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EXPLORING ANXIETY, WILLINGNESS TO COMMUNICATE
AND LANGUAGE PROFICIENCY AMONG
KAZAKHSTANI EFL LEARNERS

This study aims to examine Foreign Language Classroom Anxiety
(FLCA) and Willingness to Communicate (WTC) among Kazakhstani
undergraduate EFL learners majoring in English, taking into account
their self-rated English proficiency. Both FLCA and WTC are crucial
affective factors that influence the effectiveness of foreign language
acquisition. Although English is widely regarded as a global language
and many students choose it as a pathway toward their future careers,
relatively few studies have focused on these phenomena among English
majors in Kazakhstan.

To address this gap, the study employed a mixed-methods approach,
including questionnaires administered to 72 participants and semi-
structured interviews with 11 individuals. Quantitative analyses revealed
significant negative correlations between FLCA and WTC (r = —533,
p <.01) as well as between FLCA and proficiency (r = —477, p < .01).
Qualitative thematic analysis identified five key sources of anxiety:
communication apprehension, fear of negative evaluation, test anxiety,
fear of public speaking, and the negative emotional influence of teachers.

These findings have important theoretical and pedagogical
implications. Theoretically, the study contributes to the broader
understanding of affective variables in second language acquisition
(SLA) by providing empirical evidence on how FLCA and WTC interact
within the Kazakhstani EFL context. Practically, the findings suggest that
supportive teaching environments can help alleviate anxiety and enhance

233



TopaiirbipoB yHuBepcuTeTiHIH Xabapiubicsl, ISSN 2710-2661 ITeoazoeukanvix cepusicor Ne 4. 2025

learners’ willingness to communicate and underscores the importance
of addressing FLCA through positive classroom dynamics and targeted
interventions. Future research should consider additional factors, such
as motivation, cultural factors, and out-of-classroom experiences in
relation to foreign language classroom anxiety (FLCA) and willingness
to communicate (WTC). Investigating these factors in other contexts,
such as among learners of Kazakh and Russian, and speakers of minority
languages in Kazakhstan, could provide valuable insights.

Keywords: language anxiety, willingness to communicate, language
proficiency, EFL learners, affective factors, fear of public speaking, fear
of negative evaluation, test anxiety.

Introduction

Achieving a high level of English competence is a challenging goal for many
Kazakhstani students, partly because English belongs to a different language family
than their native languages. Although students in Kazakhstan study English from
primary school through undergraduate education — and English proficiency is
required for admission to graduate programs — they often encounter difficulties in
language learning. Anxiety is one of the major impediments hindering success in
the foreign language classroom [1]. This study explores the reasons for classroom
anxiety and examines its relationship with students’ willingness to communicate
(WTC) and their self-rated English language proficiency.

Foreign language acquisition is a complex process that can be significantly
undermined by Foreign Language Classroom Anxiety (FLCA), which refers
to the apprehension and negative emotional reactions experienced when using
or learning a second or foreign language [2]. WTC is defined as a learner’s
intention to engage in communication with a specific person using a second or
foreign language and is considered “the most immediate determinant of L2 use”
[3, p- 191]. It was found that learners with high scores on the WTC scale actively
participate in classroom interactions, whereas those with low scores participate
less, therefore, [4] regard WTC as one of the crucial goals of language teaching,
as the willingness to communicate reflects a learner’s competence and signals
active classroom participation.

While numerous studies have examined FLCA and WTC internationally [3;
5], few have focused on the Kazakhstani context [6; 7]. Suleimenova [7] found
that a majority of Kazakhstani students experience severe anxiety during speaking
activities, and the educational setting does not sufficiently promote communicative
skills. Piniel, Khudiyeva, and Gafiatulina [6] compared language learning profiles
of Kazakhstani and Hungarian students, including FLA, self-efficacy, and
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motivation. However, the concept of WTC and its relationship with FLCA and
language proficiency have not been studied in Kazakhstan. This study aims to fill
this gap by examining FLCA, WTC, and self-rated language proficiency among
English majors, whose proficiency levels are expected to increase over time due
to their specialized curriculum.

Language learners face various cognitive challenges during the learning
process. Because questionnaires like the FLCAS and WTCS may not capture all
intrinsic and extrinsic affective variables, combining quantitative approaches with
qualitative interviews is important. In this study we will use a mixed methods
design to answer the following research questions: (1) What are the causes of
FLCA among EFL learners? (2) Is there a significant relationship between EFL
learners” FLCA and WTC? (3) Is there a significant relationship between EFL
learners” FLCA and language proficiency?

Therefore, this study examines the relationship between FLCA, WTC, and
language proficiency among English majors in Kazakhstan, aiming to contribute
to the existing literature by addressing gaps in previous research.

This study is based on the theoretical framework of individual differences in
second language acquisition. Individual differences significantly impact second
language (L2) acquisition, influencing learning outcomes and proficiency levels.
These differences encompass cognitive factors—such as language aptitude,
intelligence, and learning strategies—and affective factors, including emotions
like anxiety, motivation, and attitudes [8].

L2/foreign languag
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Figure 1 — Individual differences in L2/foreign language acquisition framework.

