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Abstract 
 

Scotland’s current ESOL strategy stresses that TESOL plays a significant role in facilitating the 

inclusion of migrants (refugees, asylum seekers and forced migrants) in Scotland – through 

supporting them and providing them with the necessary communication skills to contribute 

economically, culturally and socially. However, this strategy fails to provide an overview of the 

language learning profiles which are crucial in helping TESOL practitioners determine the 

barriers to language learning and implementing the necessary strategies to overcome them. 

Foreign language anxiety (FLA) has been identified as one of the most important challenges in 

language learning, especially for adult learners. However, there is very little research which 

explores this challenge for migrant adult learners. This study therefore aims to understand the 

extent to which FLA is prevalent in an ESOL classroom for migrant learners in Scotland, its 

causes and effects and the ways in which it can be mitigated. By using questionnaires and 

semi-structured interviews, data was collected from 6 students and 11 volunteer teachers in 

a non-profit English language school in Scotland. The findings reveal that FLA is prevalent, and 

can affect migrant learners very differently than an adult learning a language for pleasure in 

their home country, due to a range of factors which are common to adult learners 

(psychological factors) and specific to migrant adult learners (socio-cultural factors and 

personal circumstances). The data shows that it affects their learning of English, which 

teachers have an awareness of and attempt to mitigate by ensuring that they are creating a 

learning environment in which their students can feel safe and comfortable. It also 

demonstrates that it especially affects their usage of English, which is critical to their 

successful integration in Scotland; and that teachers feel at a loss with regards with how to 

help them alleviate their FLA outside of the classroom. This is a recurring theme from the 

teacher perspective in general, which shows that there is lack of acknowledgement of FLA at 

a wider level in Scotland, despite it being such a significant barrier to language learning for 

this demographic. The pedagogical implications of this were discussed, for both practice and 

policy, and recommendations for further research were made.  
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1. Introduction    

1.1 Study context and rationale 

The need for migrants1 to learn the language of their new country of residence in order to 

facilitate their inclusion is the starting point of this study. The Scottish Government (2016) and 

Moskal (2014) highlight that language is an important component of migrant integration, and 

limited language skills can prevent migrants to fully participate within the community around 

them, leading them to feel “out of place” in their new environment. Indeed, according to Li 

(2013), “the ability to speak and write in the target language in the host culture is a basic step 

to enable them to participate in the life of the host culture, further their education, get a job, 

obtain health care and other social services” (p.271). It could therefore be argued that 

teaching ESOL2 plays a critical part in allowing migrants moving to English-speaking countries 

such as Scotland to fully integrate, and that teachers within these countries have a crucial role 

in providing them with a safe environment in which they can build confidence and meet their 

goals.  

Scotland's population of speakers of a language other than English at home at the previous 

census was 310,676 persons, or roughly 5% of the population, according to Education 

Scotland's "Scotland's ESOL Strategy 2015-2020" (n.d.), the organisation's most current 

publication. This strategy emphasises how important it is for migrants to Scotland to be 

proficient in English in order to function in their new environment, and  promote ESOL learning 

in order to "support residents in Scotland, equip residents with communication skills to 

contribute and integrate economically, culturally, and socially, and improve adults' personal 

skills which help to achieve improved life choices and better outcomes for communities” (p.4).  

Nevertheless, when taking a larger global perspective, research demonstrates that the 

majority of adult ESL classes are experiencing a decline in enrolment, which has sparked 

academics' interest in how present ESL instruction fits the objectives and needs of adult 

learners in order to boost retention (Kouritzin, 2000; Lambert, 2008). Enrolling in ESL classes 

as an adult is largely done at the student's own discretion, and if there is a discrepancy 

between their objectives and those of the course or they do not feel as though they are 

 
1 Migrant – umbrella term for refugees, asylum seekers and forced migrants 

2 ESOL – English for Speakers of Other Languages  
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progressing as they had hoped, they have the option to stop attending classes. This is in 

contrast to the younger migrant population, for whom English education would become 

mandatory when moving to an English-speaking country, allowing them to develop their 

language proficiency (Reder & Green, 1985). This emphasises how crucial it is for ESL teachers 

to identify these possible roadblocks so that they can make the necessary adjustments to the 

course. Identifying the causes of learners' uncertainty of success can only be possible by 

having a thorough understanding of learners' language learning profiles, which would help 

learners build the self-confidence and motivation they need to persevere through the 

language learning process (Comstock & Kamara, 2003; Shank, 2001). 

The existing research contends that with regards to language learning, adult learners are often 

at a disadvantage compared to young learners. Whilst some argue that this is because of their 

age (e.g. Lenneberg, 1967; Penfield & Roberts, 1959), others suggest that this is because adults 

are impacted by a variety of factors, including their cognitive capacities and their own personal 

circumstances (Deng & Zou, 2016; Lin, 2012; Merriam & Caffarella, 1999). These studies 

highlight the primary psychological factors that affect the language learning process for adult 

learners, one of which being foreign language anxiety (FLA). In fact, FLA is considered as one 

of the main obstacles to foreign language acquisition (MacIntyre and Gardner, 1994). 

Research suggests that learners with high levels of anxiety are more concerned about errors 

and failing to meet personal performance standards, and shows that this is a significant factor 

in the English language learning process, and emphasises the important implications that this 

has on planning and teaching (Dewaele et al, 2008; Doyle, 2015) 

FLA is a significant challenge to explore, as it encompasses a range of sociological and affective 

factors such as self-perceptions, beliefs and behaviours, making research into the 

phenomenon crucial in explaining the differential success in language learning, understanding 

the frustration and discomfort that migrant adults endure when learning a second language, 

and understanding how they approach language learning in general (McDermott, 2020). A 

deep understanding of these factors could therefore enable TESOL practitioners to account 

for these factors to allow migrant adults to meet their goals and successfully engage in their 

local labour market, obtain employment and integrate into local social institutions (Shubin & 

Dickey, 2013).  
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Whilst there is a large body of research which aims to identify the most appropriate methods 

of FLA-mitigation such as scaffolding learning, affective strategies, collaborative learning, 

within the general context of teaching English to adult learners, there is very little which seeks 

to determine their effectiveness within the context of adult migrant learners. Furthermore, 

this study aims to establish the degree of awareness of the anxiety-reducing strategies put 

forward in the existing research on the role of FLA within this context specifically, such as 

translanguaging and trauma-informed ELT pedagogy.  

1.2. Research aims 

Although research on FLA and migrant adults is increasing rapidly, there is clearly little 

research which focuses on this for migrants in Scotland in particular. This gap in research is 

further demonstrated when looking at Education Scotland’s ESOL strategy, which does not 

seem to consider the role of FLA in the language learning process of migrant adults in Scotland. 

This study seeks, therefore, to determine whether FLA is prevalent for migrants learning 

English in a non-profit English school in Scotland, its causes, how it affects them, and how to 

mitigate this challenge, with the aim of offering recommendations for change to Education 

Scotland’s current ESOL strategy and for further research.  

In order to meet these aims, research will be carried out in a non-profit English school in 

Scotland which offers English classes to migrant adults, in which the researcher is currently 

volunteering as an English tutor. This study will take the form of a qualitative study, using a 

questionnaire and semi-structured interviews with both students and teachers to collect 

sufficient data to explore this subject in depth. The data will be analysed using thematic 

analysis, to identify patterns, construct descriptions and develop interpretations (Peel, 2020).  

1.3. Outline of the dissertation 

This study will consist of six chapters, starting with a review of the existing literature, which 

will provide some context for the study by reviewing the existing relevant research, with the 

aim of identifying the research gaps. It will explore FLA and mitigating FLA and provide 

academic definitions for these terms. The third chapter will present the research design for 

the study – the sampling, data collection and data analysis methods. The following chapter 

will present and analyse the data gathered, with the aid of figures to demonstrate the 

quantitative results from the questionnaires and tables to showcase the students’ and 

teachers’ quotes. This will be followed by a discussion of these results, in which these findings 
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will be compared with those of the existing research to answer the research questions. The 

final chapter will summarise the findings, identify the limitations of the study, and will set out 

pedagogical and research recommendations.  
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2. Literature review   

2.1. Introduction 

This chapter provides a review of the existing research about FLA in migrant adult learners to 

identify the areas which require further research. The first section will offer an overview of 

the existing research into FLA and will demonstrate the causes and effects of FLA according to 

previous studies. Finally, it will explore the ways in which FLA can be mitigated for this 

particular context, based on findings from previous research.  

2.2. Foreign language anxiety  

2.2.1. Defining foreign language anxiety  

Anxiety is undoubtedly the most researched affective variable, with a number of studies 

aiming to define FLA and identify its causes and effects on foreign language acquisition3.  

Generally speaking, anxiety is defined as “the subjective feeling of tension, apprehension, 

nervousness, and worry associated with an arousal of the autonomic nervous system” 

(Spielberger, 1983, p. 1, as cited by Teimouri et al, 2019, p.364) and has usually been thought 

of and quantified in early SLA research as a relatively constant personality trait across a variety 

of different situations, or as a transitory emotional state in a particular context (Cattel & 

Scheier, 1961). However, there has been an apparent evolution of this definition in SLA 

research which distinguishes anxiety in a language learning setting from more general anxiety 

types. Researchers (e.g. Gardner, 1985; Horwitz et al, 1986; MacIntyre & Gardner, 1991) have 

redefined FLA within a situation-specific framework, and argue that it “occurs consistently 

over time within a given situation” (MacIntyre & Gardner, 1991, p. 87), such as a language 

classroom. This has had a significant impact on how FLA is viewed, as it implies that it may 

affect foreign language learners who do not experience anxiety by nature (Harzing & Feely, 

2008, as cited by Dryden et al, 2021).  

Horwitz el al (1986) were among the first scholars to define FLA within the situation-specific 

construct. They maintain that FLA is a “distinct complex of self-perceptions, beliefs, feelings, 

and behaviours related to language learning arising from the uniqueness of the language 

learning process” (p.128). They developed the “Foreign Language Classroom Anxiety Scale” 

 
3 Please see Appendix A for literature review of foreign language acquisition (the researcher was not able to 

present it all dur to the dissertation’s word limit restrictions).  
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(FLCAS) in an attempt to measure levels of FLA in a language learning classroom and determine 

the causes of it (Horwitz et al, 1986). This questionnaire made up of 33 5-point Likert-scale 

items provided a basis for the development of the questionnaire for this present study.  

FLA affects adult learners in particular as they often consider themselves to be reasonably 

knowledgeable, socially competent and “sensitive to different socio-cultural mores” (p.128), 

but their ability to understand others and make themselves understood is challenged when 

communicating in a different language to that of their native language, leading them to 

question these assumptions they may have about themselves (Horwitz et al, 1986). FLA 

therefore arises from learners no longer viewing themselves as competent communicators as 

they would in their L1, rather seeing themselves as having a having an “immature command 

of the second language relative to the first” and a “restricted range of communicative choices” 

(Horwitz et al, 1986, p.128). As highlighted by Kartal (2011), “the essence of FLA is a threat to 

the individual's self-concept caused by the inherent limitations of communicating in an 

imperfectly mastered second language” (p.357).  

2.2.2. Causes and effects of foreign language anxiety  

FLA is an emotional reaction which is particularly pertinent in situations where self-expression 

can take place such as the classroom or public spaces (e.g. public transport or shopping 

centres) (Daubney et al, 2017; Dovchin, 2020). Exploring the causes and effects of this negative 

emotional reaction is therefore crucial to understanding the ways in which FLA can be 

mitigated for migrant adults learning the language of their new country of residence.  

The research highlights a number of possible factors that contribute to FLA. These studies have 

shown that there is a variety of variables surrounding FLA, including language aptitude and 

skills, learners’ beliefs about learning a language and learners’ own interpersonal issues and 

characteristics related to language learning (Dewaele et al, 2008; Ganschow & Sparks, 1996; 

Marashi & Sahafina, 2020; Yamini & Tahriri, 2006).  

Horwitz et al (1986) highlight that FLA is caused by three main factors – fear of negative 

evaluation, communication apprehension and test anxiety. Negative evaluation and 

communication apprehension are the most relevant causes of FLA for migrant adults, as 

matters such issues such as a fear of being misunderstood by members of the host community 

and a reluctance to communicate thoughts in the target language can lead to FLA (Dryden et 
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al, 2021; Lang, 2019). Fear of negative evaluation refers to the “apprehension about others’ 

evaluations, avoidance of evaluative situations, and expectation that others would evaluate 

oneself negatively” (Horwitz et al, 1986, p.127). Communication apprehension can be defined 

as the fear of communication with people, and stems from the knowledge that understanding 

people and making oneself understood would be challenging (Horwitz et al, 1986).  

Research shows that FLA has an important association with a “complex set of linguistic 

inferiority complexes” (Dryden et al, 2021, p.1), with a fear of feeling vulnerable, embarrassed 

and shameful when using a foreign language as common causes of FLA (Dovchin, 2020; 

Horwitz et al, 1986; Yamini & Tahiri, 2006). These feelings are linked to a range of factors, such 

as the fear of making bad impressions, of receiving negative feedback, of feeling less capable 

than others, of being unable to express themselves clearly and correctly, and of being unable 

to achieve their goals of expressing themselves effectively, both in and out of the classroom 

(Matsumoto et al, 1988; Williams & Andrade, 2008). Liu and Jackson (2008) also suggest that 

within the classroom context, FLA stems from the fear of being corrected by the teacher, or 

being put in a situation where the learner is expected to speak in front of others without time 

for preparation, and that this emotional reaction continues to manifest itself outwith the 

classroom context, leading to a fear of the speaking the target language (Oteir & Al-Otaibi, 

2019).  

Learners’ perception of their proficiency in the target language also plays an important role in 

provoking FLA. This is especially the case for migrant learners, whose anxiety may stem from 

lack of self-confidence in their linguistic abilities. Learners’ definitions of success and their self-

beliefs concerning their level of proficiency impacts their willingness to take risks in 

communicating in the target language (Lambert, 2008). Adult language learners have a 

tendency to compare their abilities in their L2 to those of their first language, which leads to 

rating their L2 competence as insufficient (Dryden et al, 2021). Learners with negative beliefs 

about themselves as language learners also rate their L2 competence as insufficient when they 

compare their proficiency with those of their peers, co-workers and communities of native 

speakers around them (Lambert, 2008; Tóth, 2010).  

Much of the existing research studies the causes of FLA for language learners in a more general 

context, however Sevinç and Backus (2019) argue that there are some causes of FLA that are 

more specific to migrant learners such as their perception that fluency in the native language 
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of the country is essential for “social acceptance and socio-economic success” (p.710). They 

argue that migrant learners are more prone to experiencing FLA as they have an added 

pressure of being expected to speak the native language of their country of residence 

perfectly.  

Studies have found an important correlation between self-esteem and self-confidence and 

FLA. FLA creates irrational fears for language learners, which takes a toll on their levels of self-

esteem and self-confidence and this impedes their ability to learn the language effectively 

(Johansson, 2021). Lack of self-confidence can therefore be considered as both a cause and 

effect of FLA, and research has shown that this impacts learners’ language learning experience 

in various ways. When lack of self-confidence is combined with learners’ low perceptions of 

their proficiency, it has been proven that there can be a negative relationship between FLA 

and language achievement amongst adult learners (Horwitz et al, 1986; Horwitz, 2001; Liu & 

Huang, 2011; Teimouri et al, 2019). It also influences affective factors such as motivation, 

which affects the degree of agency that learners have in achieving their goals (Liu and Huang, 

2011). All of these factors can impair learners’ willingness to communicate in the target 

language (Khajavy et al, 2017; Liu & Jackson, 2008). This reluctance to engage in the language 

is especially important to consider with migrant language learners as this can lead to social 

withdrawal and avoidance behaviours (MacIntyre & Gregersen, 2012, as cited by Dryden et al; 

Palanac, 2019).  

It is clear that while there is a large body of research on the causes and effects of FLA, there is 

a lack of studies which focus on these for migrant adult learners specifically. Sevinç 

and Backus’s study (2019) highlights the importance of understanding these factors, as they 

find that FLA is a significant hinderance in the language learning process for this particular 

demographic, and that this impacts the extent to which they are able to successfully integrate 

in their host country. An awareness of these can then provide an insight into how TESOL 

instructors can reduce learners’ FLA through the development of appropriate FLA-reducing 

strategies (Zheng, 2008).  

2.3. Mitigating foreign language anxiety  

FLA-reducing strategies are defined as “the techniques used by the foreign language teacher 

to help language learners diminish, reduce, or at least cope with the feelings of anxiety they 

experience when learning a foreign language” (Alrabai, 2015, p.168). Based on the research 



9  

above, this study will explore strategies that aim to help learners alleviate their unwillingness 

to communicate in a foreign language.  

A number of studies (e.g. Alrabai, 2015; Horwitz et al, 1986; Kao & Craigie, 2013; Onwuegbuzie 

et al, 1999) suggest that it is the responsibility of the teacher to implement these strategies 

by ensuring that they are creating a safe and relaxed classroom environment in which learners’ 

stress is minimised and they are providing learners with the strategies that they will need to 

cope with FLA, to give adult learners in particular a sense of agency over their learning. In a 

research project in collaboration with the British Council on facilitating learning and well-being 

in the refugee language classroom, the Leicester University of Sanctuary (2022) emphasises 

that with migrant and refugee learners, this entails working with others, errors being 

corrected in a perceptive way, not putting students on the spot.  

2.3.1. Preparation 

Kondo and Ying-Ling (2004) suggest that preparation can help create this space, as it allows 

teachers to attempt to mitigate the potential imminent threat by reinforcing learning 

strategies that lead to students perceiving their subjectively judged knowledge of the 

language as improving. Teimouri et al (2019) reinforce that teachers should integrate pre-

tasks to relieve any cognitive burden that their learners may have and help them on an 

emotional level.  

