between tolerance of ambiguity and the subfactors of the FLA except for
the one by Varasteh et al. (2016) which investigated tolerance of ambiguity in terms
of test anxiety and found no direct path. Therefore, the result of this study which
demonstrated that test anxiety of the students was negatively associated with their
ambiguity tolerance, and they were the predictors of each other might shed light on the
literature on this issue. Moreover, communicating in L2 requires risk taking, and thus
troublesome since attempting to communicate deals with ambiguous or unfamiliar
linguistic domain and social class and culture, and it necessitates cognitive operations
which are not basic or instantaneous, therefore giving a hard time to an individual in
terms of self-perceived communicative competence, self-consciousness, being
reserved, and feeling frightened and panicked (Horwitz et al., 1986). Considering the
negative influence of both FLA and intolerance of ambiguity on risk taking (Dittman,
2018), it can be concluded that the students’ communicative apprehension might be
predicted by their ambiguity tolerance through a path by their risk-taking levels, which
needs further research to prove. As to fear of negative evaluation, the research
concerning the association between risk taking and FNE is not limited to
foreign/second language learning/acquisition, but rather in a broader sense (Kim,
2005; Uztemur, 2020). Given that fear of negative evaluation and tolerance of
ambiguity were negatively correlated and predicted each other in this study, these
variables together with risk taking might also be looked into under the umbrella of
foreign/second language education to gain a better understanding of the factors

influencing foreign language learning.

Second, it was pointed out that there was a reverse relationship between the

students’ foreign language anxiety and willingness to communicate. That is to say, the
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students with a higher level of willingness to communicate were less anxious in L2-
associated situations. This finding mostly corresponds to the results found in the
studies by many scholars in the related field of study (Chu, 2008; Dewaele, 2019; Fathi
et al., 2021; Fujii, 2021; Kalsoom et al., 2020; Liu & Jackson, 2008; Rastegar &
Karami, 2015; Tabataba’ian, 2012). However, there are also contradicting results such
as the studies by Alemi et al. (2011) and Bashosh et al. (2013) which revealed no
significant correlation. It is also worth of attention that the current study demonstrated
FLA and WTC as negative predictors of one another. This result also confirms several
studies since they revealed that the students’ FLA negatively predicted their WTC
(Dewaele, 2019; Fathi et al., 2021; Kalsoom et al., 2020; Khajavy et al., 2018; Liu &
Jackson, 2008; Piechurska-Kuciel, 2018). As Krashen (1982) proposed, a high level
of motivation and self-confidence, and low level of apprehension seems to contribute
to second language acquisition. Therefore, this correlational result might also indicate
the L2 learners’ willingness to communicate could be conducive to the whole
attainment process. Besides, the language learners’ grit which is both one of the
predictors of willingness to communicate (Fathi et al., 2021) and a factor which
influences foreign language performance (Wei et al., 2019) could also be associated
with low level of FLA despite seeking for research to be confirmed. If so, those
students might regulate themselves better and be more likely to persevere while
learning a language in a foreign context, which may also increase their desire to
communicate in the target language (Fathi et al., 2021) and possibly decrease their
overall language anxiety due to their enhanced self-confidence (in relation to their grit)
(Malureanu et al., 2021) in a cyclical tendency. All these might generate a desirable
foreign language classroom environment and present implications for language

teachers.

The other major finding regarding the relationship between foreign language
classroom anxiety and willingness to communicate is that the students’ willingness to
communicate was negatively related to the foreign language anxiety subconstructs, as
well. First and foremost, this study revealed that the students who were more anxious
to communicate in their L2 were, not surprisingly, less willing to have communication
in the additional language they were studying. This result complies with the literature