Compiled by the author from Gardner and Clement [8] and MacIntyre,
Dornyei, Clément, and Noels [4]

Anxiety
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Language anxiety is recognized as the strongest emotional factor influencing
language learning, and it is a central affective factor in L2 acquisition, closely
related to constructs like WTC and language proficiency [1]. In language learning,
anxiety can become pervasive if negative experiences are repeated, as it is a
learned emotional response [2]. Anxiety in language learning is a situation-specific
phenomenon measurable among foreign language learners in classroom settings.
Horwitz, Horwitz, and Cope [1] identify three primary components of FLCA
that have been further documented across various educational contexts [9; 5]:
(1) Communication Apprehension: Shyness or fear hindering communication,
often accompanied by anxiety. (2) Fear of Negative Evaluation: Concern about
being judged unfavorably by others. (3) Test Anxiety: Worry about academic
evaluations and assessments.

While these three factors provide a solid foundation for understanding
anxiety-related behaviors, we propose to expand this framework by incorporating
two additional variables: fear of public speaking and teachers’ influence on
anxiety. These additional factors allow us to address specific academic contexts
where public presentations and teachers’ roles significantly impact students’
anxiety levels.

Fear of public speaking is another significant source of anxiety in
language classrooms since students often experience heightened anxiety during
presentations or when required to speak individually in front of peers [10].
While Horwitz, Horwitz, and Cope [1] consider fear of public speaking a facet of
communication apprehension, some studies suggest it may be a distinct source of
anxiety. Learners may feel comfortable in group work but become anxious when
speaking publicly, indicating that fear of public speaking can be independent of
general communication apprehension [10]. Similarly, the teacher’s attitude and
behavior significantly impact students’ anxiety levels. A supportive and positive
classroom environment can reduce anxiety, whereas judgmental teaching attitudes
and unsympathetic personalities can increase it [9]. Positive teacher-student
relationships characterized by openness, trust, and interest in students’ ideas
promote a relaxed learning atmosphere conducive to language acquisition [9].

Another vital factor influencing individual differences in L2 acquisition
is WTC. Defined as «the intention to initiate communication, given a choice»
[4, p. 538], WTC is both an influential factor in language learning and an ultimate
goal of L2 education. It explains why some individuals are more inclined to
communicate than others in identical situations. Anxiety is closely related to
WTC. High anxiety levels can diminish self-confidence, leading to lower WTC
[4]. Studies have found significant negative correlations between language anxiety
and WTC. For example, Yashima [11] reported a strong negative correlation (r
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= —.68) between communication confidence and WTC among Japanese EFL
learners. Similarly, Rastegar and Karami [16] found a negative correlation (r
= —.36) between FLCA and WTC among Iranian EFL learners. These findings
suggest that as anxiety increases, students are less willing to initiate communication
in the language classroom. Addressing anxiety can therefore enhance WTC and
promote more active participation in language learning activities.

Next, research indicates a reciprocal relationship between language anxiety
and language proficiency. Gardner and Maclntyre [2] observed that as language
proficiency increases over time, the negative effects of anxiety diminish. Horwitz,
Horwitz, and Cope [ 1] found strong negative correlations between FLCA and final
grades in foreign language courses (r = —.49 for Spanish and r = —.54 for French
learners), indicating that lower anxiety is associated with higher proficiency.
However, the direction of this relationship is complex. Some scholars argue that
increased proficiency reduces anxiety [4], while others suggest that reducing
anxiety is necessary for proficiency to improve [12]. More specifically, Maclntyre,
Dornyei, Clément, and Noels [4] propose a bilateral relationship: high proficiency
can boost confidence and reduce anxiety, but high anxiety can impede active
practice and hinder proficiency development.

This research investigates the sources of language anxiety among EFL
learners — specifically focusing on communication apprehension, fear of negative
evaluation, test anxiety, fear of public speaking, and teachers’ influence on anxiety
— and examines how these factors relate to learners’ willingness to communicate
(WTC) and learners self-rated language proficiency. Grounded in the theoretical
framework of individual differences in second language acquisition, which
highlights the impact of cognitive and affective factors on learning outcomes,
the study aims to understand the complex interplay between anxiety, WTC, and
proficiency levels. By expanding upon existing models of Foreign Language
Classroom Anxiety (FLCA), the research seeks to provide deeper insights into
how anxiety affects language acquisition and to identify strategies that can mitigate
its negative effects on learners’ communication willingness and proficiency
development.

Materials and Methods

The present study employed a convergent parallel (or concurrent) mixed
methods design to collect and combine both quantitative and qualitative data
simultaneously, thus compensating for the weaknesses inherent in each approach
[17]. Employing both quantitative questionnaires and qualitative interviews
allowed for a more in-depth understanding of the multifaceted nature of language
anxiety and yielded more reliable results.
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This study used nonprobability convenience sampling to recruit 81 English
major students from a university in Pavlodar, Kazakhstan, which has a relatively
long history of preparing English specialists to meet labor market needs. Since
different academic years might bring diverse experiences, such as exposure to
various courses and teaching methods, this study included students from all four
years to ensure a varied sample that enriches the understanding of the factors
contributing to language anxiety. English major students were chosen because they
tend to demonstrate more deliberate efforts in language learning, in contrast to
students whose qualifications and future careers do not necessarily demand a high
command of English. Additionally, many English major students in Kazakhstan
pursue careers in English language teaching, which may make them more adept
at assessing their own English proficiency. The process of becoming an English
teacher involves not only academic study but also practical application through
teaching experiences and interactions with diverse language learners. This hands-
on engagement allows English majors to develop a heightened awareness of
their own language proficiency, as they continually assess their ability to convey
complex linguistic concepts and facilitate language learning.