2.3.2. Affective strategies  

Teaching affective strategies is also a useful way of creating a safe and comfortable space for 

anxious learners, as it gives them the opportunity to build emotional management skills and 

find ways to handle their increased “self-related cognition, such as thoughts of failure and self-

deprecating thoughts” (Toyama & Yamazaki, 2021a). By incorporating teaching affective 

strategies into language lesson plans, students can tie their learning environment to their own 

particular learning strengths and overcome any challenge that may arise (Zakaria et al, 2019).  

An example of an effective affective strategy in language learning is relaxation training. Studies 

have indicated that including relaxation training in the lesson to minimise the physical 

symptoms of anxiety is an effective way of reducing FLA in the classroom (Hauck & Hurd, 2005; 

Kondo & Yin-Ling, 2004; Oxford 1990). They suggest that relaxation techniques such as deep 
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breathing exercises and forms of meditation can bring calmness to the classroom and allow 

students to learn in a more tranquil environment, thus enhancing their efficiency.  

Using humour has also been found to be effective as a way to diminish feelings of anxiety in 

the classroom. Existing research (Oxford, 1990; Rossiter, 2003; Young, 1990) has shown that 

teachers that incorporate humour into their teaching practices foster a friendly, supportive 

and relaxed environment for their students in which risk-taking is encouraged, which allows 

for easier learning. The informal atmosphere that this creates in the classroom can make 

students feel more comfortable to speak, regardless of whether or not they might make 

mistakes (Hashemi & Abbasi, 2013).  

Discussions about FLA is also considered to be a significant affective strategy in language 

learning. This can be done through “peer-seeking”, where students seek out their classmates 

that also have difficulties in controlling their anxiety in the classroom when they find 

themselves in challenging situations (e.g. not understanding the teacher) (Kondo & Yin-Ling, 

2004). They argue that this social comparison helps students regulate their emotions, as it 

enables an understanding that other students face the same challenges as them. This type of 

strategy can be facilitated with teachers recognising the prevalence of anxiety and 

initiating classroom discussions about it, for example by including post-tasks in their lesson 

plans to allow learners discuss the task in depth – the challenges it brought on and how that 

made them feel (Hashemi & Abbasi, 2013; Tanveer, 2007; Teimouri et al, 2019).  

The final affective strategy proposed is positive self-talk. According to Young (1991), this is an 

useful technique to help learners cope with their anxiety. Positive self-talk aims to help 

learners acknowledge their irrational (negative) beliefs about their learning and develop them 

into positive and more realistic expectations and thoughts, resulting in them developing more 

positive images of themselves (Toyama & Yamazaki, 2021b). This notion of positive self-image 

is crucial for migrant learners learning the language of their host country as researchers (e.g. 

Dörnyei et al, 2016; Sak, 2020) have found a significant link between a learner’s ideal L2 self 

as a source of motivation for learning a language and their willingness to communicate in the 

language both in and outside of the classroom.  
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2.3.3. Collaborative learning  

Eliminating any possibility of debilitating FLA In the language classroom is feasible when 

students are learning in an environment where they feel comfortable speaking. Previous 

studies maintain that enhanced communication between teachers and students and 

cooperative behaviour change the classroom environment positively to one where learners 

feel heard, supported and safe (Dewaele & Macintyre, 2014; Toyama & Yamazaki, 2021a). This 

is supported by Hashemi (2011) who asserts that language learners feel less anxious in 

“environments which emphasise collaborative activities among teachers and students 

(p.1813).  

As mentioned previously, language teachers should foster a learning environment which 

promotes open communication not only about the challenges that they face both in and 

outside of the classroom, but also about the positive feedback that they have for their peers. 

However, in order to establish a sense of collaboration in the language classroom, Tanveer 

(2007) suggests that teachers should familiarise themselves with both their cultural and 

language learning backgrounds of their learners to better understand their anxiety-related 

behaviours and instil a sense of cooperation with them. This ties in with Williams and 

Andrande’s view (2008) that collaboration between the teacher and students can be done 

through the development of activities that relate to the learner on a personal level. They argue 

that teachers should show a certain degree of flexibility by allowing students to “choose the 

tasks that they enjoy, find interesting and that showcase their individual strengths”, in order 

to raise their levels of self-confidence (Williams & Andrande, 2008, p.187).  

Within the context of teaching migrant learners specifically, Palanac (2019) reinforces that 

taking a learner-centred approach to teaching can help learners feel a certain degree of 

control over their learning to overcome any post-traumatic stresses and FLA they experience. 

Examples of learner-centred strategies include as giving students the opportunity to share 

their experiences and struggles, taking measures to ensure that the course is meaningful and 

relevant to what they will be using the language for, and allowing students to choose materials 

and set course goals (Finn, 2010; Horsman, 2004 as cited by Palanac, 2019; Isserlis, 2000).  
2.3.4. Translanguaging  

There is very limited research which looks at ways of mitigating FLA for migrant learners 

specifically. In a study of FLA amongst migrant EFL learners in Australia, Dryden et al (2021) 
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put forward translanguaging as a strategy to create an emotional safe space to overcome the 

negative effects of FLA. They reinforce the notion that the reduction of FLA is almost entirely 

dependent on the creation of a safe educational and emotional space for learners, and argue 

that translanguaging is an effective way to “allow EFL learners to authentically share their lived 

experiences, problems and emotional expressions”. This FLA-reducing strategy enables 

students to make use of their full range of communicative resources and provides students 

with opportunities to adjust their minds and bodies to the linguistic activity around them (Li, 

2018). The existing studies show that encouraging translanguaging in the EFL classroom can 

help students feel safe and comfortable. It can enable trust between students and between 

teachers and students to be further developed, and also allows for the status of all languages 

in the classroom to be equalised as it challenges the monopoly of English. Furthermore, 

studies (Dryden et al, 2021; Flores & García, 2013; García & Leiva, 2014) suggest that it allows 

learners to express their unique identity in the language classroom, and that this will reduce 

the negative effects of FLA. Allowing refugee learners especially to engage in their full 

linguistic repertoire when learning a language can help create safe learning spaces in which 

they have the opportunity for meaningful engagement and interaction (Capstick & Ateek, 

2021; Capstick, 2019).  

2.3.5. Trauma-informed pedagogy 

Another study which seeks to explore ELT practices for migrant learners is that of Palanac’s 

(2019), which examines the ways in which ELT practitioners can “respond to the challenge of 

mitigating the effects of trauma in the language classroom and to maximise the possibility that 

effective learning will occur” (p.3). In this study, Palanac (2019) explores trauma-informed ELT 

pedagogy as a way to remove the psychological barriers that may interfere with migrant 

learners’ learning and the opportunities that proficiency in the target language would offer 

them. Trauma-informed ELT pedagogy involves mitigating the challenges brought on by post-

traumatic stress disorder (PTSD) in the English classroom, such as increased stress levels, fear 

of taking risks, feeling unsafe and anxiety (Hoch et al, 2015, as cited by Palanac, 2019). 

According to the findings of this study, these feelings can be mitigated by reducing post-

migration stressors through reassurance and understanding; and creating a safe space by 

nurturing a sense of agency and respect, taking a learner-centred approach (as mentioned 

previously), avoiding topics that students may find triggering, prioritising relationship-building 
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and inter-personal interaction and by normalising error-making (Palanac, 2019). Finally, 

trauma-informed pedagogy is also concerned with practice practitioner self-care, that is to 

say, ensuring that ELT practitioners are also prioritising their health and wellbeing and setting 

emotional boundaries to protect themselves against the effects of secondary traumatic stress 

(Palanac, 2019).  

2.4. Conclusion  

While there is a large body of research which focuses on the role of FLA in foreign language 

acquisition for adults, there has only been a small increase of studies which look at its role for 

adult migrant learners, and there is a lack of studies which provide a coherent overview of the 

prevalence of FLA for this demographic, its causes, its effects and how it can be mitigated, 

especially in an ESOL classroom in Scotland. Previous studies stress the importance of having 

this overview as it can provide a deep understanding of the barriers to integration stemming 

from FLA which migrant learners may encounter, and allows for the development of the 

appropriate anxiety-reducing strategies. Although existing studies show that a large number 

of these strategies have already been developed, this study aims to demonstrate their 

effectiveness for this particular teaching context.  
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3. Methodology  

3.1. Introduction 

This chapter aims to explain the methodology of the study. Firstly, the research questions will 

be presented based on the findings from the literature review. It will then discuss the research 

philosophy of the study, its design, as well as the sample that will be used, the data collection 

methods and how this data will be analysed. Finally, this chapter will be concluded with the 

ethical considerations of the study.  

3.1. Research questions 

The previous chapter highlights that there is a lack of research which explores the prevalence 

of FLA for adult migrants in an ESOL classroom in Scotland, and ways in which it can be 

mitigated. As a result of this, further research is required to contribute to Scotland’s current 

ESOL strategy. The following research questions will therefore direct this study:  

1. How do learners and teachers in an ESOL classroom in Scotland view the prevalence of FLA 

when learning English?  

2. What are the factors which contribute to FLA from the perspective of the learners and 

teachers in an ESOL classroom in Scotland?  

3. What are the effects of FLA on English language learning for adult migrants in an ESOL 

classroom in Scotland?   

4. What learning and teaching strategies can be implemented to mitigate the causes and 

effects of FLA?  

3.2. Research philosophy  

The interpretivist paradigm was used in this study, in which qualitative data is collected, from 

which meanings can be deduced and where the way in which humans communicate with one 

another is prioritised at the research stage (Phothongsunan, 2010). This paradigm aims to 

understand what is regarded as reality and to capture meaning in human interaction (Black, 

2006; Carson et al, 2001). It is critical for the interpretivist researcher to comprehend motives, 

meanings, reasons, and other subjective experiences that are time- and context-bound 

(Hudson & Ozanne, 1988; Neuman, 2000). According to the epistemological perspective, truth 

must consequently be negotiated through contact since we are unable to separate ourselves 
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from our knowledge (Robert Wood Johnson Foundation, n.d.). Researchers can get the 

necessary information and develop an insider's grasp of it by engaging with individuals 

(Oakley, 2000). 

3.3. Research design 

This research adopted a case study design in order to investigate the topic in detail while also 

taking its sensitive and personal nature into account, and exploring the distinctiveness of real 

individuals and their circumstances (Baxter & Jack, 2008; Cohen et al, 2018). When the study 

is centred on the why and the how, the descriptive case study method is utilised to frame the 

research and is used to describe a phenomenon within a real-life setting (Yin, 2003). 

Researchers must consider the context when determining whether a single or multiple case 

study would provide them with a better knowledge of the phenomena, even though a multiple 

case study would provide more comparative and in-depth research (Baxter & Jack, 2008). It is 

the belief of the researcher that the data acquired in a single case study offers sufficient 

background to address the research questions given the circumstances of this study, which 

includes a relatively novice researcher and constrained time and resources. 

By employing a descripting case study methodology, researchers can gather information from 

as many sources as are deemed necessary to provide an in-depth understanding (Woods & 

Catanzaro, 1988, as cited by Tolson et al, 2002). Case study research has historically been 

associated with qualitative methods; however, it has been argued that a researcher should 

not be restricted to employing only qualitative approaches in a single case study and may 

instead choose to combine both qualitative and quantitative methods and that this is most 

appropriate for a study when different viewpoints will provide a deeper and more in-depth 

insight than a single viewpoint (Andrew & Halcomb, 2012, as cited by Halcomb & Hickman, 

2015; Gerring, 2007). Although semi-structured interviews can be used to examine the ideas, 

feelings, and beliefs of a particular set of individuals, questionnaires can also be used for a 

broader perspective on the subject and to account for any potential sensitivity and language 

problems (Greene et al, 1989; Kumar, 2014). 

When using this research approach, the researcher must be a skilled communicator, possess 

the right personality traits that will enable the creation of a rapport and trust with the group, 

and build a good rapport with the participants before obtaining data for this sort of study 

(Cohen et al, 2018; Kumar, 2014). For this reason, the researcher for the present study is a 
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volunteer tutor at the English school where the data was gathered, therefore ties with the 

students and teachers had previously been established. 

3.4. Sample  

Studies using mixed methods and qualitative techniques, especially those with several 

objectives, benefit from purposeful sampling, in which only a small number of participants are 

selected (Palinkas et al, 2015; Zainal, 2007). This requires finding and choosing individuals or 

groups of individuals that have particular expertise in or experience with a particular 

phenomenon, and is dependent on the participants’ willingness and availability (Bernard, 

2002; Cresswell & Plano Clark, 2011, as cited by Palinkas et al, 2015). For the purpose of this 

study, the participants were teachers and adult students from a non-profit English language 

school, that is made up of migrants with varying levels of English who want to learn and/or 

enhance their language skills, and volunteer tutors. To verify the study's accuracy and validity, 

the questionnaire was circulated widely across the school (Faber & Fonseca, 2014), and 

interviews were solely conducted with the participants who were willing to participate. 

3.5. Data collection  

An array of data gathering instruments can be utilised with a case study research design "to 

generate an in-depth, multi-faceted understanding of a complex issue in its real-life context" 

(Crowe et al, 2011, p.1). In light of this, the study's data collecting methods included semi-

structured interviews and a questionnaire. 

3.5.1. Questionnaire  

A questionnaire was developed in both paper and electronic form as a first method of data 

collection in order to reach a larger population of participants within the school and to 

maintain the confidentiality of the data, in the hope that this would result in participants 

sharing their ideas more voluntarily (Zohrabi, 2013). This study used a questionnaire to collect 

data so that students may participate regardless of their English proficiency or degree of 

confidence. When collecting data, there is a need to minimise pressure on the respondent 

with regards to the sensitivity of the subject, the time required to complete it, and the clarity 

of the question and failing to consider this could result in students providing low-quality 

responses or no responses at all (Champagne, 2014; Cohen et al, 2018). Therefore, it is crucial 

to take into account how much effort the respondent will have to expend and to design a 

questionnaire that is not overly lengthy and mentally challenging. As highlighted by 
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Denscombe (2014), this is particularly the case in this type of study where the questionnaire 

is written in a language which is not the respondent’s native language. With this in mind, 

Lambert (2008) created a questionnaire focusing on the objectives and challenges ESL 

students face when learning English. The questionnaire is made up of closed-ended questions, 

Likert-scale items to reduce the respondents' linguistic load, and YES and NO as possible 

responses to ensure the questions are simple to understand (Lambert, 2008). A similar 

structure guided the creation of the questionnaire used in this study. Additionally, it had a 

small number of open-ended questions to encourage participants to openly share their 

experiences and express any opinions which the researcher may not have been aware of while 

designing the survey. This allowed for the collection of richer and more pertinent data (Allen, 

2017). The questionnaires for both the students and the teachers and examples of completed 

ones can be found in the Appendices B and C.  

3.5.2. Interviews  

The interview questions were based on the themes that emerged from the data obtained from 

the questionnaire. Students and teachers that were willing participated in the semi-structured 

interviews. A great deal of emphasis was placed on conducting brief interviews due to the 

sensitive nature of the subject and the need to not burden the respondents – they were 25 to 

30 minutes long on average. In order to make them feel comfortable and to take into 

consideration any language difficulties, respondents also had the option of bringing someone 

that they felt comfortable with (for example, one of the tutors). According to Gavora (2006, 

as cited by Szombatová, 2016), this form of interview demands that the researcher has 

properly planned and thought-out questions ahead of the interview, and is ready to adapt 

throughout the discussion. The flexibility required for this study is provided using semi-

structured interviews, which give participants the opportunity to explore the issues in-depth 

and on their own terms (Szombatová, 2016). A pilot interview was conducted to allow 

for adequate preparation, evaluate the effectiveness of the planned data collection approach, 

identify any issues, and make any required adjustments (Doody & Doody, 2015). An example 

of interview questions can be found in Appendices D and E.  

3.6. Data analysis  

The process of "identifying patterns, constructing descriptions and developing 

interpretations" (Peel, 2020, p. 3) is what is known as case study research, and a popular 



18  

approach of data analysis for this design is thematic analysis, in which data is categorised into 

units of analysis (Duran et al, 2006, as cited by Peel, 2020). It follows a six-step process in 

which each stage incorporates flexibility, complexity, and structure to offer a deep, rich, and 

detailed explanation of the data (Braun & Clark, 2014; Peel, 2020),). The first step requires the 

researcher to gather data and familiarise themselves with it before reducing it to codes to 

"illustrate relationships, common threads and contradictions" (Peel, 2020, p.3). For the 

purpose of this study, the questionnaire responses and interview transcripts were coded using 

the software Nvivo to organise the findings in a meaningful way. In order to offer a clear 

interpretation of the data and patterns and to respond to the research questions, themes and 

sub-themes were then developed and reviewed from these codes and were put into 

perspective using the material that was already available from the literature (Peel, 2020) (see 

Appendix F).  

3.7. Ethics  

To ensure that the study was ethical, it adhered to the "University of Strathclyde Research 

Code of Practice" and the University’s "Code of Practice on Investigations Involving Human 

Beings". Due to the potentially sensitive nature of the subject, the School of Education was 

consulted for ethical approval, and a form for such approval was submitted and approved. 

Another crucial component of the study was that participants provide voluntary and informed 

consent to participate in it and to the use of any materials or personal data (University of 

Strathclyde, 2017). This was done by providing a consent form and information sheet at the 

start of the questionnaire and interviews so that potential participants could decide for 

themselves whether or not they wanted to participate, and to understand that they could 

withdraw from the project at any point (Ennis & Wykes, 2016) (see Appendix G). the 

University's Code of Conduct (2017) requires for these to be easy to understand, consider any 

possible weaknesses, give comprehensive, relevant facts of the nature, aims and length of the 

proposed study, and should offer information on the research procedures. To guarantee that 

the interviews were conducted appropriately, participants were also given the chance to 

review the transcriptions of their own interviews. To guarantee that the participants had 

access to all required information prior to and throughout the research, transparency and 

confidentiality were crucial to the success of this study.  
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4. Results    

4.1. Introduction   

This chapter will present the findings of both the questionnaires and interviews from the 

students and teachers and will be split into four sections which will explore the emerging 

themes in response to the corresponding research question, and discuss the relationships 

within and across these themes.  

