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Abstract 
 

 

            The main purpose of this paper is to examine the level of communication 

apprehension (CA) among Final-Year Political Sciences students studying English for 

Specific Purposes (ESP) at Chlef University, and then investigate the main factors that 

lead to their CA in the ESP classroom. The instruments that were used for data 

collection in the study are two questionnaires to 50students and an interview with 4 

teachers. This study contains four chapters. The first two chapters are mainly 

theoretical and the last two chapters are practical. As regards to the first chapter, it is 

devoted to the learning situation and research methodology. The second chapter is 

entirely dedicated to the review of the literature related to the topic of the study. The 

third chapter is purely practical. It is considered as the most important part of the 

inquiry through which we have reached some significant results. The findings of the 

study revealed that most students had high level of CA with the relative contribution of 

two main reasons: instructional and psychological factors to the situation. The last 

chapter was mainly meant to present some suggestions and recommendations on how 

to reduce communication apprehension among ESP students and improve their 

speaking skills. 

 

Key words: Communication apprehension, ESP, FLCAS. 
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General Introduction  

            In the ESP context, students‟ success in getting a job is mainly based on their 

demonstration of communication skills. Different professions have different 

communication skills. However, for Politics, effective oral communication skills are 

the most vital part of their practice. It is obvious that having good oral communication 

skills is valuable for both classroom management and obtaining employment when 

graduated. Communication Apprehension (CA), which is our exact area of inquiry, 

stands as a real barrier to effective communication. There are two types of CA: writing 

and oral CA. Among all types, oral CA is considered to be the most important aspect 

and it happens due to an intense personal fear or anxiety about communicating ( 

Stanga KG, Ladd RT, 1990). In other words oral CA is the lack of capability to 

communicate verbally with people, which results in an ineffective communication.  

           The situation at the department of Political Sciences at Chlef University does  

not seem very successful since many teachers of English complain about the level of 

their students‟ communication skills and they say that they ignore the real factors that 

contribute to their reticence or communication apprehension. Many colleagues from 

the department of Political Sciences at Chlef University notice that their students are 

reticent in speaking inside the classroom in presence of their peers. They say that their 

students tend to avoid expressing orally their personal ideas and hesitate to participate 

and respond to their teacher‟s questions even if they do know the exact answers. So, 

what are the reasons of students‟ reluctance and apprehension in the ESP classroom? 

           This study aims at evaluating the level of CA among final-year political 

sciences students at Chlef University, and then investigating the main factors that lead 

to this phenomenon as an attempt to find possible solutions to reduce students‟ CA and 

improve their speaking abilities in the ESP classroom. 

         This research specifically intends to answer the following questions:  

1. Does communication apprehension exist among final-year Political Sciences‟ 

students? 

2. What are the main factors that lead to communication apprehension in the ESP 

classroom from the students‟ point of view? 



3. What are the main factors that lead to communication apprehension in the ESP 

classroom from the teachers‟ point of view? 

         The researcher hypothesises that:  

1. The final -year political sciences‟ students have high level of communication  

apprehension. 

2. The factors that lead to CA inside the ESP classroom can be classified into two 

categories: (1) instructional and (2) psychological factors. 

        The main objectives of the research are to:  

1. Identify the level of CA among final-year political sciences‟ students 

2. Investigate the main factors that lead to CA in the ESP classroom.  

3. Suggest some solutions to improve the students speaking abilities  

       To test the hypotheses mentioned before, a qualitative approach was considered 

an appropriate strategy as “it begins with individuals and sets out to understand and 

interpret their experiences of a particular phenomenon” (Cohen et al. 2000: 23).Three 

instruments were used under this qualitative research. Two questionnaires were 

administered to 50 (30 female and 20 male) third year LMD students learning English 

for Specific Purposes at the department of Political Sciences at Chlef University. 

Those students were chosen randomly from all the groups that constitute the third year 

LMD students who were expected to be graduated soon. An interview was conducted 

with the 04 teachers of English who taught all the third year classes.  

       Our study consists of four chapters. It starts with a general introduction and ends 

up with a general conclusion:  

The first chapter is about the learning situation and research methodology, it is meant 

to enable the reader to have a clear idea about the situation of English in Algeria in 

general and in particular that of ESP at the department of Political Sciences at Chlef 

University. The last section in this chapter was devoted to the research methodology 

and the scope of the study.   



The second chapter is a review of literature, which consists of two sections. The first 

section deals with ESP and the communicative use of language. It sheds light on 

English for Specific Purposes, its origins, its branches and the speaking of English for 

Specific/Academic Purposes. The second section deals with Communication 

Apprehension a, its types, foreign language communication apprehension, the learning 

effects of FLCA, and communication apprehension in the ESP setting.  

The third chapter is about data analysis and interpretation; it is devoted to the 

analysis of the findings of the study as well as the interpretation of the results. The 

researcher used one instrument for each research question in order to test his 

hypotheses.  

The fourth chapter is devoted to a number of implications, suggestions and 

recommendations on the basis of the study results and the conclusions drawn from 

them.  