Furthermore, to validate the collected quantitative data, purposeful maximal
variation sampling was employed to recruit 11 students from among those who
had completed the questionnaire for face-to-face semi-structured open-ended
interviews. To fulfill the requirements of maximal variation sampling, we
intentionally selected three first-year students, two second-year students, three
third-year students, and three fourth-year students to offer diverse perspectives
on the issues considered in the study.

Two closed-ended questionnaires, adapted from established scales, were
employed to collect quantitative data. The first questionnaire, adapted from
Horwitz, Horwitz, and Cope [1], is the Foreign Language Classroom Anxiety Scale
(FLCAS), comprising 33 items measured on a 5-point Likert scale. This instrument
aims to assess the extent of language anxiety experienced by learners in various
foreign language classroom situations, encompassing activities related to speaking,
listening, reading, and writing. The second questionnaire is the Willingness to
Communicate Scale (WTCS), adapted from Maclntyre, Baker, Clément, and
Conrod [18]. It gauges language learners’ willingness to communicate across the
four language skills during lessons.

Open-ended semi-structured interviews were conducted to gather qualitative
data on students’ FLCA and WTC. The interview questions were predominantly
derived from both the FLCAS and WTCS questionnaires, providing additional
insights to complement or validate the quantitative data. The interviews were
conducted in Kazakh and Russian, depending on participant preferences. They
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were conducted immediately after the lesson in which the students were surveyed
and lasted approximately 15 minutes each. The paper-based questionnaires were
administered to 81 English major undergraduates in the middle of the 2017-2018
academic year. Only 72 responses out of 81 could be used; 9 responses were
discarded due to incompleteness.

To analyze the data, both quantitative and qualitative approaches were
employed. The quantitative and qualitative data were analyzed separately, and
the results were interpreted to determine whether the findings from these two
approaches confirmed or contradicted each other [17]. For the quantitative
data analysis, the IBM SPSS Statistics 17.0 software package was employed.
The responses from 72 participants out of the initial 81 were entered into the
software, excluding 9 students due to incomplete answers. The analysis began
with the calculation of data reliability using Cronbach’s Alpha. Both FLCA
and WTC scales demonstrated a very high level of internal reliability, yielding
Cronbach’s Alpha coefficients of o =.938 and a. = .905, respectively. The internal
consistency reliability for the combined questionnaires was o = .795, indicating
acceptable credibility. As the collected data satisfied the criteria for Pearson’s
correlation, this analysis method was chosen to identify the direction, strength,
and significance of the relationships between variables. Consequently, Pearson
correlation analysis was employed to examine how FLCA, WTC, and language
proficiency are interconnected.

The qualitative interview data were interpreted through thematic analysis.
Key themes were identified during the coding process. Specifically, we focused
on participants’ responses that detailed their reasons for classroom anxiety.
Subsequently, the identified sources of anxiety were categorized, presented, and
discussed in the following chapters. We identified five major factors that triggered
anxiety among the participants.

Results and Discussion

Students in the questionnaire surveys demonstrated a moderate level of FLCA.
Descriptive statistics for the FLCAS indicated a mean score of M = 88.92 (out
of 165) with a standard deviation of ¢ = 21.73. Therefore, 95 % of participants
scored within two standard deviations of the mean, ranging from approximately
45.46 to 110.65.

Our findings align with Horwitz, Horwitz, and Cope’s [1] conceptualization
of foreign language anxiety, as participants in our study reported experiencing
communication apprehension, fear of negative evaluation, and test anxiety.
Additionally, the interviews revealed that a negative learning atmosphere created
by the teacher and fear of public speaking contributed to FLCA manifestation.
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The FLCAS questionnaire identified that EFL learners experience
communication apprehension stemming from the fear of not understanding every
word the teacher says. Specifically, 38.9 % (n = 28 out of 72) agreed or strongly
agreed with the statement «It frightens me when I don’t understand what the
teacher is saying in English», and 37.5 % (n =27) with «I get nervous when I don’t
understand every word an English teacher says». This indicates that more than a
quarter of the students feel anxious in their English classes due to communication
apprehension. Qualitative data supported these findings as some students reported
feeling anxious when the teacher’s speech includes unfamiliar or difficult words.
For instance, Student 9 explained:

Sometimes it happens [anxiety takes place]. For example, when a teacher
speaks English, and I understand some of his words, but I still don’t understand
many other words. Then I try to ask the teacher again, or I can ask my peers what
task was given and what to do. (Student 9).

Students also experience language anxiety due to the fear of being perceived
as less knowledgeable than their classmates. This cause of anxiety was identified
through the following questionnaire items, with students agreeing or strongly
agreeing: «I keep thinking that the other students are better at English than I am»
(45.8 %, n =33); «I always feel that the other students speak English better than
Ido» (37.5 %, n=27); «English class moves so quickly I worry about getting left
behind» (26.4 %, n = 19); «It embarrasses me to volunteer answers in my English
class» (32 %, n =23); «I am afraid that the other students will laugh at me when
I speak English» (18.1 %, n=13).