4.2. Demographic characteristics of the samples  

4.2.1. Student sample 

The demographic characteristics are demonstrated in Table 4.1 below, based on the responses 

to questions 1 to 5.  

Students 

Participant Gender Class level 
Country of 

origin 

Length of English 

education 
Took part in interview 

S1 F Advanced* Italy 
Since 

Kindergarten 
No 

S2 F Upper-intermediate Portugal Since 2009 No 

S3 M Beginner Syria 6 months No 

S4 F Pre-intermediate Moldova Since 2020 No 

S5 F Pre-intermediate Latvia 8 months No 

S6 M Pre-intermediate Afghanistan 8 months Yes 

*Levels according to the school  

CEFR level equivalents:  

Beginner – A1 

Elementary – A1/A2  

Pre-intermediate – A2  

Intermediate – B1  

Upper-intermediate – B2 

Advanced – C1 

Table 4.1: Demographic characteristics of the sample of students from the school 

The student sample is made up of 6 participants, of which 33% are in the more advanced 

classes (upper-intermediate and advanced)4, and 67% are in the beginning stages of their 

learning (beginner and pre-intermediate). The advanced students have been learning English 

since very young or for many years, and their goals mainly focus on improving their language 

skills to pass their IELTS test.  

The students in the beginner classes, however, have been learning English for 2 years or less. 

For the majority of them, this is their first experience of learning English as a result of their 

 
4 This is based on a placement test which students are required to take upon enrolment in the school.  
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moving to Scotland. Their goal is primarily to develop their language skills to facilitate their 

integration into Scotland. These students hope to be able to communicate with the 

community around them and find jobs.  

Of this sample, only one student agreed to take part in an interview.  

4.2.2. Teacher sample 

The demographic characteristics are demonstrated in Table 4.2 below, based on the responses 

to questions 1 and 2.  

 Teachers 
Participant Length of teaching EFL Length of teaching at school Took part in interview 

T1 12 years 4 years No 

T2 20+ years Approx. 10 years Yes 

T3 3 years 3 years No 

T4 10+ years 8+ years No 

T5 10+ years 10 years Yes 

T6 2 years  1 year  No 

T7 2 months 3 weeks Yes 

T8 5 Years 5 Years Yes 

T9 10 months 10 months No 

T10 3 years 2 years No 

T11 5 years 2 years Yes 

Table 4.2: Demographic characteristics of the sample of teachers from the school 

This sample is made up of 11 ESOL/EFL volunteer teachers at the school. Of this sample, 36% 

have taught EFL for more than 10 years, 46% have taught EFL between 2 and 5 years, and 18% 

for less a year. 36% have taught at this school specifically for more than 5 years, 36% between 

one and five years, and 27% for a year or less.  

4.3. Prevalence of FLA   

This section aims to answer the first research question regarding the prevalence of FLA among 

adult migrants learning English in a non-profit English school in Scotland. Figure 4.1. below 

shows the emerging deductive themes for RQ1.  

 
Figure 4.1: Emerging themes for RQ1 
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4.3.1. FLA is prevalent to some extent 

One of the perspectives to emerge from the data is that FLA is prevalent to some extent. Q6 

in both questionnaires aimed to determine the extent to which FLA is prevalent in the 

classroom. As shown in Figure 4.2 below, half of the students said that they experience FLA to 

some extent.  

 

 

 

 

 

 

 

 

 

 

 

Figure 4.2: Extent to which students experience FLA 

Q7 asked students to rate the extent to which they agreed with a few statements about FLA. 

Figure 4.3 shows that the majority of the students agree to some extent that they are not sure 

of themselves when they are speaking in class, that they feel self-conscious about speaking 

English in front of other students, that they worry about making mistakes in class, and that it 

makes them stressed when they do not understand what the teacher is saying. This is 

indicative that many students experience FLA in some way, as this scale demonstrates some 

of the key characteristics that students with FLA have in common.  

Extent to which students experience FLA

Yes To some extent I am not sure No
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Figure 4.3: Prevalence of FLA based on the FCLAS 

Furthermore, Figure 4.4 shows that the majority of the teachers believe that FLA is prevalent 

amongst their students.  

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.4: Extent to which teachers feel that FLA has been prevalent in their classes 

4.3.2. Correlation between language aptitude and FLA  

Another perspective to emerge is the existence of a correlation between language aptitude 

and FLA. The data indicates that students in the more advanced stages of their English learning 

do not feel FLA when learning and using English, as they have developed their linguistic skills 

over a period of time and have increasingly gained confidence throughout the language 
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learning process. For example, an upper-intermediate student responded “No” to the first 

question about whether they experience FLA. This is also something that was put forward by 

the teachers, as shown in Table 4.3 below:  

Participant Quote 

T2 
I’ve tended to teach advanced students and so have not experienced 

language anxiety. 

T6 

As the learners have practiced more and grown in confidence this has 

decreased (intermediate students). Less so with more advanced students 

[manifestation of FLA in class]. 

Table 4.3: Quotes from teachers – Correlation between FLA and aptitude 

The data also indicates that for some of these students, although they experience FLA, it is not 

necessarily debilitating. Table 4.4 shows S1’s responses to questions 6, 9 and 10, which shows 

that although they do experience FLA to some extent, it is not a hindrance in their language 

learning and usage.  

Table 4.4: S1 responses to Q6, Q9 & Q10 

4.4. Causes of FLA  

The purpose of this section is to determine the factors which contribute to FLA. Figure 4.5 

shows that three themes emerged from the data – psychological factors, socio-cultural factors 

and personal circumstances and characteristics, from which sub-themes were identified.  

 
Figure 4.5: Emerging themes for RQ2 
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24  

4.4.1. Psychological factors   

4.4.1.1. Fear of not understanding or being misunderstood 

The data suggests that students’ anxiety is often attributed to their fear of not understanding 

or being misunderstood. Firstly, as seen in Figure 4.3, when asked about causes of FLA within 

the classroom context (Q7), over 60% of students agreed that it makes them feel stressed to 

some extent when they do not understand what the teacher is saying. Furthermore, all of the 

teachers said that they believe their students to have a fear of being unable to express 

themselves correctly and clearly in question 5 of the questionnaire5 (see Figure 4.6).  

Figure 4.6: Causes of FLA from the teachers’ perspective  

The results highlight that while this happens in and outside of the classroom, it is more 

prevalent outside of the classroom. This is demonstrated by students’ everyday situations in 

which they experience FLA (Q8). When using English in their everyday lives, such as ordering 

food, talking to new people, getting on the bus, buying something in a shop, students feel 

worried that they will not be understood by the person with whom they are communicating, 

or that they will not understand what is being said – whether that be due to their accent, the 

speed at which they are talking, or whether there will be an unknown word leading them to 

feel “out of their depth” (T3). The table below shows one of the more anxious student’s 

comments regarding their fears when communicating in English.  

Participant Quote 

 
5 Q5 asked teachers to rate the extent to which they agreed with the causes of FLA demonstrated in the existing research. 
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S5 

And do not be afraid that when they ask me about something, I will not 

understand and will not be able to answer because now I avoid such 

conversations, because I'm shy and afraid that I will not understand 

something and will not be able to answer correctly and I'm afraid of their 

reaction to this. 

Table 4.5: Quote from student – Fear of not understanding/being misunderstood 

4.4.1.2. Students’ negative perceptions of themselves as English learners and 

users 

The second psychological factor is the students’ negative perceptions of themselves as English 

learners and users. As shown in Figure 4.3, the majority of students (67% and 83%) have 

agreed that they do not feel quite sure of themselves when they are speaking in class, and 

that they feel self-conscious about speaking English in front of other students. From the 

responses, it is clear that this stems from a perception that their English is “bad”. For example, 

one student shared that they feel that they are elementary level, regardless of the fact they 

were placed in the pre-intermediate class. This was also emphasised by teachers, who added 

that in the majority of cases, those students who perceive that their English is “bad” do have 

a good level of English (see Table 4.6).  

Participant Quote 

T8 

She wasn't quite as good at speaking as the others, but she would start everything 

with “Oh, I'm not really good at this” […]. In actual fact, her writing was better than 
some others. 

T5 

Students who constantly say "my English is awful." And I think sometimes they don't 

realize the level that they have reached, you know? That they are speaking in a 

perfectly understandable way. 

Table 4.6: Quotes from teachers – Students’ negative self-perceptions 

One of these teachers also added, based on her students’ feedback, that students may have a 

good understanding of English when they are in class, but that these occurrences outside of 

the classroom lead them to feel that their linguistic abilities are not as developed as they 

thought when they were in class, which causes them to feel FLA more strongly when they are 

using English.  

The data also suggests that students tend to compare their English to that of their peers, 

native speakers and/or of their fluency in their L1, which also leads them to perceive their 

English as inadequate (see Figure 4.7).  
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Figure 4.7: Extent to which comparison is a cause of FLA 

Half of the students are scared that they are not as good as their classmates, and the majority 

sometimes compare their fluency to that of their native language, and/or compare their 

English to native speakers’. This is coherent with the teacher perspective which shows that 

most of them believe that FLA is based on a fear of being less capable than other students, 

based on a comparison of their fluency with their fluency in their L1, and/or based on a 

comparison with native speakers of English. This was further emphasised by a teacher who 

fed back that their students can feel intimidated or demoralised when they are faced with 

students who they perceive to have a better standard of English than them or when they are 

confronted with the discrepancy between their thinking speed and speaking speed which they 

do not necessarily have when communicating in their L1.  

4.4.1.3. Fear of making mistakes 

Another commonality between students who experience FLA is their fear of making mistakes. 

Figure 4.3 shows that most students agree to some extent that they have a fear of making 

mistakes when they are in their English classes. Four teachers also identified this as a cause of 

FLA, emphasising that they believe FLA can stop them from communicating in class as they 

are scared of making too many mistakes and are more concerned with trying to be correct.   

4.4.2. Socio-cultural factors   

4.4.2.1. Negative behaviour of native speakers and their perceptions of them 

Three of the questions in the student questionnaire aimed to identify whether FLA impacts 

their use of English outside of the classroom. A common perspective amongst the students 

0

10

20

30

40

50

60

70

80

90

I am scared that I am not as good as my

classmates.

I sometimes compare my English to my

fluency in my native language.

I sometimes compare my English to the

fluency of native English speakers.

Extent to which comparison is a cause of FLA

Disagree/Not sure To some extent/Agree



27  

was that the behaviour of the people around them when communicating in English often 

causes anxiety, as they feel that they are being looked down on, that they are being criticised, 

and that they are being ridiculed (Table 4.7).  

Participant Quote 

S1 

When talking with someone who looks down on me. I hate it when people ask me 

"where are you from" as an immediate question after asking my name. It makes me 

feel singled out.  

S5 
When people, instead of speaking normally and helping, knowing that English is not 

your native language, start yelling and laughing. 

Table 4.7: Quotes from students – Negative behaviour of others (a) 

Teachers have also highlighted that students have reported incidents of racial and cultural 

prejudice, or to have been involved in situations in which people have mocked them because 

of their accent or their way of speaking, which have now made them anxious to communicate 

in public spaces. This type of behaviour may cause students to always anticipate a negative 

reaction from the people around them when they are speaking English, even if they have not 

been subjected to this negative behaviour before (see below).  

Participant Quote 

S5 

Because I'm shy and afraid that I will not understand something and will not be able 

to answer correctly and I'm afraid of their reaction to this. 

  

S6 

Because they don't know I came from another country, like, “Maybe he is Scottish” 
and they speak normal, they didn't think he is not Scottish and he cannot speak 

English and I don’t know what they will do. 

 

Table 4.8: Quotes from students – Negative behaviour of others (b) 

It is clear from these accounts that this can hinder the language learning process, and this is 

inter-related with the psychological factors mentioned previously leading to students having 

negative perceptions of themselves as English users, as they are made to feel inferior.  

4.4.2.2. Fear of being unable to integrate/cultural differences 

This factor correlates with the fear of negative behaviour from the people around them. Many 

students’ goals at the school include finding a job, being able make friends, and generally 

integrating into society successfully. For example, one of the students emphasised that their 

language barrier is a hindrance to their goal of freely communicating with the people in their 

children’s social circles, as well as their own, and that this is a big source of anxiety for them.  

Furthermore, teachers have highlighted that factors such as the fear of not having a sense of 

humour in English, or of cultural differences are also significant causes of FLA for their 
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students, as they fear that this would stop them from creating a good life for themselves in 

Scotland.  

4.4.3. Personal circumstances and characteristics  

4.4.3.1. Circumstances surrounding their move to Scotland and their language 

learning  

Most teachers and students indicated that the pressure due to the circumstances of their 

move to Scotland and their need to learn English is a common source of anxiety for students 

at the school, which ties in with the socio-cultural factor that they will not be able to integrate 

due to language barriers.  

Many of the teachers highlighted that language learning is very different for most of the 

students at the school because of their motivations. Their circumstances mean that their 

motivations for learning the language are very different to someone learning a foreign 

language for pleasure in their own home country, as well as how quickly they need to learn it, 

which can be a significant source of FLA, as showcased below.  

Participant Quote 

T8 

Obviously, people who are in a situation where they've come from another country 

and they may never be able to go back have different motivation and different 

goals. […]They're really relying on this to move forward. And I think for anybody 

learning a foreign language, it's really difficult. It's hard to learn foreign language. 

Especially if you feel that […] you've not got choice really. People who have real 
responsibilities – they've got children, they come with a family, they have to get a 

job.  

Table 4.9: Quote from teacher – Circumstances surrounding learning 

Two teachers who shared an encounter they had with a Syrian student in their pre-

intermediate class, in which the student claimed that he thought he was "too old to learn 

English," furthered this idea. This sparked a larger discussion about learning a language as an 

adult, during which these teachers discussed the advantages of learning languages for 

pleasure in their 50s. The Syrian student disagreed that this was comparable, arguing that 

their goals were very different. While learning a language was enjoyable for them as they are 

doing it for interest, for him it was essential to his future and his ability to find employment to 

support his family. For him, a lack of English can act as a barrier to getting that better life, 

which makes him anxious when learning. Table 4.10 shows the teachers’ views on this 

encounter.   
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Participant Quote 

T5 
There is a lot of stress because most migrants realise that that is their main avenue 

to progress into a successful life. 

T11 
Perhaps one of the really underlying stresses that these students come to the school 

with is that, “I have to do well. I must do this in order to get a job”.  
 Table 4.10: Quotes from teachers – Circumstances surrounding move to Scotland 

4.4.3.2. Past learning experiences  

Another key point illustrated by three teachers is that FLA can be caused by students’ past 

learning experiences. They noted that many students at the school have had very little 

experience of education, or that they have had poor experiences. The level of education that 

they have reached in their native language is often unknown, and some students come to 

Scotland already struggling with literacy in their L1, which makes them more likely to be 

anxious when learning English than a student who had a full education. One teacher reported:  

Participant Quote 

T5 

With the first Syrian refugees that came over and were at beginner level [at the 

school], it was incredibly difficult […]. But what we began to realize after a while was 
that a lot of them had not even had a secondary school experience in their own 

language. Because of the disruption of the war or because of the way the society 

was set up, particularly with the women, and they hadn't done very much at all 

beyond the very basic education. And I think if you haven't done a fairly high level of 

education, particularly if you've never looked at another language you haven't really 

got an idea of what a language is, and that can be quite difficult.  

Table 4.11: Quotes from teachers – Past learning experiences 

4.4.3.3. Learning a language as an adult  

The issue of learning a language as an adult was mentioned quite frequently during the 

interviews. Some teachers have commented that some of their students tend to compare 

themselves to some of the younger students in the class (if there are any), and that this has 

an impact on how they perceive their English and leads them to feel demoralised.  

One teacher who has had experience of teaching young children and adults noted that 

children at primary-school ages, on the whole, are not as self-aware and are not inhibited by 

competition, whilst adult learners build up a certain reserve and are more concerned with 

projecting a certain image of themselves and making good impressions in front of people.  

4.5. Effects of FLA   

The purpose of this section is to understand what the effects of FLA are on the students at the 

school. It will look at the negative effects both in and outside of the classroom, as 

demonstrated in Figure 4.8.  
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Figure 4.8: Emerging themes for RQ3 

4.5.1. Negative effects in the classroom 

4.5.1.1. Reluctance to speak out in class  

When asked what made them aware of their students’ FLA, a large number of teachers said 

that their more anxious students are reluctant to speak out in class, as shown in Table 4.12.  

Participant Quote 

T11 There's a lot of reluctance to put themselves out there and to respond to questions 

T7 Reluctance to speak out loud in front of their peers 

T8 Reluctance to answer voluntarily 

T1 Speaking less in larger groups 

T10 Maybe becoming shy when asked to answer in English 

T6 A fear of speaking out 

Table 4.12: Quotes from teachers – Reluctance to speak out in class 

Two teachers pointed out that this is the case even for the students that have a good grasp of 

the topic or of the grammar point under discussion, suggesting that FLA stemming from 

negative self-perceptions has a part to play in being reluctant to speak out in classes. However, 

as will be shown later in this section, students that are more reticent to engage in class tend 

to progress more slowly than those who speak out in class (even if they make mistakes).  

Another key point which was illustrated by a teacher is that students who experience FLA are 

more reluctant to speak in front of their classmates that they do not know or that do not have 

the same L1 as them, as well as in front of a teacher that they do not know (e.g. a cover 

teacher).  

4.5.1.2. Negative impact on achievement  

Two teachers also shared that they have observed that FLA has a noticeable impact on 

achievement. When faced with certain classroom situations, they have pointed out that some 

of their visibly anxious students are unable to answer questions which they would normally 

do easily or that they make mistakes which they would not normally make. This has especially 

been the case when they have been asked to speak in front of their peers and teachers, even 
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though in most cases these students have very good levels of English. It could be argued that, 

as a consequence of FLA stemming from a fear of making mistakes, students are actually more 

prone to make mistakes, which further deepens those fears.  