in terms of the relationship between the variables (Amirian et al., 2020; Maclintyre &
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Doucette, 2010; Wu & Lin, 2014) and their predictability (MacIntyre & Doucette,
2010) now that the current study also displayed the students’ WTC predicted their
FLA, and vice versa. As the majority of people primarily learn foreign languages for
communication purposes (Ya-Ni, 2007), and communication is crucial for interactions
with other individuals in today’s world (Maranatha, & Sengkey, 2023), the language
learners’ willingness to communicate is an indispensable issue for language learning.
Taking it into account that L2 use is also mainly predicted by willingness to
communicate (Clément et al., 2003; Hashimoto, 2002; Macintyre & Charos, 1996), it
would be appropriate to draw a conclusion claiming, for a better language learning
environment, it is also a necessity to diminish the students’ communication
apprehension based on its negative correlation with WTC found in the current study.
Another finding concerning the factors of FLA is that the students’ test anxiety and
fear of negative evaluation were negatively associated with their WTC. Furthermore,
their test anxiety and fear of negative evaluation were two predictors of their eagerness
to communicate in English as well as the other way around. Since the relationship
between these variables is not a popular topic of research and has not been investigated
directly, this finding could contribute to the growing body of research and encourage
scholars to look into it. At first glance, these individual factors might seem irrelevant.
However, considering the importance of spoken exams in the assessment of the target
language, it is possible to associate test anxiety and willingness to communicate
hypothesizing a negative association between them (also confirmed by the current
study) and put on the agenda of the related research. Besides, the students who are less
willing to interact in English might be experiencing a fear to be negatively evaluated
by others. Especially in the Turkish context, taking the cultural influence into account,
the students might be feeling shy and afraid of peer pressure in the classrooms which

can be commonly viewed among the students at closer ages.

Finally, this study demonstrated that the students’ second language tolerance
of ambiguity is positively associated with their willingness to communicate. In other
words, the students’ desire to get into spoken or written communication tended to
increase as their tolerance of ambiguous situations during their L2 learning increased.
This finding is mostly consistent with the studies conducted in the related field
(Ahmadi Safa & Jamshidi, 2017; Amirian et al., 2020; Vahedi & Fatemi, 2016). In
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addition, in the current study, it was uncovered that the students” SLTA and their WTC
predicted each other, which is consistent with the study by Amirian et al. (2020) and
Piechurska-Kuciel (2018) in terms of finding the AT as a predictor of WTC. Also, it
partly corresponds to the one by Fatemi et al. (2016) in that there was an indirect path
from tolerance of ambiguity to willingness to communicate mediated by
ethnocentrism. However, in the current study, very little amount of the students’ WTC
was predicted by their SLTA, which might discredit the result itself. Besides this, the
insufficiency of studies on the issue makes it difficult to draw comprehensible
conclusions. Thus, the relationship and the predictability between these constructs
necessitate further research for getting a better understanding on these concepts which

have a potential influence on foreign/second language attainment.

5.2 Conclusion

The purpose of this study was to determine the EFL students’ foreign language
anxiety, second language tolerance of ambiguity and willingness to communicate, the
relationship and predictability among those constructs and whether they differ in terms
of their gender, entry level, faculty they are registered to, previous experience in a
foreign country, other foreign/second languages, high school, or university types. In

line with the findings, the following issues can be concluded.

First of all, the EFL students had a moderate level of foreign language anxiety,
communication apprehension, test anxiety and fear of negative evaluation as well as a
medium level of second language tolerance of ambiguity and willingness to
communicate. Secondly, there was a moderate level of negative correlation between
the students’ SLTA and FLA, CA, TA and FNE. Besides, there was a low-level
positive relationship between the students’ tolerance of ambiguity and WTC. Also,
there was a moderate level of negative association between their WTC and FLA, CA,
TA and FNE. Furthermore, the students’ FLCA was a reverse predictor of their SLTA
and WTC. Their willingness to communicate positively predicted their tolerance of
ambiguity while negatively predicting their FLA. Also, their ambiguity tolerance was
a positive moderator of their WTC and a negative predictor of their FLCA, CA, TA
and FNE. Finally, the students’ SLTA significantly differed in terms of their gender,