Approximately 3045 % of participants worry about being negatively
perceived by their peers, comparing their own proficiency, participation, and
achievements with those of their classmates.

Several students expressed anxiety about what others might think of them,
fearing they may appear less competent. Student 4 explained:

Yes, in general, I have that [worry about others’ opinions] since childhood. I
have always been listening to the opinions of people and wondering what people
may think of me if I make a mistake or tell them something wrong. I always
thought about it. It seems to me a big minus ... Maybe the fact that I think about
the opinions of people... it’s probably a kind of barrier to learning the language.
Perhaps if | had not thought about it, I would have known [the English language]
much better now. (Student 4)

She believes that this fear has hindered her from achieving higher language
proficiency.

This fear also relates to peers’ reactions. One interviewee discussed her
feelings about classmates’ comments during lessons:
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There are moments when I speak, for example, I perform my speech in English
and my classmates... I know they are smart and that’s how it starts, everyone puts
out their comments. So they might point ‘you did not say that correctly here or
there...”. I would be more comfortable if I am corrected by a teacher, rather than
a classmate. Well, because it annoys me for some reason. (Student 5)

She feels more comfortable receiving corrections from the teacher rather
than classmates, as peer feedback can increase her anxiety.

The questionnaire items «I am afraid that my language teacher is ready
to correct every mistake I make» and «I don’t worry about making mistakes
in language class» received 13.9 % (n = 10) agreement and 29.1 % (n = 21)
disagreement, respectively. Students who agreed with the former and disagreed
with the latter items appear anxious about making mistakes in English lessons.

One student reported her particular concern over mistakes made during oral
performance:

Let’s say when I answer the teacher and meanwhile all the classmates are
listening, and when the teacher makes any kind of... remarks, that seem to be
elementary, and I knew about them. So, I understand that I could avoid making
these mistakes. And someone may look at me like, ‘Hey, why [made such a
mistake]? You could have responded in a different [correct] way’. (Student 2)

She emphasizes her concern about the correctness of her speech rather than
others’ opinions.

Another student expressed feeling constantly tested by the teacher and
worrying about performing successfully to receive a high grade:

I’m worried because I try to remember everything that [ know. And this, in
turn, affects me since I might feel tense. And at that moment I’m thinking about
not what I’m going to say, but about what mark I’'m going to gain now. And these
thoughts are really confusing. (Student 10)

She struggles to think constructively during lessons due to worries about
potential grades.

Three out of eleven interviewed students reported feeling anxious about
speaking in front of others. They explained that presenting information or
answering questions in the presence of classmates can trigger nervousness:

But particularly in terms of the classes, only during an oral speech. It [anxiety]
appears when for example I have to perform a presentation. That’s the only case
when I feel nervousness. (Student 1)

When you [I] have to speak in front of the public. A group work is much
more comfortable. I can also work individually, but in front of the public, yes, I
am anxious. (Student 4)
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Well, yes, when you [I] have to, for example, to say something without
having prepared for this beforehand. Speaking in front of the audience. (Student 6)

The act of public speaking itself is a source of anxiety for these students.

Apart from individual differences, a teacher’s attitude can significantly affect
the degree of language anxiety. Students emphasized that the teacher’s demeanor
influences their emotional state:

I like any [teaching] method. The main thing is whether the teacher himself
is interesting to me. Whether he is interested in us [students], in the lesson itself.
(Student 2)

It [anxiety] depends on the mood of the teacher rather than a teaching method
used. But in general, I feel quite confident. (Student 11)

Not at the moment. But in general yes, I experienced it [language anxiety].
It was depending on the teacher. Our current teacher knows how to ingratiate
herself to us. Well, she wins us over, and we may behave in the more liberated
way. (Student 4)

I don’t know, she does not react in that way when I make a mistake... Well,
if you make mistakes in your speech... other teachers... let’s say might look at you
differently. But she... She will not look at you with a scorn. And on the contrary,
she may even laugh with you. She’s a person who praises people. Let me put it
in this way... When you do something, she can find the pluses in it... and in a
person. (Student 4)

I think that ideally, a teacher should be like ours — [name hidden]. I do not
know if you know her or not ... She jokes with us. She uses her life examples. She
makes us feel on equal terms with her. Well, she rather feels herself on equal terms
with us. And there is no such a barrier that she is an adult and everything should
be serious. I don’t know, we are joking with her and having fun, and apparently,
I’ve got a confidence in the lessons particularly due to this. Well... And it’s easier
for me. We have another teacher... For example, there is a teacher of German.
That teacher really makes me feel anxious. (Student 5)

These excerpts illustrate that a supportive and positive teacher-student
relationship can reduce FLCA, while negative reactions and criticism can increase it.