4.5.2. Negative effects outside of the classroom 

4.5.2.1. Reluctance to communicate/Only communicating in L1 outside of the 

school 

Two students said that they do not tend to speak English much outside of classes at the school, 

only when really necessary. This is demonstrated in Table 4.13, which showcases their 

responses to the questions regarding their frequency of usage of English and how FLA 

influences this.  

Table 4.13: S4 & S5 responses to Q6, Q9 & Q10 

This shows that for some students, FLA stemming from psychological and socio-cultural 

factors impacts their daily lives and affects their ability to integrate into Scotland effectively. 

This will also mean that students cannot progress without frequent opportunities of usage 

outside of the classroom. One teacher commented:  

Participant Quote 

T5 

I don't think she's [student who experiences FLA] used enough to having 

conversations in English, I think she comes to the class and that's it, and after that I 

think she's got a husband and a son and they just speak Russian at home and, really, 

she doesn't have many outlets, which won’t help in reducing anxiety. 
Table 4.14: Quotes from teachers – Reluctance to communicate 

These responses indicate that outside of the school, students who experience FLA when 

speaking in English tend to only communicate in their native language.  

4.5.2.2. Avoidance behaviour/Reluctance to engage in English language 

learning 

An issue which was raised is that FLA can also impact students’ willingness to engage in 

language learning at all and causes avoidance behaviour. One of the challenges with the 

Participant 
Class 

level  

Length of 

English 

education 

Extent to which 

they experience 

FLA  

English use outside of classes 

at school* 

Impact of FLA outside of 

classes at school* 

S4 Pre-int. Since 2020 To some extent 

Sometimes 

  

Details: When I doing 

shopping 

Yes 

 

Details: When I can't explain 

S5 Pre-int. 8 months  Yes  

Sometimes 

 

Details: Very rarely, mostly 

only when necessary in a 

store or in some institution 

Yes 

 

Details: Because some people 

start laughing instead of 

helping and it just repels 
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refugees in particular is how to encourage people to come to classes and engage in English 

learning. Although the number of students enrolled in the school is growing, one teacher 

pointed out that they probably only get the people that are confident enough to even come 

to the school. One student mentioned that coming to a new country where you do not speak 

the language can be very difficult and that for some people, FLA is a barrier to engaging in this 

type of learning and will spend many years living in Scotland without ever being able to speak 

English as a result of this.    

4.5.2.3. Strain on general mental health  

Finally, an important theme that was identified is the strain that FLA, associated with the 

pressure of needing to integrate into Scotland, has on student’s general mental health. One 

student in particular expressed in class that they feel very tired from trying to listen in English 

and to speak in English all the time, and that feel very tired and stressed because of how much 

they are relying on English to make a good life for themselves and their family in Scotland.   

4.6. Mitigating FLA   

The data shows that, in the classroom, teachers focus primarily on creating a learning 

environment to make students feel safe and comfortable to alleviate their students’ FLA, but 

that the lack of acknowledgment of FLA at a wider level in Scotland is reflected in practice. 

This is shown in Figure 4.9.  

 
Figure 4.9: Emerging themes for RQ4 

4.6.1. Creating a learning environment to make students feel safe and comfortable as 

a way of alleviating FLA    

The teachers’ responses shows that they employ a range of strategies to try and help make 

their students feel as safe and comfortable as possible in their classes.  
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4.6.1.1 Creating a positive and friendly learning environment    

“I think that your first approach should be to create a very positive, confidence-building 

and supportive environment.” (T5) 

Teachers have emphasised that they focus on creating a positive and friendly learning 

environment for their students, in the hope that this alleviates any potential obstacles to their 

learning such as anxiety.  

Establishing rapport with students to make them feel valued  

Teachers concentrate on showing interest in the students and work hard to establish a rapport 

with them so as to make them feel valued. This is done by giving students the opportunity to 

be themselves in their English classes, and this helps in motivating them to continue with their 

English language learning.  

Ensuring students are building relationships 

Emphasis is also put on creating a space in which students are building relationships with each 

other. This is done by encouraging students to work together, and to engage in casual 

conversations in an attempt to lessen the fear of being judged by others. One teacher also 

commented that creating a classroom environment in which students can foster good 

relationships with their peers can alleviate anxiety and allow students to gain the confidence 

needed to foster those types of relationships outside of the classroom as well.  

Furthermore, when asked to rate the extent to which they believe the anxiety-reducing 

strategies suggested by the existent research would be effective in alleviating FLA in their 

classroom, most teachers said that they think that encouraging peer-feedback would be 

effective to some extent. 

Ensuring that classes are easy-going and pressure free 

Many of the teachers highlighted that they make an effort to make classes easy-going and 

pressure-free to make students feel as a comfortable and supported as possible, and to help 

learners feel relaxed. This entails prioritising time-giving – not putting students on the spot, 

being patient, giving time to assimilate information. This also includes using games and fun 

activities to help students settle in class and using humour to make students feel very at ease.  

Taking cultural differences into account at the lesson planning stage  
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The nature of the school lends itself to accommodating a very wide range of cultural 

differences amongst the students, therefore an emphasis is put on ensuring that teachers are 

respecting their students’ cultural differences and their backgrounds. For example: 

consciously not pairing a woman from an Islamic system with a man who is not her husband. 

This is to make students feel respected and supported, and to make them feel that they are 

learning in a safe space. However, as pointed out by one of the teachers, for an unexperienced 

teacher, like many of the volunteer teachers at the school, this can be a minefield and 

overwhelming when not supported correctly.  

Making appropriate group choices  

A recurring theme was that teachers should acknowledge that some of their students are 

more anxious than others in a classroom and make group choices adequately. From the point 

of view of T5, FLA can inhibit a student’s contribution, especially when they are learning in a 

big group, where the less anxious learners have a tendency to dominate the group as they are 

more fluent, more confident, or less anxious about making mistakes. In these types of 

situations, it is therefore important to reinforce group and pair work, and to make choices 

that are appropriate based on students FLA levels. Two teachers commented that students 

that are more anxious should be paired together rather than pairing a more confident learner 

with a more anxious one. They also mentioned that they have noticed that pairing students 

that speak the same native language as a way of making them more confident when speaking 

English has been an effective method for some of their students. This is coherent with the 

responses from the student questionnaire, in which the majority of students said that that 

they believe translanguaging would be beneficial in alleviating their FLA as it makes them feel 

more comfortable with the prospect of making mistakes, for example.   

Scaffolding learning  

The majority of all participants said that they think scaffolding learning would be effective in 

alleviating FLA. One teacher said that this is something that they have already put in place to 

make their students feel as prepared as possible and to support them in their learning, and 

that this has been very beneficial in helping students feel less anxious in class.  

Collaborative learning   
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The majority of teachers think that collaborative learning would be effective in fostering a 

comfortable environment for students as it makes them feel valued, and that this could help 

students to alleviate their FLA.  

4.6.1.2. Building learners’ confidence    

The teachers have also reinforced that building their learners’ confidence is an important part 

of their teaching as a way to alleviate their FLA in class.  

Providing positive encouragement, feedback and reassurance 

A number of teachers stressed that they strive to give their students positive encouragement 

and to offer them constant reassurance. They do so by highlighting their students’ strengths, 

praising their efforts and by providing positive feedback to help their students feel more 

confident in their abilities. This is shown in Table 4.15.  

Participant Quote 

T11 I always give positive feedback and try to highlight students' strengths. 

T3 
Reassurance giving 

Positive feedback 

T4 
Constant reassurance and positive encouragement 

Feedback 

T5 
Provide constant encouragement and praise student's efforts to build confidence 

and offer constant encouragement. 

T8 Giving constructive feedback 

Table 4.15: Quotes from teachers – Providing positive encouragement, feedback and reassurance 

This was also prevalent amongst the students’ responses. In the student interview, S6 

commented that he did not feel a great deal of FLA in his classes, because of his teacher’s 

positivity in class about his efforts and because they encourage everyone to speak in class and 

asserted that he enjoys receiving feedback from his teachers.  

Furthermore, only one student said that they believe peer-feedback would be beneficial in 

reducing levels of anxiety in the classroom, whereas the majority of teachers responded 

favourably to this, suggesting that teachers may encounter some difficulty of trying to 

implement it in their classroom.  

Offering supportive correction and normalising error-making  

A common theme amongst the teachers is that to reduce their students’ fear of making 

mistakes, a number of them pay attention to the way in which they correct their students and 

try to normalise error-making as much as possible. These teachers emphasise that 



36  

overcorrection is something which they actively try to avoid, as this can harm their students’ 

confidence and willingness to speak out in class from fear of making mistakes. It should be 

noted that one teacher (T5) shared that although they know that supportive correction is very 

important in helping their students feel confident and comfortable in class, they still feel that 

overcorrection is something of which they are sometimes guilty of. This highlights that 

although some teachers have awareness of the situations which trigger FLA, it can be difficult 

to avoid being in them.   

Normalising error-making is something that was recurrent when talking about correction. 

Many of the teachers made it clear that they often make points to explain to their students 

that error-making is an unfortunate but natural and important part of the language learning 

process, and that it does not necessarily equate to being unable to make themselves 

understood.  

4.6.1.3. Acknowledging the challenges of foreign language acquisition 

From the results, a final theme was identified – that of acknowledging the challenges of 

foreign language acquisition as well of alleviating FLA.  

Sharing their own language learning experiences and the challenges 

Three teachers mentioned that they have found that sharing some of their experiences as 

language learners to be helpful in making their students feel comfortable and that they hope 

this reduces their anxiety levels in class. Many of the teachers are language learners 

themselves and are, therefore, in a position to share the challenges that they have faced when 

learning a foreign language and to be empathetic to some of their students’ challenges. 

However, as highlighted in Section 4.4.3.1., this can also be difficult as learning the language 

of a country while living in that country comes with challenges which learning a language in 

your home country for pleasure does not necessarily have.      

Using FLA as a factor in decision-making 

Some teachers who are aware that FLA is prevalent in their classroom have explained that it 

can be used as a decision-making factor in their classes. Examples of this include making one 

of the aims of the class to involve more anxious students as much as possible, making sure 

that they ask them the easier questions initially, directing questions to reluctant speakers and 

developing pair and small group work with anxious students where they can feel more 
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confident. Although three teachers mentioned this, it is also important to note that many of 

the teachers shared that although they are aware of their students’ FLA, it does not always 

affect the planning and delivery of a lesson as much as it should. This will be explained in 

further detail in the next section.  

Acknowledging FLA with students 

Finally, most teachers, as well as two students, said that they believe that having open 

discussions about FLA in class would be effective in attempting to mitigate FLA in the 

classroom. This was reinforced by one teacher who commented:  

Participant Quote 

T5 

I think a whole group approach to the problems of anxiety would be beneficial. 

Students would feel they are not alone in coping with this anxiety and would get 

support from group discussion. 

Table 4.16: Quotes from teachers – Acknowledging FLA with students  

Although most teachers said that they would be willing to implement this strategy in the 

classroom, this was not something that was mentioned by teachers as a solution that they 

have implemented in the past.   

4.6.2. Lack of acknowledgment of FLA at a wider level in Scotland reflected in practice  

4.6.2.1. Teachers expressing feeling at a loss with regards to how to help 

alleviate their students’ FLA, especially outside of the classroom 

The results showed that for some students at the school, FLA stems from a variety of socio-

cultural factors and that this impacts their willingness to communicate in English outside of 

the classroom. When this was brought to the attention of the teachers during the interviews, 

many of them voiced that they were unsure whether this is an issue that can be tackled in 

class, as teachers are not in control of the situations that they are going to find themselves in 

outside of the classroom. Their responses show that although some students feedback their 

concerns about using English outside of the classroom, teachers feel at a loss with regards to 

how they can help them reduce their fears. Many of them explained that creating a safe and 

comfortable environment was the first step in mitigating any sort of anxiety and that they 

hope that over time, their students can carry this outside of the classroom.  

4.6.2.2. Lack of awareness of existing anxiety-reducing strategies  

The previous point is further reflected in teachers’ responses to the part of the questionnaire 

aimed at exploring the ways of mitigating FLA. Teachers were asked to expand on their 
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strategies for alleviating FLA in the classroom and to rate the extent to which the existing 

anxiety-reducing strategies would be effective. Most responses to the open-ended question 

revolved around making students feel comfortable and confident, however very few 

mentioned the strategies based on research. This suggests that none of the teachers who 

participated in the study implement strategies that are directly aimed at eliminating FLA. The 

data shows two factors which may contribute to this. Firstly, two teachers said that they do 

not do anything in class to reduce their students’ FLA, predominantly due to their perceived 

correlation between FLA and language aptitude. Another potential factor is that FLA cannot 

be tackled with a “one size fits all” approach, and the application of anxiety-reducing 

strategies is dependent on the makeup of the class, as well as the relationships within a class. 

They stress that students are first and foremost individuals, and that it is important to 

understand that one approach that works with one group may not work with another.  

Moreover, it was also brought to the attention of the researcher that although the teachers 

believe that most of the strategies would be effective, Figure 4.10 below shows that the 

relaxation strategy, for example, is not regarded as an effective method. Many teachers 

expressed that they do not think this type of strategy would work with their students and 

would not be willing to implement this strategy in their classes due to the context in which 

they are teaching.  

Figure 4.10: Teachers’ views on anxiety-reducing strategies 
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4.6.2.3. Need for teacher training courses aimed at reducing migrant learners’ 
FLA  

The two previous sub-sections demonstrate that dealing with FLA is not necessarily a priority 

and, as a result, FLA is not accounted for in lesson planning. This can be explained by a need 

for teacher training courses to give them the tools which they will need to alleviate their 

students’ FLA in the classroom, and to help them to teach the strategies which students will 

need to reduce their FLA outside of the classroom and enable them to integrate successfully.  

Firstly, the questionnaire showed that most teachers have never been offered training courses 

on alleviating FLA, but that they think they would be effective. In fact, most teachers were 

very enthusiastic about the opportunity of doing training on FLA as this is not something that 

they had considered much in their lesson planning. This is shown in the table below.  

Participant Quote 

T8 
I think that idea of them of having that as part of our whole toolkits, I think that, yeah 

it would be would be really would be really helpful. 

T11 

I think it would be definitely be very useful and I think it's something probably that I 

was guilty of, not really giving much thought to initially because, the reality is, if 

you're volunteering or you decide you want to be a language teacher, it probably 

means that you've had quite a good experience of learning languages […] and that 

you're quite confident about it. You're hardly likely to do that if you've had a really 

bad experience of learning languages […] so I feel completely different about 

languages than them and for many people that probably come to the school, they 

probably never planned to start learning another language, it's just life 

circumstances that led them into that situation. 

T7 

I think teachers really do need to be aware, and maybe have some training on dealing 

with, to a point that you could even call it post-traumatic stress, they're gonna be 

suffering PTSD. And you can't get involved with them personally, but you have to have 

the tools to be able to deal with it in the classroom and help them.  

Table 4.17: Quotes from teachers – Need for teacher training courses 

Another point which was stressed is that training courses would also offer teachers the 

opportunity to feel supported and to seek help from other ESOL/EFL teachers, especially for 

volunteer teachers who may have never experienced teaching this particular demographic, if 

they have any experience at all.  
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5. Discussion    

5.1. Introduction     

The data analysis provided in the previous chapter will form a basis for this chapter, which 

aims to discuss these findings. Similarly to the previous chapter, each section will aim to 

respond to each research question, identifying similarities and differences between the 

findings of this study and the existing research.  

5.2. Research question 1: How do learners and teachers in an ESOL classroom in Scotland 

view the prevalence of FLA when learning English?     

The results found that students within the school experience FLA and this manifests itself in 

various ways. The findings from the teachers revealed that many of the challenges that they 

face in the classroom stem from a form of FLA. This is consistent with previous studies 

(Horwitz, 2001; MacIntyre, 2002), which stressed that anxiety is one of the most influential 

factors in the language learning process.  

However, the results also uncovered that FLA is not as present amongst the students placed 

in the advanced classes at the school – these students either do not experience it, or it does 

not have a negative effect on their learning or usage of English. The literature review showed 

that a number of researchers argued that language aptitude and skills was an important 

variable surrounding FLA, including Marashi and Sahafina (2020), who found that as learners 

become more proficient, they can cope with their anxiety and control it.  

However, the study as a whole suggests that people that are learning the first language of a 

country whilst living in it, as is the case for all the students at the school, are more likely to 

experience FLA than someone learning a language in their home country for pleasure. This is 

due to a range of factors which are specific to migrant learners as suggested by Sevinç 

and Backus (2019).  

5.3. Research question 2: What are the factors which contribute to FLA from the perspective 

of the learners and teachers in an ESOL classroom in Scotland?     

The thematic analysis demonstrates that there are three primary factors which are a source 

of FLA for many of the students at the school, and that these factors are inter-related. These 

include psychological factors, socio-cultural factors, and personal circumstances and 

characteristics.  
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Scholars (e.g. Dryden et al, 2021; Horwitz et al, 1986; Lang, 2019) have put forward that FLA 

commonly stems from a fear of negative evaluation and communication apprehension. This is 

consistent with the findings in the present study, which demonstrates that students in the 

beginner stages of their learning find making themselves understood and being able to 

understand others challenging when communicating in English and this is a source of anxiety 

for them. Whilst this could be attributed to their aptitude in the language, the results highlight 

that it is also due to their perceptions of their proficiency and what they believe to be a “good” 

level of English, i.e. a perfect mastery of the language, free from mistakes. In fact, a 

comparison of the findings with those of other studies (Dovchin, 2020; Dryden et al, 2021; 

Horwitz et al, 1986; Lambert, 2008; Matsumoto et al, 1988; Williams & Andrande, 2008; 

Yamini & Tahiri, 2006) confirms that the students’ FLA is associated with their “linguistic 

inferiority complexes” (Dryden et al, 2021, p.1). The results demonstrate that anxious students 

have negative perceptions of themselves as English learners and users, but there is a 

discrepancy between what they perceive their level of English to be and what their teachers 

perceive their level of English to be. A number of teacher participants commented that their 

students that view their English as “bad” because they are not always correct and make 

mistakes often have a good grasp of the language and a good level of English. These findings 

reflect those of the existing research.   