experience in a different country and entry level specified based on the placement
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exam held at the beginning of the academic year. To be more precise, female students
and the students who had been abroad were found to be more tolerant towards
ambiguity. Also, the students who were placed in the intermediate group were
significantly more tolerant towards ambiguity in English than those who started in the
beginner group. Another finding was that the students’ FLA, CA, TA and FNE
demonstrated differences in terms of their previous experience abroad. To elaborate,
those who had been to another country for any reason displayed less communicative
anxiety, exam apprehension, fear to be negatively evaluated and overall foreign
language anxiety. Besides, the students’ FNE showed variance in terms of gender,
females having more FNE. Moreover, the students’ language anxiety, along with their
CA, TA and FNE, differed in terms of their entry level, the intermediate level students
being less anxious compared to the beginner and pre-intermediate level ones. Another
important finding was that the students” WTC differed in terms of their experience in

a foreign country, those who had the experience being more willing.

5.3 Practical Recommendations

In this section, several recommendations are presented for foreign language
teachers, administrators, and further research in accordance with the results of the

current study.

5.3.1 Recommendations for Practitioners

This study provides several implications teachers can put into practice in
foreign language classrooms. To begin with, since the language learners’ non-
cognitive features such as foreign language anxiety, communicative anxiety, test
anxiety, fear of negative evaluation, tolerance of ambiguity and willingness to
communicate in English are significant during their language learning process and for
their ultimate attainment, teachers can try to identify the anxiety-provoking aspects of
the language learning via in-class observations or action research and make an effort
to diminish them. Another point is that teachers are advised to get feedback about the
practices in the classroom in terms of their attitudes and feelings towards them.
Through this feedback, teachers can redesign their curriculum and language instruction

accordingly in a way that will eliminate the possible obstacles raising the students’
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affective filter. Also, they can focus more on in-class assessments which are more or
less anxiety-free rather than high-stake exams which cause apprehension. Another
practical recommendation is that the language teachers can try to establish a positive
rapport with and among the students in order to decrease their fear of negative
evaluation and peer pressure. Also, it can help their ambiguity-related concerns
because students can be scaffolded better by their teacher in a positive classroom
environment and get used to the uncertainties of the learning process and the language
itself. What is more, involving several meditation techniques such as mindfulness and
self-affirmation ones during the classes, which might be interesting and attention-
grabbing could be a practical idea. These techniques may also break the ice among the
students, if there is, and increase their willingness to communicate by diminishing their
fear and anxiety towards being negatively evaluated. Particularly for English prep class
teachers in Turkiye, it can be advised that they collaborate with the school
administration and organize workshops or webinars on related issues which will
provide practical suggestions and attract the students’ attention. In addition, even
though their student profile is comprised of young adult students, they can make an
attempt to involve gamification in their classes to create fun and lower their affective
filter.

5.3.2 Recommendations for School Administrators

In this part of the section, several recommendations concerning the
administrators of foreign language schools are provided. Firstly, as mentioned above,
administrators can try to identify the students’ problems related to anxiety-provoking
situations, the reasons for their unwillingness to interact with others and uncertainties
via various tools to gather data such as questionnaires or interviews and through the
observations of the teachers. Later, they can arrange webinars and workshops aiming
to make practical recommendations for students via the specialists of the issues. In
addition, they are advised to offer psychological consultancy services that students
with anxiety problems could resort to. Another salient recommendation is that the
administrators should take the influence of having a foreign country experience into
account and use their resources to give their students the opportunity to go abroad

during their prep class education.
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5.3.3 Recommendations for Further Research