The relationship between FLCA and WTC was calculated using Pearson’s
product-moment correlation coefficient. The analysis revealed a significant
negative correlation between FLCA and WTC (r = —.533, p < .01), indicating
that higher levels of language anxiety are associated with lower willingness to
communicate (and vice versa), which represents a large effect size as given in
the following table.
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Table 1 — Correlation Matrix of the FLCAS and WTCS

FLCA WTC
FLCA Pearson Correlation 1 -.533%*
Sig. (2-tailed) .000
N 72 72
WTC Pearson Correlation =533 1
Sig. (2-tailed) .000
N 72 72

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

Qualitative data aligned with these findings. Many students reported increased
willingness to participate in English lessons as their language anxiety decreased.
For example, Student 4 reflected:

For example, during the first two courses, English for me was... how to say...
it was really disturbing me. Because I was afraid... Well, you know, I thought
there is always someone who knows English better than me. [Was afraid] That
I will have gaffes somewhere. But now, conversely, I’'m going to the English
lessons with pleasure... yes. I even like it. I feel more comfortable [during the
lessons]. (Student 4)

She associated past language anxiety with fear of negative evaluation and
mistakes. Over time, as her anxiety decreased, her willingness to participate
increased. Similarly, Student 1 described how language anxiety affected his
willingness to communicate:

... At the beginning. At the very beginning, we all had a language barrier.
And even if you know something, let’s say basics, you do not want to talk. Because
you know... who cares about my basics? What can I tell them?! (Student 1)

He linked communication apprehension with a lack of willingness to
communicate due to limited language proficiency.

In terms of the relationship between students’ FLCA and their English
proficiency, FLCA scores decreased as proficiency levels increased: elementary
M = 126.00, pre-intermediate M = 107.50, intermediate M = 84.55, upper-
intermediate: M = 80.90, advanced M = 67.00.

Pearson’s correlation indicated a significant negative relationship between
FLCA and self-rated language proficiency (r =—.477, p <.01) as depicted below,
suggesting that students with higher language proficiency experience lower FLCA.
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Table 2 — Correlation Matrix of the FLCAS and Self-Rated Language Proficiency

Self-rated
language pro-
FLCA ficiency
FLCA Pearson Correlation | | S 47T
Sig. (2-tailed) 000
N 72 72
Self-rated language profi-|Pearson Correlation | - 477%%* 1
ciency Sig. (2-tailed) 000
N 72 72
**_Correlation is significant at the 0.01 level (2-tailed).

Interview participants echoed these findings. Students narrated how improving
language proficiency reduced their anxiety. Student 1 stated:

But honestly, I can say that I'm... Well... I cannot feel this feeling when the
language [English] has improved. I can only feel it only when I use the language
itself. For example, when I speak with a foreigner. I can understand that I can
speak well. But in exams, it’s just a requirement. I need to learn this and I told
you this. Of course, a confidence is... Well, if you know the language well, then it
[confidence] comes to you. A confidence. Personally, I feel like this. (Student 1)

He feels more confident and less anxious when his language proficiency
improves through actual use.

Student 2 added:

Undoubtedly. This happens. Because each time there is a new material — it
is interesting, somewhat complicated and at the same time, it is a great pleasure
when you study... something new and at the same time not familiar to you. It even
gives [me] sort of confidence, really. You are satisfied, so to speak. Because you
feel the work is done, it helps you grow in your level of language skills. (Student 2)

She gains confidence from studying new material, which reduces her anxiety.
Several students highlighted the importance of expanding their vocabulary:

Oh sure. Always. Well, not when I start speaking more with someone or
studying something, but after reading a few books. Then you start to realize
that your speech becomes better and you start to use other words that you didn’t
know before, and then you already know them. It is good for you to know and
use them. (Student 7)

In fact, I have never tried to evaluate my knowledge in the [English] language,
but in general, as time goes on, you learn the language better. And in fact, yes, the
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confidence appears. Especially when your vocabulary is being replenished. You
learn more words and you feel more comfortable when you speak. Something
like this. (Student 8)

For example, when I studied at school, we had teachers who spoke Kazakh or
Russian only at the lessons. They usually did not speak English or spoke at least
sometimes. But now, here all the [English] lessons are taught in English. In the
beginning, yes, I did not understand the words. But from time to time, I started to
understand these words, and that was the change. By now, I can say that I know
and understand better than before. For example now, if I will have to speak with
a foreigner in English, I can do that freely. (Student 9)

Conversely, Student 10 reported that poor vocabulary contributes to her
anxiety: [Feel anxious] When for example you need to express your opinion.
Something about this. Due to the fact that... Once again, the lack of vocabulary
and for example, I cannot connect the words. I have some sort of set of certain
words that I just usually use, but I cannot properly connect them. Particularly
because of this [anxiety takes place]. More precisely because of the fact that my
foundation is weak, the knowledge (Student 10). She emphasizes that low language
proficiency and limited vocabulary increase her anxiety during English lessons.