Although previous studies discuss the fear of negative evaluation and communication 

apprehension as causes of FLA within the classroom context, the results from this study 

suggest that for migrant learners, this is also related to socio-cultural factors. A theme which 

emerged from the data is that FLA is a hindrance in their usage of English because of their fear 

of the behaviour of people around them outside of the school. Whilst this can be because they 

have found themselves in situations where they have been victims of xenophobia, it could also 

be argued that this is because they no longer perceive themselves as competent 

communicators as they would when communicating in their L1. As suggested by Horwitz et al 

(1986), this is one of the challenges of learning a foreign language as an adult. Current studies 

(Dryden et al, 2021; Lambert, 2008; Toth, 2010) put forward that comparison has a big part to 

play in adult learners’ FLA, as they have a tendency to compare their proficiency to that of 

their native language, and to their peers’ and native speakers’ proficiency. This is reflected in 

the results from this study, which also found that comparison plays a big part in students’ FLA. 
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Furthermore, unlike for someone that is learning a language for pleasure, migrant learners 

also experience FLA based on a fear of being unable to integrate due to language barriers. For 

many of the students at the school, their aim is to gain the linguistic knowledge that they will 

need to create a good life for themselves in this country, i.e. finding a job, being able to 

participate in the communities around them. The pressure that they face due to the 

circumstances surrounding their move to Scotland and their learning of English is another big 

source of anxiety for a lot of these students. The results demonstrated that for migrant 

learners, the motivations for learning English are very different, and this added strain of having 

to learn it quickly and to speak it well can have a negative impact on the language learning 

process. This supports the work of Sevinç and Backus’ (2019), who argued that migrant 

learners’ view of fluency in the native language of the country as essential for successful 

integration can create tension when they are learning the language. However, something that 

their study fails to consider is migrant learners’ past learning experiences. This important point 

was raised by a few of the teachers that participated in the study, who stressed that many 

people that arrive in Scotland, particularly the refugees, have had very little experience of 

education or very poor experiences, and that this makes them more prone to experiencing 

FLA when learning English in Scotland than a student that has had a full and positive 

experience of education. This is clearly an important factor to take into consideration for 

ESOL/EFL teachers, especially in volunteer-teacher-based schools.   

The findings suggest that the migrant learners within the school experience FLA based on their 

lack of self-confidence and psychological fears, as reflected in the existing studies. However, 

in contrast with the findings of this study, there is little evidence in previous studies to show 

that socio-cultural factors and students’ personal circumstances are also an important source 

of anxiety for this specific demographic of learners.  

5.4. Research question 3: What are the effects of FLA on English language learning for adult 

migrants in Scotland?     

Although this study aims to provide recommendations of how teachers can help migrant 

learners alleviate their FLA when learning English, the findings highlight that FLA can also 

influence their usage of the language outside of English classes, and that given the 

circumstances surrounding their language learning, i.e. successful integration in Scotland, it is 

equally as important to consider how FLA affects students outside of the school.   
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The results in the previous chapter showcase that FLA negatively affects the students at the 

school in a number of ways. One of the main negative impacts that FLA has is that it makes 

students less willing to communicate. The teacher perspective highlights that they have 

witnessed their students’ FLA primarily through their reluctance to speak out in class, and the 

student perspective shows that some of the more anxious students carry this reluctance 

outside of the school as well. Within the classroom context, a key point which was illustrated 

was that this even happens for students with the linguistic abilities to succeed in a particular 

task, which is clearly related to their own negative beliefs of themselves as learners and users 

of English. When looking at the perspective of the student-participants, an interesting finding 

was that reluctance to communicate is something that is also prevalent outwith the classroom 

context for students that experience FLA the most. The data demonstrates that FLA stemming 

from psychological and socio-cultural factors can have a big impact on adult migrant learners’ 

willingness to communicate in the target language in their daily lives. For the most anxious 

students of the sample, it is clear that they feel restricted in their usage of English from fear 

of finding themselves in situations where they do not understand or they cannot make 

themselves understood and how the people they are interacting with will react to this. This 

confirms the findings of previous studies (Khajavy et al, 2017; Liu & Jackson, 2008; MacIntyre 

& Gregersen, 2012), which showed that there are a variety of affective factors which can 

impair learners’ willingness to communicate in the target language. In their study, Macintyre 

and Gregersen (2012) stressed that this particular effect of FLA is of significance when teaching 

a language to adult migrant learners as it can result in social withdrawal and avoidance 

behaviours. This was also an important finding in the current study, which is that the school is 

made up of people that have enough confidence to engage in English learning at all, but that 

this is not necessarily the case for all adults that come to Scotland being unable to speak 

English. This suggests that FLA can act as a barrier to engaging in language learning, especially 

for migrant learners. Although this is in line with the findings of previous studies, it is 

important to add that researchers (Liu & Huang, 2011; MacIntyre & Gregersen, 2012) pointed 

out that FLA also has an impact on learners’ degree of motivation to learn the language. 

Although the findings confirm that this is somewhat true, as a theme which emerged from the 

data is that FLA can result in a reluctance to engage in language learning, lack of motivation 

was not an apparent theme amongst the student or teacher-participants. Although the 

majority of the students within the sample who are enrolled in an English language school 
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experience FLA to some extent, it does not affect their motivation to attend classes, contrary 

to previous studies. This suggests that while FLA does play a part in migrant adults’ lack of 

motivation to engage in language learning, it does not necessarily impact their motivation 

once they are already engaged in language learning, i.e. attending English classes.  

Another important finding which emerged from the analysis was the existence of a negative 

relationship between FLA and achievement, as demonstrated in previous studies (Horwitz et 

al, 1986; Horwitz, 2001; Liu & Huang, 2011; Teimouri et al, 2019). The data demonstrated that 

for students who find themselves in certain classroom situations which causes them FLA, this 

can impact their ability to undertake a task, which is not a problem that they would necessarily 

encounter in a different situation, as well as their ability to communicate efficiently, even if 

they have the linguistic knowledge and ability to do so. However, in contrast to previous 

studies, the current study highlights that this correlates with the students’ negative 

perceptions of their level of English and their fear of making mistakes, and that these 

psychological factors leading to FLA can actually make students more susceptible to having 

these fears.  

A result from this study which has not been described in the existing research is that FLA can 

put a strain on learners’ general mental health, particularly adult migrant learners who have 

the additional pressure of needing the language to survive. This is an important effect of FLA 

which is not explicitly mentioned in previous studies that should be considered when teaching 

English to migrant learners.  

5.5. Research question 4: What learning and teaching strategies can be implemented to 

mitigate the causes and effects of FLA?   

The final aim of this study is to explore the ways in which FLA can be mitigated for migrant 

learners in an ESOL classroom in Scotland. This aspect of the study was looked at from the 

perspective of both the students and the teachers within the sample, however it is important 

to note that these insights were provided predominantly by the teachers. The most obvious 

findings to emerge from the analysis were that teachers at the school focus primarily on 

creating a learning environment to make students feel safe and comfortable as a way of 

alleviating FLA; and that the lack of acknowledgement of FLA at a wider level in Scotland is 

reflected in practice.  
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The first theme shows that in general, the teachers have the main goal of creating a safe space 

for their students to learn English in. This ties in with Palanac’s (2019) study of using trauma-

informed ELT pedagogy as a way of alleviating FLA, in which it was reinforced that creating a 

safe learning space is of the utmost importance when teaching migrant learners as it accounts 

for the potential hidden barriers to learning that they have (e.g. PTSD) whilst helping them 

acquire a functional level of proficiency in the language. From the perspective of the teachers, 

this can be done by creating a positive and friendly learning environment by firstly putting an 

emphasis on establishing a rapport with their students and ensuring that they are building 

relationships with the teacher and the other students. Comparison of these findings with 

those of other studies confirms that these factors should be incorporated into ELT practices 

for migrant learners. Palanac (2019) suggests that relationship-building and inter-personal 

interactions should be prioritised within the classroom environment as this allows students to 

feel safe and increases their willingness to take risks. This is further reinforced by Toyama and 

Yamazaki (2021a), who argue that enhanced communication helps to make students feel 

heard, supported and safe. Another point which was made is that the teachers ensure that 

classes are easy-going and pressure free. This finding has also been reported in previous 

studies (Hashemi & Abbasi, 2013; Oxford, 1990; Rossiter, 2003; Young, 1990) which suggest 

that incorporating humour into teaching practices can help foster a pressure-free 

environment and encourage risk-tasking.  

Within this theme, the results also show that teachers take their students’ cultural differences 

and backgrounds into account as respecting these is important in helping students feel safe in 

the classroom. This includes respecting differences when making group choices, as well as 

understanding that certain potentially triggering topics should be avoided6. This is something 

which was illustrated by Tanveer (2007), who suggested that teachers that teach in a multi-

cultural context should be familiar with their students’ cultural backgrounds to allow them to 

understand their anxiety-related behaviours.  

Whilst making appropriate group choices based on cultural differences is important, the 

teachers suggest that students’ FLA levels as well as their native language should also be 

considered. Pairing students with the same L1 makes students feel more comfortable and 

 
6 This is a policy within the school which all volunteers agree to when they start volunteering at the school.  
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confident speaking English and more willing to take risks (making mistakes). These findings 

seem to be consistent with those of Dryden et al (2021), who put forward translanguaging as 

an effective FLA-mitigating strategy with migrant learners as it allows them to express their 

identity in the language classroom.  

The results also show that two strategies proposed by the existing research would be effective 

in reducing levels of FLA in the classroom – scaffolding learning (Teimouri et al, 2019) and 

collaborative learning (Dewaele & MacIntyre, 2014; Palanac, 2019; Williams & Andrande, 

2008). However, it is important to note that these findings were deductive and that almost 

none of the teachers within the sample currently implement these strategies, as will be 

discussed later in this section.  

Teachers at the school also aim to alleviate FLA by building their students’ confidence whilst 

teaching, by providing positive encouragement, feedback and reassurance, offering 

supportive correction and normalising error-making. This further supports previous findings 

that errors should be corrected in a perceptive way and it should be stressed that mistakes 

are a natural part of the language learning process as way to make students more willing to 

engage in English language learning (Leicester University of Sanctuary, 2022; Palanac, 2019).  

The results demonstrate that by openly acknowledging the challenges of foreign language 

acquisition in the classroom, the teachers feel that they are creating a learning environment 

in which their students can feel safe to the point where their FLA is alleviated. This is 

somewhat consistent with the findings of previous studies (Hashemi & Abbasi, 2013; Tanveer, 

2007; Teimouri et al, 2019), which argue that it is important for teachers to recognise the 

prevalence of anxiety in their classroom and offer students opportunities to have open 

discussions about it. The results suggest that the teachers do recognise it to some extent, as 

they share their own language learning experiences and the challenges and they consider FLA 

in their decision-making as a way to ensure their students are comfortable. However, they 

also demonstrated that they do not actively acknowledge FLA in their classes. Although many 

of them believe that having open discussions about FLA and encouraging positive peer-

feedback would be beneficial in mitigating FLA in their classroom, as suggested by Kondo and 

Yin-Ling (2004), none of them are currently implementing this in their ELT practices.  
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It is clear from these findings that there is in fact a lack of acknowledgment of FLA at a wider 

level in Scotland and that this in reflected in practice. The results show that the teachers feel 

at a loss with regards to how to help alleviate their students’ FLA which stems from socio-

cultural factors (outwith the classroom context). This was further illustrated in the second sub-

theme which demonstrates that there is a lack of awareness of the existing anxiety-reducing 

strategies. The previous chapter found that the primary reasons for this are the correlation 

between FLA and aptitude, that successful FLA-mitigation is entirely dependent on the 

specificities of the class (the teacher, the students and the relationships amongst them). For 

example, whilst the majority of teachers view strategies such as peer-feedback, positive self-

talk as potentially effective anxiety-reducing strategies, they do not currently implement these 

strategies due to the uncertainty of their success with their students. It is for this same reason 

that they also do not regard relaxation techniques as an effective method. Therefore, this 

study has not been able to demonstrate the effectiveness of the strategies put forward in 

previous studies (Dorneyei et al, 2016; Hauck & Hurd, 2005; Kondo and Yin-Ling, 2004; Oxford, 

1990; Sak, 2020; Toyama and Yamazaki, 2021; Young, 1991), but rather raises some questions 

about their effectiveness for this particular context. An implication of this might be that there 

is a need for the development of anxiety-reducing strategies that are more appropriate for 

the demographic that non-profit schools in Scotland cater to.  

Another interesting finding was that some teachers do not implement these strategies as they 

do not have the knowledge required to implement them in their classrooms (e.g. 

translanguaging). This therefore highlights the need for teacher training courses which are 

aimed at reducing migrant learners’ FLA, especially for volunteer EFL/ESOL teachers that do 

not necessarily have a background in English education, like many of the teachers within this 

school. This finding, while preliminary, suggests that training courses on trauma-informed ELT 

pedagogy in particular would be very beneficial. Not only would this be valuable for the 

students, but this would also allow teachers to navigate the “minefield” (as quoted by one of 

the teachers) that is teaching migrant learners. Palanac (2019) highlights that practitioner self-

care is equally as important to mitigate migrant learners’ FLA.  
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6. Conclusion    

6.1. Summary of findings   

This study sought out to explore the role of FLA in the language learning process of adult 

migrant learners in a non-profit English school in Scotland, namely its prevalence, its causes, 

how it affects them and how it can be mitigated. These were determined based on the 

accounts of both learners and teachers in an English school in Scotland. Though it did not 

follow a specific previous research design, the literature review built a framework for the 

study's design and provided a theoretical foundation and empirical justification for it. Based 

on this, a qualitative study was chosen as the most appropriate methodology, drawing from 

questionnaires and semi-structured interviews with students and teachers at the school 

willing to take part. 

The responses revealed that FLA is prevalent amongst the students at the school. The majority 

of student-participants showed that they experience FLA when learning and using English, 

which was reinforced by the teacher-participants who also demonstrated an awareness of FLA 

in their classrooms. However, the results also showed the existence of a correlation between 

FLA and language aptitude, meaning that FLA is more likely to impact adult migrants in the 

early stages of their learning, and that students with more developed linguistic abilities do not 

experience it as much.   

A range of factors were highlighted as potential causes of FLA. It was shown that psychological 

factors are an important cause of FLA for these students. Whilst this is in accordance with 

findings from previous studies, which demonstrate that these are sources of FLA for the 

majority of adult learners in general, there is very little research which highlights the other 

factors which are unique to migrant learners specifically. This study found that socio-cultural 

factors and personal circumstances also contribute to the students’ FLA. Socio-cultural factors 

include their apprehension of the negative behaviour of native speakers and their perceptions 

of them, based on their fear of being in a situation in which they are unable to understand or 

make themselves understood as well as their perceived lack of linguistic ability; and the fear 

that this language barrier will prevent them from integrating successfully into their new 

country of residence. Secondly, an important factor which needs to be taken into 

consideration when teaching migrant learners in particular is the FLA caused by their own 

personal circumstances, whether that be the pressure due to the circumstances surrounding 
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their move and their language learning, their past learning experiences and the fact that they 

are unexpectedly having to learn English as an adult.  

These factors can have a significant negative impact on the students’ learning and usage of 

English. The study demonstrated that FLA has a tendency to manifest itself through a 

reluctance to communicate, both in the classroom and in their daily lives. The results suggest 

that when combined, the previous factors can influence students’ willingness to 

communicate, leading to social withdrawal, but also their willingness to engage in language 

learning. Although many of the students confirmed that they experience FLA to some extent, 

this does not affect their degree of motivation to attend the classes at the school. However, a 

key takeaway from the results is that there are still many migrants in Scotland who do not 

engage in language learning at all, and it is possible that one the causes of this is FLA. This type 

of avoidance behaviour stemming from FLA from students that do not use their English 

outside of the classroom or from migrants who lack the confidence to attend English classes 

at all, is significant for this particular demographic as it creates a barrier to their integration. 

This highlights the importance of finding the appropriate methods to help students mitigate 

their FLA, so as to not impact the extent to which they are able to create a life for themselves 

in Scotland.  

The teachers who demonstrated an awareness of the prevalence of FLA in their classroom 

provided some examples of the ways in which they attempt to mitigate it, primarily through 

focusing on making students feel safe and comfortable in the classroom. Creating a positive 

and friendly learning environment, building learners’ confidence and acknowledging the 

challenges of foreign language acquisition are methods which the majority of the teachers 

within the sample employ as a way of alleviating FLA stemming from psychological factors. 

However, the findings also show that teachers, who are all volunteers and some without a 

teaching background, have difficulty navigating the challenges of teaching migrant learners 

and how to help them overcome FLA stemming from socio-cultural factors and personal 

circumstances. Furthermore, this study raised some doubts about the suitability of the 

methods proposed in existing studies for this particular context. The implications of this will 

be discussed later in this chapter.  



50  

 6.2. Limitations   

The scope of this study was limited due to the lack of responses from students. Whilst the 

teacher-participants offered a significant overview of the role of FLA amongst their students, 

the study would have benefited from a higher number of students participating in the study. 

The semi-structured interviews with the teachers provided an in-depth understanding of how 

they perceive the role of FLA and gave them the opportunity to further discuss their 

questionnaires responses. However, very little students responded to the questionnaire, 

amongst which only one was willing to take part in an interview. There are a number of 

explanations for this. The first is that due to Covid, the majority of classes are currently being 

held online meaning that the questionnaire was predominantly distributed via email, which is 

not generally a communication method which receives a lot of responses at the school. The 

second is that the questionnaire was created for all the students, rather than having 

questionnaires according to language levels. The final explanation is that FLA could have 

impacted the students’ willingness to take part in the study or to agree to take part in an 

interview.  