The following recommendations can also be made for further research. Firstly,
since the data in this study were gathered utilizing quantitative data collection
methods, further studies might be conducted involving both quantitative and
qualitative ones. Such studies will provide deeper understandings for these factors
since data collection techniques such as interviews, focus groups and written essays
enable the students to express their feelings better without being confined to the
numbers or short phrases. Secondly, the studies concerning these constructs are still
insufficient to draw conclusions. Especially SLTA and WTC are relatively new
constructs, thus it is essential to realize further research in order to explain the concepts
in a better way. Moreover, these variables require further examination since they are
likely to be the antecedents of each other and other cognitive and non-cognitive
constructs. They carry the potential to be associated with various other constructs and
demographic variables in psychology and foreign language learning domains such as
motivation, self-regulation, socio-cultural background, mindful self-compassion and
academic proficiency. Therefore, they deserve attention in terms of bringing an
explanation to the language learners’ behaviors. It is also advised that they be studied
in relation to strategies to overcome the problems concerning these variables. Another
recommendation is that because this study was carried out with a limited number of
students studying in the English prep classes in Tirkiye, other studies should be
conducted involving more students from various universities throughout the country.
Since the participants of this study were comprised of young adults, conducting further
studies with different age groups is also advised. In addition, the current study is
limited to the data collected via Second Language Tolerance of Ambiguity Level Scale
(SLTAS) by Ely (1995), Foreign Language Classroom Anxiety Scale (FLCAS) by
Aksoy (2019) which was an adaptation of the scale proposed by Horwitz et al. (1986)
and the Willingness to Communicate Scale (WTC) adapted by Uyanik (2018) from the
scale by Cao and Philp (2006). Taking the sociocultural and individual differences of
Turkish students from those in other countries into consideration, scholars can head
for developing measures that are specific to the English prep class context in Turkiye

with the aim of obtaining more reliable results. Finally, when the literature is



reviewed, it can be understood that there are very few experimental studies touching
upon SLTA, WTC and FLA. Considering these kinds of studies are essential to
establish causal relationships among various factors, further experimental research
might be implemented to get a deeper understanding of their sources and effects.
Finally, all the constructs investigated in this study are prone to fluctuations over time.

Thus, longitudinal research is also necessary to observe these changes in time.
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Appendices

Appendix A — Consent Form for FLCAS

Olcek Kullanim izni Talebi

Etiket ekle

Asiye BASTURK... 14.10.2020
«
Alicilar: as )

Sayin Hocam,

istanbul Medeniyet Universitesi, Lisansisti Egitim
Enstitiis, Ingiliz Dili Egitimi Tezli Yiiksek Lisans
Programi'na kayith tez agamasinda bir 6grenciyim.
izniniz olursa Foreign Language Classroom Anxiety
Scale isimli Tlrkge olgedginizi, English Preparatory
Students’ Ambiguity Tolerance, Foreign Language
Anxiety and Willingness to Communicate in
English baslkli tez galigmam igin kullanmak
istiyorum. Tez danigmanim Dr. Ogr. Uyesi Ferdane
Denkci Akkag'in (fe

" rehberliginde calismamin verilerini -

ingilizce hazirlik programlarinda égrenim gérmekte
olan égrencilerden toplamayi planlamaktayim. Olgegi
kullanabilmem igin izin verebilirseniz ¢ok mitesekkir
olurum.

Tum galigmalarinizda kolayliklar ve basarilar dilerim.

Saygilarimla,

Ogr. Gor. Asiye BASTURK BEYDILLI
Istanbul Medeniyet Universitesi

Olgek kullanimi hk Gelen kutusu e

A AKSOQY 19.10.2020 A
° Alicilar: ben v o )

Merhaba hocam,
Yogunluktan dolayi cevabim gecikti kusura bakmayin.
FLCAS' in tarafimdan olugturulmus olan
Tiirkge versiyonunu kullanmanizinin benim igin bir
mahsuru yok. Yalniz ben terciime etmeden 6nce
olgedi kullanmak igin Elaine Horwitz' den izin
almistim. Isterseniz bunu degerlendirin. Sonugta
tercime bana ait ama 6lgek degil.
Galismanizda basarilar ve kolayliklar dilerim.
Saygilanimla,

Aksoy

)% ¢
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Appendix B — Consent form for WTC

Sayin Hocam,

istanbul Medeniyet Universitesi, Lisansiistii Egitim
Enstitiisd, ingiliz Dili Egitimi Tezli Yiiksek Lisans
Programi'na kayith tez asamasinda bir 6grenciyim.
izniniz olursa Willingness to Communicate in English
Scale isimli Tlrkge olgeginizi, English Preparatory
Students’ Ambiguity Tolerance, Foreign Language
Anxiety and Willingness to Communicate in
English baslikli tez galismam igin kullanmak
istiyorum. Tez danismanim Dr. Odr. Uvesi Ferdane
Denkci Akkas'in (fe.