The following paragraphs will discuss the interpretation of the results
presented above. This study identified five primary factors contributing to foreign
language classroom anxiety (FLCA) among EFL learners: communication
apprehension, fear of negative evaluation, test anxiety, fear of public speaking, and
teachers’ negative emotional influence. These findings are consistent with previous
research on language anxiety in second language learners [1; 5]. Communication
apprehension arises when students do not fully understand their teacher’s
speech, leading to fear of ineffective communication. As Horwitz, Horwitz, and
Cope [1] explain, students often believe they must comprehend every word to
communicate effectively, and this perceived necessity can provoke anxiety when
comprehension is incomplete. The fear of negative evaluation involves concern
about being judged unfavorably by peers or instructors. Students may feel that
others are more proficient and worry about appearing less knowledgeable, which
hinders classroom participation [5]. This anxiety is intensified in competitive
environments where students strive not to be perceived as inferior. Test anxiety
stems from stress related to constant evaluation and the possibility of making
mistakes. Students preoccupied with correctness may experience heightened
anxiety, impairing their performance [1]. Negative attitudes from teachers toward
errors (negative feedback, highlighting and criticizing learners’ errors in their
language use) can exacerbate this anxiety, causing students to focus excessively on
form over meaning, which may impede language improvement [12]. Conversely,
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well-implemented corrective feedback, combined with supportive practices, such
as speaking practice, group-work strategies, and consideration of individual learner
differences, has been shown to significantly alleviate learners’ language anxiety,
leading to improved academic performance and attitudes toward learning [13; 14;
15]. The fear of public speaking specifically refers to nervousness when speaking
in front of classmates, which can differ from general communication apprehension
[10]. While group discussions may be less intimidating, presenting to the entire
class can trigger significant anxiety. This fear may be linked to concerns about
meeting perceived standards of effective public speaking in a foreign language.
Finally, teachers’ negative emotional influence significantly affects student anxiety
levels. Negative attitudes, behaviors, and a stressful classroom atmosphere created
by the teacher can increase anxiety [ 10]. Participants noted that a teacher’s negative
emotional state impacts their feelings, especially if such negativity is consistent.
Conversely, teachers who foster a supportive and positive learning environment
can reduce anxiety, highlighting the crucial role of the teacher in shaping the
classroom atmosphere.

A significant negative correlation was found between FLCA and WTC,
indicating that higher anxiety levels are associated with lower willingness to
communicate. This finding is consistent with previous research [11]. According
to Maclntyre, Dérnyei, Clément, and Noels’ [4] heuristic model, state anxiety can
reduce WTC in specific situations. Qualitative data supported this, with students
reporting increased WTC as their anxiety decreased over time. Furthermore,
the study found a significant negative correlation between FLCA and self-rated
language proficiency. Students with higher proficiency experienced lower anxiety,
corroborating findings by Gardner and MacIntyre [2]. Participants noted that
expanding their vocabulary and improving language skills reduced their anxiety,
echoing Lucas, Miraflores, and Go’s [9] observation that vocabulary acquisition
aids in coping with anxiety. Some students believed that reducing anxiety led to
improved proficiency, aligning with Krashen’s [12] Affective Filter Hypothesis,
which posits that high anxiety acts as a mental block to language acquisition. Others
felt that enhancing proficiency decreased their anxiety, suggesting a reciprocal
relationship between the two variables.

Conclusion

This study explored the causes of foreign language classroom anxiety and its
relationships with willingness to communicate and language proficiency among
Kazakhstani EFL students majoring in English. The key findings are:

Five main factors contribute to FLCA: communication apprehension (anxiety
due to incomplete comprehension during communication), fear of negative
evaluation (concern about being judged unfavorably by peers or teachers), test
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anxiety (stress from constant evaluation and fear of making mistakes), fear of
public speaking (nervousness when speaking in front of classmates), and teacher’s
negative emotional influence (the teacher’s negative attitude or behavior increasing
student anxiety).

FLCA and WTC: A significant negative relationship exists between FLCA
and WTC. Lower anxiety levels are associated with higher willingness to
communicate.

FLCA and Language Proficiency: There is a significant negative correlation
between FLCA and language proficiency. Students with higher proficiency levels
experience less anxiety.

The findings underscore the critical importance of fostering a supportive
classroom environment where teachers cultivate a positive atmosphere to
reduce anxiety, encourage participation, and support language acquisition. By
recognizing and addressing specific anxiety factors — such as communication
apprehension, fear of negative evaluation, and test anxiety — educators can help
students overcome barriers to learning. Moreover, strategies aimed at encouraging
students’ willingness to communicate should not only focus on enhancing language
proficiency but also consider the social and affective factors that influence their
readiness to engage.

Despite the valuable insights gained, the study’s sample size, 72 participants
for quantitative analysis and 11 for interviews, may limit the generalizability of
the findings. Future research should include larger and more diverse samples to
enhance applicability. The reliance on self-rated language proficiency may also
introduce bias; therefore, subsequent studies should employ objective proficiency
measures like standardized test scores. Further research could explore additional
variables such as motivation, cultural factors, and out-of-classroom experiences
in relation to foreign language classroom anxiety (FLCA) and willingness to
communicate (WTC). Investigating these factors in other contexts, such as
learners’ first language or among speakers of minority languages in Kazakhstan,
could provide valuable insights.
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*X. M. Kenorcemaes!, A. Cetioin’

2Acrana IT yHuBepcureri,

Kazakcran Pecmry0Oimkacel, AcTaHa K.
10.04.25 x. 6acnara TYCTi.

10.11.25 k. Ty3eTyiepimMeH TYCTi.