Another source of weakness in this study is that it was limited to one school. In order to 

facilitate the research, it was carried out in an English school in which the researcher is a 

volunteer tutor and is therefore familiar with the students and teachers. Research in multiple 

similar schools across Scotland as well as integration organisations in Scotland (e.g. New Scots) 

would have allowed to gain a broader view of FLA for migrant learners in Scotland.   

6.3. Pedagogical implications  

Whilst the findings presented above provide a coherent overview of the causes and effects of 

FLA for the students at the school, it also demonstrated a lack of acknowledgement of FLA at 

a wider level in Scotland which is reflected in practice. Alleviating FLA presents itself as a 

challenge for the teachers at the school. Whilst most who acknowledge its presence make 

efforts to make their students feel safe and comfortable in the classroom to alleviate FLA 

stemming from psychological factors, many of them feel that there is more that they can do 

and do not know how to help alleviate FLA that stems from socio-cultural factors and their 

personal circumstances. Furthermore, the findings suggest that the existing anxiety-reducing 

strategies are not suitable for this particular teaching context. Based on these findings, this 

study will set out recommendations for practice as well as recommendations for policy.  
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6.3.1. Recommendations for practice  

The school is a non-profit organisation which aims to help migrants integrate successfully and 

which relies on the work of volunteer tutors, many of which do not have backgrounds in ELT 

or education at all. Teaching migrant learners can be challenging, as it as much about creating 

the conditions that account for the challenges that are unique to this context as it is about 

helping them acquire a functional level of proficiency. Therefore, this study puts forward that 

teachers should focus on creating a safe environment for their students, through establishing 

a rapport with the students to make them feel valued, ensuring that students are building 

relationships, making classes pressure-free in which time-giving is prioritised, ensuring that 

cultural differences are also taken into account, building learners’ confidence by providing 

positive encouragement, feedback and reassurance, normalising error-making, and 

acknowledging the challenges of foreign language acquisition and FLA in the classroom. 

Making sure that students feel seen and heard, flexibility and empathy are central to making 

students feel safe and comfortable and to helping them alleviating any sort of FLA in the 

classroom.  

6.3.2. Recommendations for policy  

The findings also showcased that some changes should be made at a policy-level. A reasonable 

approach to tackle the issue of lack of acknowledgement of FLA is the development of teacher-

training courses to sensitise EFL/ESOL teachers in non-profit ESL schools and integration 

programs (e.g. New Scots, Forth Valley Welcome…) to the challenges of foreign language 

acquisition for migrant learners such as FLA, and to provide them with the support that they 

require. As there is not currently a large number of anxiety-reducing strategies aimed for 

migrant learners specifically, training courses on trauma-informed ELT pedagogy (Palanac, 

2019) would be especially beneficial in helping teachers make the appropriate changes in their 

classroom to help their students who experience FLA.   

6.4. Recommendations for further research 

The findings highlighted two research gaps. Firstly, the previous sections demonstrated that 

teachers feel at a loss with regards to how to help their students mitigate the effects of FLA 

outside of the classroom. Further exploration into this would therefore be helpful in providing 

teachers a foundation for the development of anxiety-reducing strategies that migrant 

learners can use in their daily lives. Secondly, it would be beneficial to look at the role of FLA 
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in migrant adults’ reluctance to engage in language learning at all further and ways in which 

this type of FLA can be mitigated as to remove all the possible barriers to language learning 

that are stopping them from being able to succeed in Scotland.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



53  

References :  

Alrabai, F. (2015). The influence of teachers' anxiety-reducing strategies on learners' foreign 

language anxiety. Innovation in Language Learning and Teaching, 9(2), 163-190. Doi:  

https://doi.org/10.1080/17501229.2014.890203 

Allen, M. (2017). The sage encyclopedia of communication research methods (Vols. 1-4). 

Thousand Oaks, CA: SAGE Publications, Inc.  

Andrew, S. & Halcomb, E. J. (2012). Mixed method research. In S. Borbasi & D. Jackson (Eds.), 

Navigating the Maze of Research: Enhancing Nursing and Midwifery Practice (pp. 147-165). 

Chatswood, N.S.W: Elsevier Australia. 

Bailey, P., Onwuegbuzie, A.J. & Daley, C.E. (2000). Correlates of Anxiety at Three Stages of the 

Foreign Language Learning Process. Journal of Language and Social Psychology, 19(4), 474-

490.  

Baxter, P. & Jack, S. (2008). Qualitative Case Study Methodology: Study Design and 

Implementation for Novice Researchers. The Qualitative Report, 13(4), 544-559. 

Bernard, H.R. (2002). Research methods in anthropology: Qualitative and quantitative 

approaches (3rd Ed.). Alta Mira Press: Walnut Creek, CA. 

Black, I.R. (2001). The Presentation of Interpritivist Research. Qualitative Market Research, 

9(4), 319-324. 

Braun, V. & Clarke, V. (2014). What can thematic analysis offer health and wellbeing 

researchers? International Journal of Qualitative Studies on Health and Well-being, 9(1). 

Brookfield, S. (1985). A critical definition of adult education. Adult Education Quarterly, 36(1), 

44-49. 

Brown, H. D. (2000). Principles of language learning and teaching (4th ed.). New York, NY: 

Addison Wesley Longman, Inc. 

Burling, R. (1981). Social constraints on adult language learning. In H.Winitz (Ed.), Native 

language and foreign language acquisition. New York: Annals of the New York Academy of 

Science, 379, pp.279-290. 

Capstick, T. 2019. Language Learning as Psycho-Social Support: Translanguaging Space as Safe 

Space in Superdiverse Refugee Settings. Applied Linguistics Review, 11(4), 701–726.   

Capstick, T. & Ateek, M. (2021). Translanguaging spaces as safe space for psycho-social 

support in refugee settings in the Kurdistan region of Iraq. Journal of Multilingual and 

Multicultural Development, 1-16. 

Carson, D., Gilmore,  A., Perry,  C., & Gronhaug, K. (2001). Qualitative  Marketing  Research. 

London: Sage. 

Cattell, R. B., & Scheier, I. H. (1961). The meaning and measurement of neuroticism and 

anxiety. Ronald. 

https://doi.org/10.1080/17501229.2014.890203


54  

Champagne, M. V. (2014) The Survey Playbook: How to Create the Perfect Survey. CreateSpace 

Independent Publishing Platform. Available from: www.createspace.com. 

Cho, S. & Reich G.A. (2008). New Immigrants, New Challenges: High School Social Studies 

Teachers and English Language Learner Instruction. The Social Studies, 99(6), 235-242. 

Cohen, L., Manion, L. & Morrison, K. (2018). Research Methods in Education (6th Ed.). 

Routledge: Oxon. 

Comstock, R., & Kamara, C. (2003). Adult language/learning disability: Issues and resources. 

ERIC database. (ERIC Document Reproduction Service No. ED 482 311).  

Cresswell, J.W. & Plano Clark, V.L. (2011). Designing and conducting mixed method research 

2nd Ed.). Sage: Thousand Oaks, CA. 

Crowe, S., Cresswell, K., Robertson, A., Huby, G., Avery, A. & Sheikh, A. (2011). The Case Study 

Approach. BMC Medical Research Methodology, 11(100). 

Daubney, M., Dewaele, J.-M. & Gkonou, C. (2017) Introduction. In C.Gkonou, Daubney, M. & 

Dewaele, J,-M. (Eds.), New insights into language anxiety: Theory, research and educational 

implications. Multilingual Matters. 

Deng, F. & Zou, Q. (2016). A Study on Whether the Adults’ Second Language Acquisition Is Easy 
or Not—From the Perspective of Children’s Native Language Acquisition. Theory and Practice 

in Language Studies, 6(4), 776-780. 

Dewaele, J.-M., & MacIntyre, P.D. (2014). The two faces of Janus? Anxiety and enjoyment in 

the foreign language classroom. Stud. Sec. Lang. Learn. Teach. 4, 237–274. doi: 

10.14746/ssllt.2014.4.2.5.  

Dewaele, J.-M., Petrides, K.V. & Durnham, A. (2008). Effects of Trait Emotional Intelligence 

and Sociobiographical Variables on Communicative Anxiety and Foreign Language Anxiety 

Among Adult Multilinguals: A Review and Empirical Investigation. Language Learning, 58(4), 

911-960. 

Denscombe, M. (1995). Explorations in group interviews: an evaluation of a reflexive and 

partisan approach. British Educational Research Journal, 21 (2), 131–48. 

Doody, O. & Doody, C.M. (2015) Conducting a pilot study: Case study of a novice researcher. 

British Journal of Nursing, 24(21), 1074-1078. 

Dörnyei, Z., Henry, A., & Muir, C. (2016). Motivational currents in language learning: 

Frameworks for focused interventions. Routledge/Taylor & Francis Group. 

Downey, D. & Snyder, L. (2000). College Students with LLD: The Phonological Core as Risk for 

Failure in Foreign Language Classes. Topics in Language Disorders, 21(1), 82-92. 

Dovchin, S. (2020). The psychological damages of linguistic racism and international students 

in Australia. International Journal of Bilingual Education and Bilingualism, 23(7), 804–818. 

https://doi.org/10.1080/13670050.2020.1759504.  

Doyle, S. (2015). Getting to grips with the English language. In Simpson, J. &  Whiteside, A., 

Adult Language Education and Migration: Challenging agendas in policy and practice. (pp.162-

172). Routledge.  

http://www.createspace.com/
https://doi.org/10.1080/13670050.2020.1759504


55  

Dryden, S., Tankosić, A. & Dovchin, S. (2021). Foreign language anxiety and translanguaging as 

an emotional safe space: Migrant English as a foreign language learners in Australia. System, 

101, 1-11. 

Duran, R. P., Eisenhart, M. A., Erickson, F. D., Grant, C. A., Green, J. L., Hedges, L. V. & 

Schneider, B. L. (2006). Standards for reporting on empirical social science research in AERA 

publications: American Educational Research Association. Educational Researcher, 35(6), 33–
40. 

Education Scotland (n.d.). Scotland’s ESOL Strategy 2015-2020. 

https://www.education.gov.scot/Documents/ESOLStrategy2015to2020.pdf  

Ellis, R. (1997). Second language acquisition. Oxford: Oxford University Press.  

Ennis, L. & Wykes, T. (2016). Sense and readability: participant information sheets for research 

studies. The British Journal of Psychiatry, 208(2), pp. 189-194. 

Finn, H.B. (2010). Overcoming barriers: Adult refugee trauma survivors in a learning 

Community. TESOL Quarterly, 44(3), 586–596.  

Faber, J., & Fonseca, L. M. (2014). How sample size influences research outcomes. Dental press 

journal of orthodontics, 19(4), 27-29. 

Flores, N., & García, O. (2013). Linguistic third spaces in education: Teachers’ translanguaging 

across the bilingual continuum. In D. Little, C. Leung, & P. Van Avermaet (Eds.), Managing 

diversity in education: Key issues and some responses (pp. 243–256). Bristol, UK: Multilingual 

Matters. 

Flores, N., & García, O. (2013). Linguistic third spaces in education: Teachers’ translanguaging 

across the bilingual continuum. In D. Little, C. Leung, & P. Van Avermaet (Eds.), Managing 

diversity in education: Key issues and some responses (pp. 243–256). Bristol, UK: Multilingual 

Matters. 

Ganschow, L., & Sparks, R. (1996). Anxiety about foreign language learning among high school 

women. Modern Language Journal, 80(2), 199–212. https://doi.org/10.2307/328636.  

García, O., & Leiva, C. (2014). Theorizing and enacting translanguaging for social justice. In A. 

Blackledge & A. Creese (Eds.), Heteroglossia as practice and pedagogy (pp. 199–216). 

Dordrecht: Springer. 

García, O., & Leiva, C. (2014). Theorizing and enacting translanguaging for social justice. In A. 

Blackledge & A. Creese (Eds.), Heteroglossia as practice and pedagogy (pp. 199–216). 

Dordrecht: Springer. 

Gardner, R. C. (1985). Social Psychology and Second Language Learning: The Role of Attitude 

and Motivation. Baltimore, MD: Edward Arnold. 

Gavora. (2006). Sprievodca metodológiou kvalitatívneho výskumu. Bratislava: Regent. 

Gerring, J. (2007). Case Study Research: Principles and Practices (2nd Ed.). Cambridge 

University Press. 

Greene, J.C., Caracelli, V.J. & Graham, W.F. (1989). Toward a Conceptual Framework for 

Mixed-Method Evaluation Designs. Educational Evaluation and Policy Analysis, 1(3), 255-274.  

https://www.education.gov.scot/Documents/ESOLStrategy2015to2020.pdf
https://psycnet.apa.org/doi/10.2307/328636


56  

Halcomb, E. & Hickman, L. (2015). Mixed methods research. Nursing Standard: promoting 

excellence in nursing care, 29 (32), 41-47. 

Hauck, M., & Hurd, S. (2005). Exploring the link between language anxiety and learner self-

management in open language learning contexts. Eur. J. Open Dist. e-Learn, 1–12. 

Harzing, A. W., & Feely, A. J. (2008). The language barrier and its implications for HQ-subsidiary 

relationships. Cross Cultural Management: International Journal, 15(1), 49–61. 

https://doi.org/10.1108/13527600810848827.  

Hashemi, M. (2011). Language Stress And Anxiety Among The English Language Learners. 

Social and Behavioral Sciences, 30, 1811-1816.  

Hashemi, M. & Abbasi, M. (2013). The Role of the Teacher in Alleviating Anxiety in Language 

Classes. International Research Journal of Applied and Basic Sciences, 4(3), 640-646. 

Hoch, A., Stewart, D., Webb, K. & Wyandt-Hiebert, M.A. (2015). Trauma-Informed Care on a 

College Campus. Presentation at the annual meeting of the American College Health 

Association: Orlando. 

Horsman, J. (2004). "But is it education?": The challenge of creating effective learning for 

survivors of trauma. Women's Studies Quarterly, 32(1-2), 130-146.  

Horwitz, E. (2001). Language anxiety and achievement. Annual Review of Applied Linguistics, 

21, 112-126. 

Horwitz, E.k., Horwitz, M.B. & Cope, J. (1986). Foreign Language Classroom Anxiety. The 

Modern Language Journal, 70(2), 125-132. 

Hudson, L. A., & Ozanne, J. L. (1988). Alternative ways of seeking knowledge in consumer 

research. Journal of Consumer Research, 14(4), 508–521. https://doi.org/10.1086/209132.  

Hulstijn, J. H. (2007). Fundamental issues in the study of second language acquisition. 

EUROSLA Yearbook, 7, 191-203. In, A., Stewart, D., Webb, K., & Wyandt-Hiebert, M. A. (2015). 

Trauma-Informed Care on a College Campus. Orlando, FL:  Presentation at the annual 

meeting of the American College Health Association. 

Isserlis, J. (2000). Trauma and the adult English language learner. ERIC Digest, 1-7.  

Izadpanah, S. (2010). A study on task-based language teaching: From theory to practice. US-

China Foreign Language, 8(3), 47-56. 

Johansson, L. (2021). Foreign Language Anxiety among Young Swedish EFL Learners. Available 

at: https://www.diva-portal.org/smash/record.jsf?pid=diva2%3A1594118&dswid=7853  

Johnstone, R. (2002). Addressing “the age factor”: some implications for language policy. 

Council of Europe, Available at: http://www.coe.int/t/dg4/linguistic/source/JohnstoneEN.pdf 

Kartal, E. (2011). Foreign language teacher trainees’ reading attitudes. Social Behavior and 

Personality, 39(3), 345-360. http://dx.doi.org/10.2224/sbp.2011.39.3.345.  

Kao, P.C. & Craigie, P. (2013). Evaluating student interpreters’ stress and coping 
strategies. Social Behavior and Personality: An international journal, 41(6), 1035-1044. 

https://doi.org/10.1108/13527600810848827
https://psycnet.apa.org/doi/10.1086/209132
https://www.diva-portal.org/smash/record.jsf?pid=diva2%3A1594118&dswid=7853
http://www.coe.int/t/dg4/linguistic/source/JohnstoneEN.pdf
http://dx.doi.org/10.2224/sbp.2011.39.3.345


57  

Khajavy, G.H., MacIntyre P. and Barabadi, E. (2017). Role of the Emotions and Classroom 

Environment in Willingness to Communicate. Studies in Second Language Acquisition, 40(3), 

1-20. Doi: http://dx.doi.org/10.1017/S0272263117000304  

Kondo, D.S. & Ying-Ling, Y. (2004). Strategies for coping with language anxiety: the case of 

students of English in Japan. ELT Journal, 58(3), 258-265.  

Knowles, M. S. (1970). The modern practice of adult education: Andragogy versus pedagogy. 

New York: Association Press. 

Kouritzin, S. (2000). Immigrant mothers redefine access to ESL classes: Contradiction and 

ambivalence. Journal of Multilingual and Multicultural Development, 21(1), 14-32. 

Kumar, R. (2014). Research methodology: A step-by-step guide for beginners (4th ed.). SAGE 

Publications Ltd. 

Lalonde, R. N. & Gardner, R. C. (1984). Investigating a causal model of second language 

acquisition: Where does personality fit? Canadian Journal of Behavioural Science / Revue 

canadienne des sciences du comportement, 16(3), 224–237. 

Lambert, O.D. (2008). Who Are Our Students? Measuring Learner Characteristics in Adult 

Immigrants Studying English. Adult Basic Education and Literacy Journal, 2(3). 162-173. 

Lang, N. W. (2019). Teachers’ translanguaging practices and “safe spaces” for adolescent 
newcomers: Toward alternative visions. Bilingual Research Journal, 42(1), 73-89. 

https://doi.org/10.1080/15235882.2018.1561550 

Lenneberg, E.H. (1967). Biological foundations of language. New York: Wiley. 