) rehberliginde calismamin verilerini S

ingilizcé hazirlik programlarinda 6grenim gérmekte
olan dgrencilerden toplamayi planlamaktayim. Olgegi
kullanabilmem igin izin verebilirseniz ok mitesekkir
olurum.

Tim galigmalarinizda kolayliklar ve basarilar dilerim.

Saygilarimla,

Ogr. Gor. Asiye BASTURK BEYDILLI

B UYANIK 23.05.2021
2 |
Alicilar: ben v

Merhaba hocam,

Kusura bakmayin e-mailinizi eski mailleri karistirirken
gordiim, ¢ok lzgiinim, ge¢ mi kaldim?.
Kullanabilirsiniz.



181

Appendix C — Background Questionnaire (Turkish)

Kisisel Bilgi Formu
Saym Katilimei,

Bu form, ingilizce hazirlik smifi 6grencilerinin belirsizlik hosgoriisii, yabanci dil kaygis1 ve
Ingilizce iletisim kurma istekliligi diizeylerini belirlemek amaciyla hazirlanmistir. Form 4
boliimden olusmaktadir ve cevaplama siiresi yaklasik 10 dakikadir. Toplanan bilgiler yalnizca
bu tez ¢aligmasi i¢in kullanilacak olup isminizi yazmaniz gerekmemektedir. Ayiracagmniz
zaman i¢in tesekkiir ederim.

Calismanin adi: Ingilizce Hazirlik Sinifi Ogrencilerinin Belirsizlik Hosgoriisii, Yabanci Dil
Kaygis1 ve Ingilizce Iletisim Kurma Istekliligi

Arastirmaci: Asiye Bastiirk Beydilli (Ogrenci)
Iletisim e-posta: asiyebasturkbeydilli@gmail.com
Veri toplama amaci: Yiiksek Lisans Tezi, Istanbul Medeniyet Universitesi

Verilen bilgileri okudum ve benden ne beklendigini ve veri toplama siirecini anladim.
Katilimimin goniilli oldugunu ve bu galismaya katilmaktan istedigim zaman ¢ekilebilecegimi
dogruluyorum.

Bu boéliimde liitfen sizden istenen bilgileri doldurun ve sizin i¢cin dogru olan secenegi
isaretleyin.

Cinsiyetiniz:

Kadin

Erkek

Hazirhk okuma durumunuz:

Bu kurumda ilk kez hazirlik okuyorum.

Bu kurumda ikinci kez hazirlik okuyorum.

Hazirhik okulundaki kurunuz (grubunuz):

A Grubu

B Grubu

C Grubu

Universiteniz:

Devlet Universitesi

Ozel Universite/Vakif Universitesi
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Bolimunuz:

Mezun oldugunuz lise tiirii:

Devlet Lisesi

Ozel Lise (Kolej vb.)

Daha once hi¢ yurt disinda bulundunuz mu?

Evet

Hayir

Ana diliniz ve Ingilizce haricinde baska bir dil biliyor musunuz?

Evet

Hayir
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Appendix D — Second Language Tolerance of Ambiguity Scale (Turkish)

Liitfen ifadeleri dikkatlice okuyun ve her bir ifadeye ne dereceye kadar katilip katilmadiginiz
en iyi agiklayan secenegi isaretleyin.