25.11.25 x. 6achII mbFapyra KaObUTIaH b

KA3AKCTAH/IBIK BAKAJIABPUAT CTY AEHTTEPIHIH
KOBAJIKYIIBUIBIFBIH, TUIAECYTE JAUBIHABIFBIH
7KOHE AFbUIIIBIH TIJII AEHI'EUIH 3EPTTEY

Amanmeiuwt  3epmmeymiy  makcamol  Kazaxcmanoa — agvliuibii
MiniH Mamanowvly peminde mayoazan JdcoHe OHbl wem Mmini peminoe
MeHeepin Hcamxan cmyoeHmmep apacviHod o1apobly wiem minin yupeny
cabazvinoazvl Kobanxcywiavizel (Foreign Language Classroom Anxiety,
FLCA) men minoecyee oauivinovizein (Willingness to Communicate,
WTC) acvimwubin  minin  MeHeepy Oeneellin ©3iHOIK 6aganaybvimeH
oatinanvicmoipa omuvipvin xapacmuipy. FLCA men WTC — wem minin
muimoi ueepyee bIKnai ememin Manwiz0vl aggexmuemi Gaxmopnap
oonvin maodwliadvl. Avinuvin mini scahanoviy min peminoe Kewinew
KONOAHYbIHA JCoHe Konme2eH cmyoeHmmepoiy OHbl Keleulekmezi Kaciou
JHCONOAPBIHA  Kadicemmi KYpal peminoe manoayblHd Kapamacma,
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Kasakcmanoa amanean axkmopnapoviy asvliweln minin  yuperyoezi
acepine dicypeizisieen sepmmeyiep HCemKINIKCI3.

Ocbl  ONKbLIBIKMbIY OPHLIH  MOAMbIPY MAKCAMBIHOA, AMAIMbIU
sepmmeyoe apanac 20ichama KONOaHy apKwlibl 72  KamblCyubiad
cayannama scypeizinin, 11 cmydenmnen dcapmoinaii KypolibIMOAH2AH
cyxoam anvinovl. Canovix manoay Hamudcenepi FLCA men WTC
apacvinoa (r = —.533, p < .01), conoati-ax FLCA men mindix oinikminix
Oeneetii apacvinoa (r = —477, p < .01) eneyni mepic koppenayus 6ap
exenoicin kepcemmi. Cananvlk mMAaKbpelNmMulK, MAI0dy HIMUICECH
FLAC-0iy 6ec Hecizei KO3iH aHLIKMAObI: KOMMYHUKAYUS KYPYyoaevl
KOpPKbIHbIW, mepic 6a2a anyO0an KOPKY, eMMmuxau ypeull, KOonuinix
anovbiHOa collieyOeH KOPKY HCoHe OKbIMYUIbLIAPObIH Mepic IMOYUALTbIK
bIKNAbL.

byn 3epmmeyoiy meopusanvix dtcone nedazouxaiblk MmMypevloaH
Manwiz0bl  mysxcoipuimoapsl  oap. Teopusnvlk mypavloaH, 3epmmey
Kasakcmanovlx ageinwbln mini wem mini peminoe OKblMbLIAMbIH
(EFL) manumiminoe FLCA men WTC apacvinOaeel e3apa OaiiiaHblcmol
IMRUPUKATLIK OepeKmep apKblibl Kopcemin, eKiHuwii mindi MmeHeepy
canaceinoazvl  aggexkmuemi paxkmopnapovl mepeHipex MmMyciHyee
vignan emeoi. Iledazoeukanvlk mypeeloan, 3epmmey HaMudiceLepi miu
yupeHnyoezi KoOAIHCYUbLIBIKMbL  A3aUmyod HcaHe CcmyoeHmmepoin
mindecyee Oe2eH HUeMIH apmmulpyod  HCALIMObI  CHIHBINMBIK
ammocghepa  Kypy MeH Makcammul Neoaco2UKANbIK —apanacyiap
YUbIMOACmbIPYObIH MAHBI30bLIbIEbIH Kepcemeoi. bonawag
3epmmeynepde min yuperyoeei KOOAINCYWbLIbIK NeH mindecyee
OaubIHObIKMbL MOMUBAYUS, MIOEHU (PaAKmMopLap dHcaHe ayoumopusoan
muic madcipubenep cuaKmol KOCbLMULA acnekmiiepmen OauIanblcmoipa
Kapacmuoipy ycoinoliaosl. ConviMen Kamap, 0yn (hakmopiapovl Ka3ax
Jicone opuvic mindepin yupenywinep men Kasaxcmanoazol dmMHUKANbIK
a3z canovl monmap eKin0epiHiy apacelHoa 3epmmey KYHObl MeoPUsLIbIK
JHCoOHe NPAKMUKATILIK, MYCIHIKmep 6epyi MYMKIH.

Kinmmi ce30ep: min yupeHnyoeci KOOAIICYWBLIbIK, mindecyee
0atibIHObIK, MINOI MeHeepy OeHeelll, a2bLIWbIH MILIH uem mini peminoe
yupenywinep, agpgpexmusmi gpakmoprap, KONwiniK aidvliHOd colieyoeH
KOPKY, mepic 6aza anyoan KOpKy, eMmuxaH ypeui.
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TPEBOXXHOCTb, TOTOBHOCTb K OBIIEHHWIO U YPOBEHb
BJIAJEHUSI AHI'TTHUCKUM S13bIKOM CPE/IH KABAXCTAHCKHUX
CTYJEHTOB-BAKAJIABPOB