Li, G. (2013).  Immigrant language acquisition: an international review. In Gold, S.J. and Nawyn, 

S.J. (Eds.), The Routledge International Handbook of Migration Studies (pp. 271-283). 

Routledge. 

Li, W. (2018). Translanguaging as a Practical Theory of Language. Applied Linguistics, 39(1), 9-

30.  

Lin, L. (2012). Measuring Adult Learners' Foreign Language Anxiety, Motivational Factors, and 

Achievement Expectations; a Comparative Study Between Chinese as a Second-Language 

Students and English as a Second-Language Students. ETD Archive, 184. 

Liu, M. & Huang, W. (2011). An Exploration of Foreign Language Anxiety and English Learning 

Motivation. Education Research International, 12(5), 1-7. Doi: 

http://dx.doi.org/10.1155/2011/493167  

Liu, M. & Jackson, J. (2008). An Exploration of Chinese EFL Learners' Unwillingness to 

Communicate and Foreign Language Anxiety. The Modern Language Journal, 92(1), 71-86. 

https://doi.org/10.1111/j.1540-4781.2008.00687.x  

MacIntyre, P.D. (2002). Motivation, Anxiety and Emotion in Second Language Acquisition. 

Language Learning and Language Teaching, 2, 45-69.  

MacIntyre, P.D. & Gardner, R.C. (1991). Methods and Results in the Study of Anxiety and 

Language Learning: A Review of the Literature. Language Learning, 41(1), 85-117. 

http://dx.doi.org/10.1017/S0272263117000304
https://doi.org/10.1080/15235882.2018.1561550
http://dx.doi.org/10.1155/2011/493167
https://doi.org/10.1111/j.1540-4781.2008.00687.x


58  

MacIntyre, P.D. & Gardner, R.C. (1994). The Subtle Effects of Language Anxiety on Cognitive 

Processing in the Second Language. Language Learning, 44(2), 283-305. 

MacIntyre , P. & Gregersen, T. (2012). Emotions that Facilitate Language Learning: The 

Positive-broadening Power of the Imagination. Studies in Second Language Learning and 

Teaching, 2(2), 193-213. Doi: https://doi.org/10.1016/j.system.2021.102593  

Marashi, H. & Sahafina, S. (2020). EFL Learners’ Language Aptitude, Foreign Language Anxiety, 
and Willingness to Communicate. International Journal of Foreign Language Teaching & 

Research, 8(30), pp. 25-48. 

Matsumoto, D., Kudoh, T., Scherer, K., & Wallbott, H. (1988). Antecedents of reactions to 

emotions in the United States and Japan. Journal of Cross-Cultural Psychology, 19, 267–286. 

McDermott, B.C. (2020). Foreign Language Anxiety's Impact on Immigrants and Refugees: 

Review of the Literature. In Cardozo-Gaibisso, L. & Vasquez Dominguez, M. (Eds.), Handbook 

of Research on Advancing Language Equity Practices With Immigrant Communities (pp.365-

378). IGI Global.  

Merriam, S.B. & Caffarella, R.S. (1999). Learning in Adulthood. A Comprehensive Guide. Second 

Edition. Jossey-Bass Higher and Adult Education Series. San Francisco: Jossey-Bass Publishers. 

Moskal, M. (2014). Polish migrant youth in Scottish schools: conflicted identity and family 

capital.  Journal of Youth Studies, 17(2), pp. 279-291.  

National Adult Literacy Agency (NALA) (2005). Guidelines for Good Adult Literacy Work. Policy 

Document. Dublin: NALA. 

Neuman, W.L. (2000) Social research methods qualitative and quantitative approaches. 4th 

Edition, Allyn & Bacon: Needham Heights. 

Oakley, A. (2000). Experiments in knowing: Gender and method in the social sciences. 

Cambridge: Polity Press. 

Onwuegbuzie, A.J., Bailey, P. & Daley, C.E. (1999). Factors associated with foreign language 

anxiety. Applied Psycholinguistics, 20(2), 217-239. Doi: 

https://doi.org/10.1017/S0142716499002039 .  

Oteir, I. N., & Al-Otaibi, A. N. (2019). Foreign Language Anxiety: A Systematic Review. Arab 

World English Journal, 10 (3), 309-317. DOI: https://dx.doi.org/10.24093/awej/vol10no3.21.  

Oxford, L. R. (1990). Language learning strategy: What every teacher should know. New York: 

Newbury House Publishers.   

Palanac, A. (2019). Towards a trauma-informed ELT pedagogy for refugees. Language Issues, 

30(2), pp.3-14.  

Palinkas, L.A., Horwitz, S.M., Green, C.A., Wisdom, J.P., Duan, N. & Hoagwood, K. (2015). 

Purposeful sampling for qualitative data collection and analysis in mixed method 

implementation research. Adm Policy Ment Health, 42(5), 533–544. 

Peel, K.L. (2020). A Beginner's Guide to Applied Educational Research using Thematic Analysis. 

Practical Assessment, Research and Evaluation, 25, Article 2. 

https://doi.org/10.1016/j.system.2021.102593
https://doi.org/10.1017/S0142716499002039
https://dx.doi.org/10.24093/awej/vol10no3.21


59  

Penfield, W. & Roberts, L. (1959). Speech and Brain Mechanisms. Princeton University Press: 

Princeton, N.J. 

Phothongsunan, S. (2010). Interpretive Paradigm in Educational Research. Galaxy 

Reder, S. & Green, K. R. (1985). Giving literacy away: An alternative strategy for increasing 

adult literacy development. Commissioned monograph prepared for National Adult Literacy 

Project.  

Robert Wood Johnson Foundation. (n.d.). The Interpretivist Paradigm. 

http://www.qualres.org/HomeInte-3516.html  

Rossiter, M. J. (2003). The Effects of Affective Strategy Training in the ESL Classroom. The 

Electronic Journal for English as a Second Language, 10.  

http://www.tesl-ej.org/wordpress/issues/volume7/ej26/ej26a2/ 

Sak, M. (2020). The role of ideal L2 self in predicting L2 willingness to communicate inside and 

outside the classroom. Eurasian Journal of Applied Linguistics, 6(2), 189-203.   

Scottish Government. (2016). The impacts of migrants and migration into Scotland. Retrieved 

on 13/03/22, from https://www.gov.scot/publications/impacts-migrants-migration-

scotland/documents/.  

Sevinç, Y. & Backus, A. (2019). Anxiety, language use and linguistic competence in an 

immigrant context: a vicious circle?. International Journal of Bilingual Education and 

Bilingualism, 22(6), 706-724. https://doi.org/10.1080/13670050.2017.1306021.  

Shank, C. (2001). English language learners with learning disabilities. Center for Applied 

Linguistics National Center for ESL Literacy Education: Adult ESL practice in the new 

millennium. 

Scheffler, P. (2008). The natural approach to adult learning and teaching of L2 grammar. IRAL: 

International Review of Applied Linguistics in Language Teaching, 46(4), 289-313. 

Shubin, S. & Dickey, H. (2013). Integration and mobility of Eastern European migrants in 

Scotland. Environment and Planning, 25, pp. 2959-2979. 

Spielberger, C. D. (1983). Manual for the State-Trait Inventory STAI (Form Y). Palo Alto, CA: 

Mind Garden. 

Szombatová, V. (2016) The Semi - structured Interview in Foreign Language Education 

Research. The International Conference on Language and Literature in Education and 

Research. 

Tanveer, M. (2007). Investigation of the factors that cause language anxiety for ESL/EFL 

learners in learning speaking skills and the influence it casts on communication in the target 

language. Unpublished Thesis, Faculty of Education, University of Glasgow.  

Teimouri, Y., Goetze, J. & Plonsky, L. (2019). Second Language Anxiety and Achievement: a 

Meta-Analysis. Studies in Second Language Acquisition, 1-25. 

The Douglas Fir Group. (2016). A Transdisciplinary Framework for SLA in a Multilingual World. 

The Modern Language Journal, 100(1), 19-47.  

http://www.qualres.org/HomeInte-3516.html
http://www.tesl-ej.org/wordpress/issues/volume7/ej26/ej26a2/
https://www.gov.scot/publications/impacts-migrants-migration-scotland/documents/
https://www.gov.scot/publications/impacts-migrants-migration-scotland/documents/
https://doi.org/10.1080/13670050.2017.1306021


60  

The Leicester University of Sanctuary. (2022, March 15). Researching Refugeedom 2022. 

Youtube: https://www.youtube.com/watch?v=WebpzVfdqXk  

Tolson, D., Fleming, V. & Schartau, E. (2002). Coping with menstruation: understanding the 

needs of women with Parkinson’s disease. Journal of Advanced Nursing, 40(5), 513-521. 

Tóth, Z. (2010). Foreign Language anxiety and the advanced language learner: A study of 

Hungarian students of English as a Foreign Language. Cambridge Scholars Publishing. 

Toyama, M. & Yamazaki, Y. (2021a). Classroom Interventions and Foreign Language Anxiety: 

A Systematic Review With Narrative Approach. Frontiers in Psychology, 12, 1-15. Doi: 

10.3389/fpsyg.2021.614184  

Toyama, M. & Yamazaki, Y. (2021b). Anxiety reduction sessions in foreign language 

classrooms. The Language Learning Journal, 49(3), 330-342. 

University of Strathclyde. (2017). Code of practice on investigations involving human beings. 

https://www.strath.ac.uk/media/ps/rkes/Code_of_Practice_eighth_Feb17.pdf.  

Williams, K.E. & Andrade, M.R. (2008). Foreign Language Learning Anxiety in Japanese EFL 

University Classes: Causes, Coping, and Locus of Control. Electronic Journal of Foreign 

Language Teaching, 5(2), 181-191. 

Woods N.F. & Catanzaro M. (1988) Nursing Research: Theory and Practice. Mosby: 

Philadelphia, PA. 

Yamini, M. & Tahriri, A. (2006). On the relationship between foreign language classroom 

anxiety and global self-esteem among male and female students at different educational  

levels. Iranian Journal of Applied Linguistics, 9(1), 101-129.  

Yin, R. K. (2003). Case study research: Design and methods (3rd ed.). Thousand Oaks, CA: Sage. 

Young, D. J. (1990). An investigation of students' perspectives on anxiety and 

speaking. Foreign Language Annals, 23, 539-553. 

Young, D. J. (1991). The relationship between anxiety and foreign language oral proficiency 

ratings. In E. K. Horwitz & D. J. Young (Eds.), Language anxiety: From theory and research to 

classroom implications (pp. 57-63). Englewood Cliffs, NJ: Prentice Hall. 

Zainal, Z. 'Case Study as a Research Method'. Jurnal Kemanusiaan (9). 

Zakaria, N., Hashim, H. & Yunus, M.M. (2019). A Review of Affective Strategy and Social 

Strategy in Developing Students’ Speaking Skills. Creative Education, 20(12), 3082-3090. Doi: 

https://doi.org/10.4236/ce.2019.1012232. 

Zheng, Y. (2008). Anxiety and Second/Foreign Language Learning Revisited. Canadian Journal 

for New Scholars in Education, 1, 1–12. 

Zohrabi, M. (2013). Mixed method research: Instruments, validity, reliability and reporting 

findings. Theory and Practice in Language Studies, 3(2), 254. 

 

https://www.youtube.com/watch?v=WebpzVfdqXk
https://www.strath.ac.uk/media/ps/rkes/Code_of_Practice_eighth_Feb17.pdf
https://doi.org/10.4236/ce.2019.1012232


61  

Appendix A : Adult foreign language acquisition 
Adult education  

Adult education has been at the forefront of educational research for a long time, with 

numerous studies developing hypotheses about how adults learn and examining the variables 

that affect adult learning outcomes. Adult education is the process of helping adults in their 

search for a feeling of control in their own lives, within their personal relations, and with 

reference to the social forms and structures in which they exist (Brookfield, 1985). These 

studies find that adult educators should determine as accurately as they can what their 

students need as they see it and then facilitate learning in a way that fits those needs 

(Brookfield, 1985). Researching the problems people face will help educators better 

understand adult demands, which can boost student retention (Lincoln and Rademacher, 

2006). Contrary to compulsory childhood education, adult education has shown to be more 

challenging because of external learning contexts and personal changes on a psychological 

and biological level that impact the sort of material and learning objectives (Lin, 2012). Adult 

learners are typically characterised in this discipline as autonomous, self-reliant, and capable 

of taking ownership of their own learning, which leads to educational aims that emphasise 

empowering learning, awakening their natural potential, and aiding them in being self-

actualized (Brookfield, 1985; Knowles, 1970; Lin, 2012). 

Foreign language acquisition 

Second language acquisition (SLA) is defined by Brown (2000) as "the process of learning a 

second language other than a speaker’s first language" (p. 26). It refers to the acquisition of a 
new language in addition to the learner's native language or languages, and it presupposes 

that the learner has one "mother tongue" or "first language" and studies a "second language" 

in a formal context. The Douglas Fir Group (2016, p. 19) asserts that the objectives of SLA are 

to understand the approaches by which children, adolescents, and adults learn and use an 

additional language at any point in their lives, to describe the linguistic processes and results 

of this learning, and to identify the linguistic and non-linguistic forces that influence these 

processes and results. The internal processes of the learners, the intricacy of comprehending 

whether and how these processes lead to desired outputs, and the variables that might alter 

these outcomes are distinguishing characteristics of SLA as contrasted to first language 

acquisition (Izadpanah, 2010; The DFG, 2016). Linguistic factors such as the learners’ potential 
opportunities to use the L2 locally or regularly, whether the learner is already literate in the 

L1, as well as non-linguistic factors such as learning styles and strategies and motivation, all 

influence the degree of difficulty of an individual's SLA.  

An important issue in SLA, as highlighted by authors such as Hulstijn (2007) and Cho and Reich 

(2008), is the age at which someone begins to learn an L2. The nativist perspective puts 

forward the critical period hypothesis (CPH), which holds that learning an L2 should begin 

before puberty, and takes into account the fact that the brain evolves, grows, and deteriorates 

during one's lifetime. It claims that as learners become older, learning a second language gets 

more difficult (Cho and Reich, 2008). However, scholars such as Johnstone (2002), who studied 

the concept of CPH, found that acquiring a language from an early age had both advantages 

and drawbacks. They point out that one of the critical hypothesis' main flaws is that it ignores 

individuals' personal characteristics, and that learners improve their knowledge of the L2 and 

how to use it effectively by having as many opportunities as possible to interact with other L2 
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speakers in as many different contexts as possible. Individual attributes, as well as 

environmental influences, can thus be argued to be key aspects of SLA. 

Adult foreign language acquisition 

Adult learners bring their own thought processes, life and educational experiences, and 

complex personalities to the classroom, stressing the need for integrating teaching strategies 

that take these factors into account to help adult learners reach their objectives (Lin, 2012; 

Merriam & Caffarella, 1999). However, foreign language acquisition for an adult can be a 

challenging task, as adults have a higher cognitive level than children because they have an 

innate mechanism for solving problems, a clear sense of logic, and strong self-monitoring skills 

(Deng & Zou, 2016). These traits indicate that adults can deal with abstract rules and can 

create an understanding of their L2 by assimilating the rules of their L2 to those of their L1 

(Lin, 2012). However, this learning process involves a number of factors, which increases the 

amount of success unpredictability (Lin, 2012). According to Scheffler (2008), adult learners 

use a variety of instructional methods, and their learning is influenced by factors like 

personality and motivation.  

Individual variations such as personality, attitudes, motivation, self-esteem, empathy and 

social and psychological concerns can all have a significant impact on the acquisition of a 

second language (Burling, 1981; Downey and Snyder, 2000; Ellis, 2015; Lalonde and Gardner, 

1984). However, Horwitz (2001) and MacIntyre (2002) highlight that amongst these affective 

variables that are associated with language learning, anxiety is the most influential factor in 

the process.  
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Appendix B: Student questionnaire  
Please feel free to answer these questions in your native language if you feel more comfortable. If you do, please make 

sure that you detail what your native language is in Q2. 

Q1 Which gender do you identify with? 

o Male  

o Female  

o Other  

o I prefer not to say  

Q2 What is your native language?  

_____________________________________________________________________________________________________ 

Q3 What is your level of English? 

o Beginner  

o Elementary  

o Pre-intermediate  

o Intermediate  

o Upper-intermediate  

o Advanced  

 

Q4 When did you start learning English? 

_____________________________________________________________________________________________________ 

Q5 What do you hope to achieve by taking English lessons at the school? 

_____________________________________________________________________________________________________ 

Q6 “Foreign language anxiety is a feeling of stress, fear and nervousness in a foreign language context like an English language 

classroom.” Based on this definition, do you think you experience foreign language anxiety in your English classes? 

o Yes  

o No  

o To some extent  

o I don't know  
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Q7 You will be presented with statements about foreign language anxiety in an English classroom. Please tick the extent to 

which you agree with the statement.  

 I disagree I am not sure To some extent I agree 

I never feel quite sure of myself when I am speaking 

in class.  o  o  o  o  

I feel very self-conscious about speaking English in 

front of other students.  o  o  o  o  

I worry about making mistakes in class.  o  o  o  o  

It makes me stressed when I don’t understand what 
the teacher is saying.  o  o  o  o  

I get nervous when I come to my class when I am not 

prepared.  o  o  o  o  

I am scared that I am not as good as my classmates.  o  o  o  o  

I sometimes compare my English to my fluency in my 

native language.  o  o  o  o  

I sometimes compare my English to the fluency of 

native English speakers.  o  o  o  o  

I am not always motivated to attend my English 

classes.  o  o  o  o  

I do not feel like myself when I am in my English 

classes.  o  o  o  o  

I feel more confident when I can speak to a classmate 

that speaks the same native language as me.  o  o  o  o  
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Q8 In what everyday situations do you feel the most anxious when speaking English? 