Keanlikle

Kathyorum Katdiyorom

(1

2)

Kararaam

(3)

Katlmmorm

@

Kesinlikle
Katlmoworm

(8]

1. Ingilizes birmetin okurken, tam
olarak  anlamadifimda  buna
tahammiil edemem.

2. Oiretmenim Ingilize
konustufunda sdyledigi her sewi
anlavamazsam rahata= oluum.

3. Ingilizce kompozisyon
vazarken fikirlerimi tam olarak
ifsde  edememekten rahatsi=
olurum.

4. Ingilizze dil bilgisi kurallarm:
tam olarak anlayamamak sinirimi
bozr.

5. Ingilizee telaffummun pek
dogrme olmadifim  hissttifimde
rahatsiz olumm.

6. Tam olarak anlazlmas: zaman
alacak Ingilizme bir meini
okumalktan kevif almam.

1. Ingilizee dil bilgisi kenulanni
galismama rafmen konugurken
veya vamrken bam kalplan
kullanmamn moriug v beni rahatsiz
ader.

8. Ingilizee bir metin vazarken,
anlatmak istediklerimi tam olarak
ifade edememekten hoslanmam.
9. Ogretmenimin  Ingilize
konusurken  bilmedifim  bir
kelime Imllanmas beni rahatuz
ader.

10. Iﬂgi]izz:e konusurken,
fikirlerimi  net  bir  zelilde
aktaramadifimda huzursuz
olurum.

11. Ingilizze kelimelerin
anadilimde  birebir  karghgm
bulamamak beni rahatsiz eder.

12 Ingilizes okuma yaparken beni
rahatsiz  eden  seylerden bin
metnin anlamim tahmin etmek
zorunda kalmamdir.




Appendix E — Foreign Language Classroom Anxiety Scale (Turkish)

Liitfen ifadeleri dikkatlice okuyun ve her bir ifadeye ne dereceye kadar katilip katilmadiginiz

en iyi agiklayan secenegi isaretleyin.

1. Yabanes dil dersinds konusurken hichir zaman kendimden fazla
amin olmam.

Kesinlikle Katliyorm

(5

Katliyorum

4

Kamrssum

(3

Katlmyorom

2

Keainlikle Katilmiyorum

ey

2. Yabanes dil dersinde hata vapmak beni endigelendirmaz.

3. Yabanes dil dersinds sz hakly alacafgima bildifim zaman stress

girarim.

4. Ofretmenimin wabane dilde ne dedifini anlamamaltan
korkarnm.

LA

. Daha fazla vabaney dil darsi almammn bir mahsuro sokiur.

&. Yabanea dil derslerinds, kendimi dersle ilgisi olmavan bagka
sevlar diiginiirken bulurum.

7. 5irekl olarak difer §Z rencilerin vabanci dilds bendan daha i1
olduklanm diginirim.

3. Yabanei dil sinavlannda gensllikle rahat clumm.

9. Yabanci dil samfinda haarhk vapmadan koaugmak durumunda
kaldizimda panik vapmaxa baglarim.

10. Yabaneci dil darsi sinavindan bagarisiz olmamin sonuglar: beni
andigalandirir.

11. Bazm Hkglenn wabanes dil smifinda nedsn ¢ok mutsu=
olduklanm anlamiyorm.

2. Yabancs dil darslerinde o kadar ¢ok gerilinm ki bildiklerimi
vauturim.

13. Yabanci dil darsinde sormn cevaplamak igin 2] kaldirmasa
vlamrim.

14. Yabaneci dil ana dili olan kigilerle konugmaktan ¢ekinmem.

15. Ofretmenin nevi disz=ltbfini anlamadifim z=man moralim
bomlur.
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16. Yabanci dil dersine ivi haarlanmas olsam bile endizelenirim.

17. 5ik =1k vabaner dil dersine katilmak konuzunda isteksizlik
duvanm.

18. TYabaner dilde konustufum =zaman kendimi giivende

19. Yabanc: dil &fretmenimin yaphfim her hatay dizelmeye
ha=r olmast beni kerlutur.

20. Tabancr dil zuufinda 6z hakly verilecefini bildifim zaman
kalbim = ¢arpmava bagar.

21. Yabana dil smavina ne kadar ok caliarsam o kadar gok kafam
karnsr.

22. Yabanci dil dersine calismak igin fistimds baski hissetmeam.

23, Her =man difer dfrencilerin vabaner dili benden daha
konustuklanna inamrnm.