Hacmoswee uccredosanue nocesiuyeHo u3yueHuio mpegojiCHoCu,
CA3AHHOU € UBYYEHUeM  UHOCMPAHHO20 — A3bIKA  (ayoumopnas
MPEeBONCHOCMb  NpuU  usyvenuu unocmpannoeo ssvika — FLCA), u
2omoenocmu k kommyHuxayuu (WTC) cpedu kazaxcmaHckux cmyoeHmos
bakanraspuama, 00y4aOUUxXca no CReYUATbHOCMU « AHIUUCKUT A3bIKY».
B pabome yuumvieaemcs ux cyOvekmugHdasi OYeHKa YPOGHS GIAOEHUs
anenutickum azvikom. Oba ykazannvix ¢enomena — FLCA u WIC —
npedcmagisiiom — coboll  Kuouegble  IMOYUOHATbHO-NCUXOLOUYECKUE
(akmopel,  enusiowue HA  YCHEUWHOCMb  OCBOCHUSI  UHOCMPAHHO20
a3vika.  Hecmompsi na  npusHauHulii cmamyc  aueauiicKo2o — s3blkd
Kak Mupoeoco cpeocmea obwenus u e20 80Cmpebo8aHHOCb Ccpeou
CMYO0eHmo8, CMpeMauuxcsa K NOCMpOeHUu0 MexcOYHapoOOHOU Kapbepbl,
6 OMeYecCmeeHHOU HAYYHOU Jumepamype MumM GONpoCam YOeieHo
HeOOCMAamouno GHUMAHUsL, OCOOEHHO 6 OMHOWLEHUU CMYOeHmOoG-
nunesucmos Kasaxcmana.

s ocnonnenus oanno2o npobena 6 UCCied08aHUU NPUMEHEH
CMeUWAHHbIL Memo0o102u4ecKull N00X00, 8KAIYAIOWUL AHKeMUPOBaHUe
72 yuacmHuKo8 ucciedo8anus u nposedenue 11 nonycmpykmypupoeaHHvix
unmepevio. KonuuecmeenHulll anaiu3 8blsGUIL 3HAYUMbLE OMPUYAMETbHbLE
roppenayuu mexcoy FLCA u WTC (r =—-.533, p <.01), a maxace mesxncoy
FLCA u ypoenem enaodenus azvikom (r = —477, p <.01). Kauecmgennviii
meMamuyeckutl aHaIu3 NO3601UIL 8blOEIUNMb NSMb OCHOGHBIX UCHOYHUKOS
MPEBONCHOCIMU: KOMMYHUKAMUBHASL CKOBAHHOCHb, CMPAX He2AmueHouU
OYEeHKU, MPEeBOICHOCb  neped  dK3AMeHamy, 00si3Hb  NYONUYHbIX
BLICHYNIEHUT U HE2AMUBHOE IMOYUOHATBLHOE GNIUsIHUE NPEeNn00asameinel.

Tonyuennvie pesyibmamovl UMeION  BANCHOE  MEOPEMULECKOEe
u nedacocuueckoe  3uavenue. C meopemuuecKkol MOUKU 3PEHUs.
uccreoosanue  cnocoocmeyem  6onee  2IYOOKOMY — NOHUMAHUIO
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IMOYUOHANbHBIX — (PAKMOPOS,  GIUAIOWUX HA  081AOeHUe  BMOPbIM
A3BIKOM, U NPe0oCmAasisaem IMAUpudecKue OaHHble O G3AUMOCEA3U
FLCA u WTC ¢ ycnogusx uzyyenus aneautickoeo sa3vika ¢ Kazaxcmane.
Ilpakmuueckas 3HauumMocms paboOmuvl 3aKIOYAEMCs 6 MOM, UMO
eé 8bI800bL  NOOUEPKUBAIOM  BANCHOCMb  CO30AHUS  OIA2ONPUAMHOU
00pazoeamenvHou  cpedvl,  CHUdNCalowjell  YypoGeHb — MpPeGoNCHOCMU
cmyoenmog u cnocobcmeyroujeti ux 20moGHOCMU K KOMMYHUKAYUU.
Kpome moeo, uccredosanue akyenmupyem gHUMAaHue Ha HeoOX00UMOCMu
dopmuposanusa no3uMuUEHOU OUHAMUKY 8 YeOHOU AyOUMOPUN U BHEOPEHUS.
YeneHanpasientblx neoazo2uteckux cmpameuil, HANpasieHHvix Hd
cruoicenue FLCA. Ilepcnekmugol OanbHeuux ucciedo8anull 6KIYaAm
paccmompenue OONONHUMENbHBIX (DAKMOPOS, MAKUX KAK MOMUBAYUS,
KYIbmyphvle 0COOEHHOCMU U GHeAyOUMOPHbINL ONbIM, 6 KOHMeKCme
usyuenus FLCA u WTC. Pacwupenue 0anHo20 Hanpagienus Ha opyaue
A3bIKOBbIE CPEeObl, GKAIOUAS USYUAIOWUX KAZAXCKUU U PYCCKUU A3bIKU, d
makaice npedcmasumerneil I36IKOBbIX Menbuuncme Kasaxcmana, mooicem
oamb yennvie HayyHble Pe3yabmanbl.

Kniouegvie crosa: a3viko6as mpegodCHOCMb, 20MOBHOCMb K
KOMMYHUKAYUY, YPOBEHb 6IA0CHUS. A3bIKOM, U3VHalowjue aHeauticKuil
A3bIK KAK UHOCMPAHHBIL, apexmusHble akmopul, cmpax nyonuyHuix
BLICMYNACHUN, — CMpPAX — He2amuGHOU  OYeHKU,  IK3AMEHAYUOHHAS
MPeBoNHCHOCb.
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