_____________________________________________________________________________________________________ 

Q9 How often do you speak English outside of the classroom? 

o All the time  

o Often  

o Sometimes  

o Never  

Please give details: 

_____________________________________________________________________________________________________ 

Q10 Does foreign language anxiety impact how often you speak English outside of the classroom? 

o Yes  

o No  

o I don't know  

Please explain why: 

_____________________________________________________________________________________________________ 

Q11 Research shows that the solutions below can be put in place in the English classroom to help students with anxiety. 

Please tick the solutions that you think would help reduce anxiety levels. 

o Doing an activity before every task to prepare for the task.  

o Having time to talk about the task after it has been done in class, to talk about what you found hard and how that 

made you feel.  

o Practicing relaxation techniques in English classes (for example, breathing techniques).  

o Learning about positive self-talk and how to introduce it in your learning    (Positive self-talk is a monologue that 

you say to yourself that makes you feel more confident and better about yourself).  

o Talking about language anxiety in class as a group.  

o Having time at the end of the lesson to receive feedback from your classmates.  

o Having time at the end of the lesson to receive feedback from your teacher.  

o Being allowed to choose the topics and types of activities in the lesson.  

o Doing activities where you can also use your native language (For example, writing a story with bilingual 

characters).  

o Working in a group with classmates that speak the same native language as me.  

Q12 Are they any solutions that were not listed above that you think would help students feel more comfortable speaking 

English in the classroom and reduce their levels of anxiety? 

_____________________________________________________________________________________________________ 

Q13 Are they any solutions that were not listed above that students think would help you feel more comfortable speaking 

English outside of the classroom and reduce their levels of anxiety? 

_____________________________________________________________________________________________________ 

Q14 Would you be willing to take part in a short follow-up interview (approximately 20 to 30 minutes) to discuss this topic 

further? It will take place end of May/June via Zoom or in-person (whichever you prefer). 

o Yes  

o Maybe  

o No  
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If yes, please provide your email address so that I can get in touch with you with the details:  

_____________________________________________________________________________________________________ 
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Appendix C: Teacher questionnaire 
 

Q1 How long have you been an EFL teacher? 

________________________________________________________________ 

 

Q2 How long have you been an EFL teacher at the school? 

________________________________________________________________ 

 

Q3 Foreign language anxiety is defined as “the feeling of tension, fear and apprehension associated with such foreign 
language contexts”. In your opinion, has foreign language anxiety been prevalent in your classrooms? 

o Yes  

o No  

o To some extent  

o I don't know  

Q4 If you have answered yes or to some extent, how has this manifested itself? 

________________________________________________________________ 

 

Q5 The literature shows that the following factors are the most important causes of anxiety for adult migrants. Please rate to 

what extent you agree with these causes. 

 I disagree I am not sure To some extent I agree 

Fear of making bad impressions  o  o  o  o  

Fear of receiving negative feedback  o  o  o  o  

Fear that they are less capable than other 

students  o  o  o  o  

Fear of inability to express oneself clearly 

and correctly  o  o  o  o  

Fear of feelings of vulnerability  o  o  o  o  

Comparison with their fluency in their L1  o  o  o  o  

Comparison with native speakers of English  o  o  o  o  

Anxiety associated with past experiences 

and/or trauma from the past  o  o  o  o  

 

Q6 Are there any that are not listed above that you think also contribute to students feeling anxious in an English classroom? 

________________________________________________________________ 

 

Q7 Are there any that are not listed above that you think contribute to students feeling anxious outside of the classroom? 

________________________________________________________________ 
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Q8 Do you implement strategies in your teaching practices to help mitigate this challenge? 

o Yes  

o No  

o To some extent  

 

Q8a Please provide details: 

________________________________________________________________ 

 

Q9 Have you ever been offered training that is specific to incorporating strategies into teaching practices to allow migrant 

students to cope with foreign language anxiety? Please provide details. 

o Yes  

o No  

o To some extent  

Q9a Please provide details: 

________________________________________________________________ 

 

Q10 The existing research highlights a number of ways to mitigate this challenge – how teachers can adapt their teaching 

practices to help students overcome this potential obstacle, as well as strategies that students should be taught to mitigate 

this. Please rate how effective you think these strategies would be.   

 Not effective at all I am not sure To some extent Very effective 

Including pre-tasks and post-tasks in lessons to scaffold 

learning  o  o  o  o  

Practicing relaxation techniques in class (e.g. breathing 

techniques)  o  o  o  o  

Teaching positive self-talk and how students can 

introduce it in their learning  o  o  o  o  

Talking about language anxiety in class as a group  o  o  o  o  

Training courses on mitigating foreign language anxiety 

for adult migrants in Scotland  o  o  o  o  

Encouraging peer-feedback  o  o  o  o  

Taking a more learner-centred approach by incorporating 

collaborative learning between teachers and students 

(e.g. giving students the opportunity to choose certain 

topics or types of activities)  

o  o  o  o  

Introducing translanguaging* into the classroom – for 

example by carrying out tasks which gives students the 

opportunity to use English and their L1 (writing a story 

with bilingual characters), or allowing students with the 

same L1 to work as a group  

o  o  o  o  

Translanguaging involves teaching students to use all their linguistic and cognitive resources to make sense of the academic 

content that is being delivered in the language that they are learning. They are effectively learning to become bilingual – 
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learning the new language whilst leveraging what they already know in their native language to maximise their 

communicative potential. 

Q10b Comments: 

________________________________________________________________ 

 

Q11 Are there any strategies that you use or have come across that are not listed above which you think would be effective 

for helping students to reduce their levels of anxiety when both learning and using English? 

________________________________________________________________ 

 

Q12 If you have any further comments on the questions above or on the topic in general, please provide these below: 

________________________________________________________________ 

 

Q13 Would you be willing to take part in a short follow-up interview (approximately 20 to 30 minutes) to discuss this topic 

further? It will take place end of May/June via Zoom or in-person (whichever you prefer). 

o Yes  

o Maybe  

o No  

 

Q14 If yes, please provide your email address so that I can get in touch with you with the details:  

________________________________________________________________ 
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Appendix D: Student interview questions  
Questions for the student participant were created based on their responses to the 

questionnaire.  

Topic Question 

Researcher started by explaining to participant that if they did not understand a question or if they did not feel 

comfortable answering one then they were free to say so or stop at any moment. 

Warm-up 

How long have you been in Scotland? 

How at home do you feel here? 

How much does speaking English affect this? 

Do you feel ok to talk about why you came to Scotland? 

Do you feel that this has affected your learning of English?  

How do you feel about your experience of learning English?  

Prevalence of FLA  

Now I’m going to talk about English in the classroom. What kind of 
problems or difficulties do you feel when learning English?  

In the classroom, what kinds of situations cause more stress or 

anxiety for you? 

What makes you feel more comfortable when you’re in your 
English classes? 

Causes and effects of FLA 

In your questionnaire you said that having feedback from the 

teacher is important to you to make you feel less nervous in class. 

Can you explain to me why? 

You said that outside of the classroom, you feel nervous when you 

are talking to someone and they talk very fast. Why does this make 

you feel nervous? What do you do in these kinds of situations to 

feel less nervous? 

Mitigating FLA  

Do you have any ideas of what you would like to be taught to help 

you feel less nervous outside of the classes? 

Do you think you get enough emotional support at the school and 

outside of the school? 

Interview ended by thanking participant and asking them if there is anything that they would like to add or if 

they have any questions.  
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Appendix E: Teacher interview questions  
Whilst the interview questions followed the same basic format for each participant, each 

interview was tailored to the participant according to their questionnaire responses.  

Topic Question 

Warm-up 

What are you primary goals as an ESOL/ELF teacher at the school?  

From your own teaching experience at the school, what would you say are 

the biggest challenges in the classroom? 

Prevalence of FLA  

 Now looking at FLA more specifically, how do you view its role in the 

language learning process for the students at the school?  

How much do you think level has a part to play? 

Do you think that FLA might be something that affects migrant adult learners 

more than learners learning a foreign language in their home country? 

Causes and effects of FLA 

You’ve mentioned that FLA has been apparent to you in class through 
Reluctance to speak up,  Hesitation in responding to questions, can you tell 

me more about this please?  

How does this challenge influence your lesson planning?  

Mitigating FLA  

The data that I have collected so far shows that some students also 

experience anxiety that is associated with negative perceptions of themselves 

as learners, that they have a tendency to compare their levels of English with 

other students or native speakers leading them to perceive their English as 

“bad”. This is something that you have mentioned in your response as well – 

that students feel intimidated and/or demoralised when they perceive their 

peers to have better standards of English. What solutions do you think would 

help in avoiding this type of thought process?  

The data also shows that outwith the classroom context, students have 

experienced anxiety based on a fear of being unable to understand or to 

make themselves be understood and the consequences of this on the 

behaviour of the people around them and their perceptions of them, 

something that you have mentioned. How do you think this type of anxiety in 

social situations can be mitigated in class?  

In the questionnaire, I showed a few ways of mitigating FLA in the classroom 

based on the existing research. How easy do you think it would be to 

implement these strategies in your classroom?  

Given the rising number of migrants in Scotland, do you think that ESOL/EFL 

teachers would benefit from training courses on how they can deal with FLA 

in the classroom, and how learners can deal with FLA in and out of the 

classroom?        

Interview ended by thanking participant and asking them if there is anything that they would like to add or if 

they have any questions.  
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Appendix F: Thematic framework  
 

Please note that the themes and sub-themes highlighted in grey were removed at the reviewing stage.   

RQ1: Prevalence of FLA  

 

 

 

 

 

 

 

 

 

 

 S1 S2 S3 S4 S5 S6 T1 T2 T3 T4 T5 T6 T7 T8 T9 T10 T11 

Theme 1: FLA is prevalent to some extent x   x x x x  x x x x x x x x x 

Theme 2 : FLA is not prevalent  x x     x          

Theme 3 : Correlation between FLA and language aptitude  x x      x    x      
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RQ2 : Causes of FLA  

 

 

 

 S1 S2 S3 S4 S5 S6 T1 T2 T3 T4 T5 T6 T7 T8 T9 T10 T11 

Theme 1: Psychological factors                   

Fear of making mistakes x   x x  x     x    x  

Fear of not understanding or being misunderstood   x x x x  x  x x x x x x x  x 

Students’ negative perceptions of themselves as English 
learners and users 

x x x x x x x  x x x x x x x x x 

Theme 2: Socio-cultural factors                  

Apprehension of negative behaviour of native speakers and 

their perceptions of them  x    x  x  x x x x x x x x x 

Fear of being unable to integrate/Cultural differences     x    x x        

Theme 3: Personal circumstances and characteristics                  

Past learning experiences       x   x     x x x 

Circumstances surrounding their move to Scotland and their 

language learning 
   x      x        

Learning a language as an adult                 X   

Anxious by nature           x x     x x 

Theme 4: Classroom environment                   

Physical spaces       x      x  x   x 
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RQ3 : Effects of FLA  

 

 

 

 

 

 

 S1 S2 S3 S4 S5 S6 T1 T2 T3 T4 T5 T6 T7 T8 T9 T10 T11 

Theme 1: Negative effects outside in the classroom                   

Reluctance to communicate/Only communicating in L1 outside 

of the school   
   x x             

Avoidance behaviour/Reluctance to engage in English language 

learning 
   x x             

Strain on general mental health x   x         x     

Theme 2: Negative effects in the classroom                  

Negative impact on achievement  x       x     x  x   

Reluctance to speak out in class       x    x x x x  x x 

Visible physical reactions (hesitancy, being tongue-tied, 

stammering) 
            x x x  x 

Theme 3: No negative effects                   

English is compulsory for their job  x       x          

English is main language spoken in social circles  x x x   x            
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RQ4 : Ways of mitigating FLA 

 S1 S2 S3 S4 S5 S6 T1 T2 T3 T4 T5 T6 T7 T8 T9 T10 T11 

Theme 1:  Creating a learning environment to make students 

feel safe and comfortable as a way of alleviating FLA   
                 

Sub-theme a: Creating a positive and friendly learning 

environment 
                 

Establishing rapport with students to make them feel valued       x  x   x   x    

Ensuring students are building relationships      x  x   x   x    

Ensuring that classes are easy-going and pressure free          x x  x  x  x x 

Taking cultural differences into account at the lesson planning 

stage  
          x   x    

Making appropriate group choices            x   x   x 

Scaffolding learning     x x x  x x x x x x x   x 

Collaborative learning   x     x x x x x x x x  x x 

Sub-theme b: Building learners’ confidence                  

Providing positive encouragement, feedback and reassurance      x   x x x   x   x 

Offering supportive correction and normalising error-making        x    x x  x  x  

Sub-theme c: Acknowledging FLA                   

Sharing own language learning experiences and the challenges       x x   x   x    

Using FLA as a factor in decision-making at lesson planning 

stage 
          x      x 

Acknowledging FLA with students    x x   x x x x x x x x  x x 

Theme 2: Lack of acknowledgment of FLA at a wider level in 

Scotland reflected in practice 
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Sub-theme a: Teachers expressing feeling at a loss with regards 

to how to help alleviate their students’ FLA, especially outside 
of the classroom 

       x  x x   x x   

Sub-theme b: Lack of awareness of existing anxiety-reducing 

strategies 
      x x x x x x x x x x x 

Sub-theme c: Need for teacher training courses aimed at 

reducing migrant learners’ FLA 
       x x x x x x x x x x 
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Appendix G: Information sheet & Consent form 
 

Participant Information Sheet  

 

Name of 
department:  

School of Education 

 

Title of the study:  

Exploring and mitigating Foreign Language Anxiety amongst adult 

migrants (refugees, asylum seekers and forced migrants) in an 

ESOL/EFL class in Scotland 

 

Introduction 

I am Mathilde Smith, an MSc TESOL and Intercultural Communication student at the 
University of Stratchlyde (Glasgow). You are being invited to participate in this study, 
before you decide to take part or not, you will need to read the information below to 
understand the aim of this study and how it will be conducted. Please read the 
information carefully and if you have any enquires you are welcome to ask question to 
the person conducting this study. Please take your time in deciding if you wish to 
participate or not.   

What is the purpose of this investigation? 

This study will focus on examining to what extent foreign language anxiety is a a 
challenge in English language learning for migrant adults in Scotland and identifying 
what EFL/ESOL teachers can do to eliminate this challenge. It aims to answer the 
following questions: 

- Does foreign language anxiety exist among adult migrants learning English in 
Scotland? 
- What are the causes of foreign language anxiety, if they do experience it? Are they 
personal or influenced by classroom factors? 
- What are the effects of foreign language anxiety on English language learning for 
adult migrants in Scotland? 
- What learning and teaching strategies, if any, can be implemented to account for 
this potential challenge? (a question for both, learners and teachers) 
 

Do you have to take part? 

Participation in this research study is completely voluntary, if you wish to participate 
you will be asked to fill in a consent form with the agreement of your parents. If you 
decide to withdraw at any point of during the study, you are free to do so. 

What will you do in the project? 

Should you decided to take part, you will be required to complete a questionnaire 
asking you about your experiences as an English language learner in Scotland. Once 
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you have completed the questionnaire, you will also have the opportunity to take part 
in a short interview to explain your answers in the questionnaire, should you be willing.  

Why have you been invited to take part?  

This study will be based on the experiences and opinions of the students at the school. 
It would be beneficial to have some insight on your own experiences as a language 
learner in Scotland.  

What are the potential risks to you in taking part? 

There are not any risks in you taking part. However, if you have concerns regarding 
your safety, please do not hesitate to raise this with me/a teacher/the head of the 
school. 

What happens to the information in the project?  

All the data that will have been collected from the participants will be analysed to 
answer the research questions mentioned above. The responses to this questionnaire 
will be anonymised and stored safely. The University of Strathclyde is registered with 
the Information Commissioner’s Office. All personal data on participants will be 
processed in accordance with The General Data Protection Regulation (GDPR) 2018.. 

What happens next? 

If you are happy to take part in this project, you will be asked to sign a consent form to 
confirm this.   

If you do not wish to take part in the project, then thank you for your attention.   

 

Thank you for reading this information – please ask any questions if you are unsure 
about what is written here.  

 

Researcher contact details: 

Mathilde Smith 

Tel: +44(0)7541525884 

Email: mathilde.smith.2021@uni.strath.ac.uk  

Chief Investigator details:  

Tomasz John 

Email: tomasz.john@strath.ac.uk  

 

This investigation was granted ethical approval by the University of Strathclyde School 
of Education Ethics Committee. 

If you have any questions/concerns, during or after the investigation, or wish to contact 
an independent person to whom any questions may be directed or further information 
may be sought from, please contact: 

mailto:tomasz.john@strath.ac.uk
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Joanna Holmes (Dissertation Module Leader) 
University of Strathclyde 
School of Education 
Level 5, Lord Hope Building 
141 St James Road 
Glasgow 
G4 0LT 

Telephone: 0141 444 8100 
Email: hass-courses-edu@strath.ac.uk  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:ethics@strath.ac.uk
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Consent Form 

Name of 
department:  

School of Education 

 

Title of the study:  

Exploring and mitigating Foreign Language Anxiety amongst adult 

migrants (asylum seekers and refugees) in an ESOL/EFL class in 

Scotland 

 
 

▪ I confirm that I have read and understood the information sheet for the above project and 
the researcher has answered any queries to my satisfaction.  

▪ I understand that my participation is voluntary and that I am free to withdraw from the 
project at any time, up to the point of completion, without having to give a reason and 
without any consequences.  If I exercise my right to withdraw and I don’t want my data to 
be used, any data which have been collected from me will be destroyed. 

▪ I understand that I can withdraw from the study any personal data (i.e. data which identify 
me personally) at any time up until the data is subject to analysis.  

▪ I understand that anonymised data (i.e. .data which do not identify me personally) cannot 
be withdrawn once they have been included in the study. 

▪ I understand that any information recorded in the investigation will remain confidential and 
no information that identifies me will be made publicly available.  

▪ I consent to being a participant in the project 
▪ I consent to being audio and/or video recorded as part of the project 
 

 

Print Name:   

 

Signature of 
Participant:  

 Date:  
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