24, Difer &frencilerin &niinde wabanar dilde konusmalktan
sifabinm.

25, Yabane: dil dersi o kadar u=ls flerler ki geri kalacagimdan
endizelenirim.

26. Yabane: dil dersinde difer derslerden daha gergin ve sinirhi

27. Yabane: dil dersinde konvsurken gerilirim ve kafam karigar

28. Yabane dil dersine giderken son derece kendimden emin ve
rahat hizsederim.

29. Yabane dil 68 retmenimin sdyledifi herkelimesd anlamadiim
zmman gerilirim.

30. Yabano dili kotmsmak igin Gfrenmem gereken lumllanm
coklufundan bunalinm.

31. Yabanci dili konusurken dig e Gf rencilerin bana giilecegindzn
korkanm.

32, Yabanci dil ana dili olan kizilerin araanda olmak rahat
hissettirebilirdi.

33. Yabanci dil Gfretmenim daha dnceden hamrlanmadifim
zorular sordufunda gerilirim.
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Appendix F — Willingness to Communicate Scale (Turkish)

dzamda Ingilizce iletigim kummak igin isteldi va da isteksiz olabileced@miz 25 durum géreceksinz.
letizim lurma konusunda segimin tamamen size ait ol dufum varsayin ve her bir dumum igin ilefigim
armayi ne sklikla tercih edeceSinizi (istekl olacafme) ifade eden 0 da 100 arasmda uyzun bir san
segerek ilgli bosluSa rakamla yvazin,

Yol a1l %2 %e30 240 20350 ob0 T %810 %00 %100

dig tercih etmem. EBazen tercih edenim. Hep tercih ederim .
‘Hig istekli olmam ) {Bazenistekli olurum ) (Hep istekli olumm.)
1. Asansérde bir tarndikla Ingilizce komsmak

2

Otobiiste ammadigm bir kisivle Ingilizce komism ak

Toplum icinde tamm adigm bir grup kisivie (vaklasik 30 kisivle) Inglizee konusm ak
4. Sirada beklerken bir tamdikla Ingilizce konusmak

s

Lh

Bir magarada satis elem am ile Ingilizce kormism ak
6. Hoca derste soru sordugunda Ingilizce cevap vermeye géniillii olmak
7. Kalabalik bir arkadas bulusmasinda (vaklagk 10 kisi) Ingilizce konusm ak

8. Dersten sorra hocayla Inglizce kormsmak
0. Derste Ingilizce olarak hir soru sormak

_ 10. Tammadifim kigilerden olusan kiicikk bir grup icerisinde (vaklagk 5 kig) Inglizce
kotmigm ak

__11. Sirada beklerken bir arkadasim la Inglizce kormsmak

12. Restoranda bir garsonla Ingilizee konusm ak

13. Tamdk kisilerden olusan kalabalik bir bulusmada (vaklasik 10 kisi) Ingilizce kormism ak

14. Sirads beklerken tanmm adizim bir ksivle Insilizee konusmak

15. Simfta kendi fikirlerini Ingilizce olarak dile getirmek

16. Bir satci ile Ingilizce kormsmak

17. Toplum iginde bir grup arkadasimla (vaklask 30 kisi) Ingilizce konusm ak

18. Tamdk kisilerden olusan kiiciik bir grup icerisinde (vaklasik 3 kisi) Ingilizce konusm ak

19. Derste Ingilizce grup tarhsm asina katlmak

20. Cép toplayan bir gérevlivie Ingilizce konusm ak
21. Taumadifim kisilerden olusan kalabalik bir bulusmada (vaklagk 10 kisi) Ingilizce
komigm ak

21. Bir kiitiiphane gérevlisiyie Inzilizce konusmak

23. Baskalanmn bir soruvu cevaplandirm asma yvardm ederken Ingilizce konusmak
24 Arkadaslarmmn ol dugu kiicilk bir grup icerisinde (vaklaak 3 kis) Inglizee komsmak
25. Toplum icinde bir grup tamdik ile (vaklagk 30 kis) Ingilizce konusmak
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