      A possible limitation of this study was the number of the participants. There were 

only 50 students. A large sample might yield different results. Another possible 

limitation was the number of the factors that contributed to students‟ CA in the ESP 

classroom. There might be other factors such as: social and cultural factors which may 

contribute to the current study. 

 

 

 

 

 

Chapter One 

1.1. Introduction 



           The teaching of English for Specific Purposes is well developed in many 

countries over the world and especially in the European countries. However, in 

Algeria, one notes that there has been a recent increase in the number of institutions of 

higher education as well as an increase in the number of students attending these 

institutions. This increase in the number of the university structures, especially of 

scientific and technological specialities, was not accompanied by any development in 

teaching programmes, and in particular that of English for Specific Purposes. The 

current situation regarding the teaching of these specialities in the Algerian 

universities is characterized especially by a lack of human resources and inadequate 

teaching material. 

          In Algeria we do not have enough information about the English for Specific 

Purposes teaching situation. The aim of this chapter is to describe the situation of the 

teaching of English for Specific Purposes in Algeria with a special emphasis on the 

department of Political Sciences at the University of Chlef. The other aim of this 

chapter is to present the research methodology and design of this study.  

1.2. English in Algeria 

I.2.1. English Language Teaching in Algeria  

          The status of English in Algeria is that of a foreign language. Arabic and French 

languages are used as a medium of instruction in higher education institutions. But, the 

demand for English has increased in recent years due to its role as the global language. 

           Consequently, English is taught as a pedagogical support, in all Algerian 

faculties and institutions, for most of the documentation is in English and for scientific 

reasons because a great part of scientific and technical terms are  in English. For 

example, many terms in Political Sciences are in English: Globalization, Cold War, 

Middle East, Clash of Civilizations…. …..etc.  

          English seems to be the frequently used language in every corner of the world. It 

is used in some places as a mother tongue, whereas in other parts of the globe as a 

second or a foreign language. With regard to the third world countries, it has been 

quickly spread thanks to the economic development and technological advancement. It 



becomes then the language of scientific research and the important means of 

communication between different countries of the world.  

          Algeria has given opportunities to its students to study for higher levels and to 

make researches in different fields such as science and technology. The Algerian 

system of education has given great importance to foreign languages and has 

encouraged their use, especially English which is felt present and urgently needed in 

politics and economy. The Algerian interests in the field of petroleum and natural gas, 

for instance, orientate the country to the Western English speaking counties like the 

United States of America and the United Kingdom. Therefore, English language is still 

gaining a great importance as a main tool for communication bet ween all nations of 

the world. 

         After our country obtained its independence, it established political and 

economical relations with many countries in the world. It seized the opportunity to 

import technology from the west via Algerian intellectual groups who studied abroad 

and became able to perform English fluently. One could say that this language 

contributed efficiently in the economic development, electronics, computing and 

telecommunication. However, English remains a foreign language in Algeria and it is 

not widely used and spoken. 

         In the recent years, specialists in the field of teaching decided to tackle the issue 

of how this target language should be taught and learnt after years of unsatisfactory 

results obtained by applying the structural approach which focused on language usage 

rather than on the language use. This means that students were taught only 

grammatical forms. The reason why they later on found difficulties in dealing with 

language when trying to convey their own ideas into communicative situations. In 

other words, students fail to put into practice (use) what has been learnt (usage). 

Widdowson (1972) states that the problem which is faced is that students, who have 

learnt many years of structural or formal English teachi ng, remain weak to possess the 

ability to use it and understand its use in normal communication. The weakest point of 

the structural learning process is in the fact that it gives much importance to the 

acquisition of forms rather than functions. The specialists show that a good acquisition 



of any foreign language requires a notional-functional approach which helps students 

to transmit the target language into real use.  

   1.2.2. Aims and Objectives of English Language Teaching in Algeria 

            Algeria enjoys a linguistic plurality (or diversity). The national language used 

in administration and the media is Classical Arabic. Algerian Dialectal Arabic and 

Berber are spoken in everyday life and informal situations. For historical reasons, 

French stands as a second language. Though many laws and policies were followed so 

as to weaken the influence of the French language in favour of Classical Arabic, this 

did not succeed to make it disappear from the Algerians' lives and culture.  

           English on the other hand stands as a foreign language in Algeria. Algerian 

learners meet it only in the classroom whereas the national environment is far from 

being supportive. The teaching of English as a foreign language in Algeria is inspire d 

by the national policy that sees its interests in the language that enjoys the importance 

explained in the previous part. It can also be another way to diminish French 

interference as claimed by Miliani:  

"In a situation where the French language has lost much of its ground in the sociocultural 
and educational environments of the country; the introduction of English is being heralded as 

the magic solution to all possible ills-including economic, technological and educational 
ones."(Miliani 2000) 

         Whatever the cause may be, English is actually taught in Algerian middle, 

secondary schools and most Algerian universities. English is the language that imposes 

itself in the Algerian institutions, and sooner or later it will be the dominant language 

in the Algerian higher education. 

 

1.2.3. Approaches to English Language Teaching in Algeria 

       After Algeria got its independence in 1962, many teaching approaches and 

methods were selected by Algerian theoreticians and designers to teach English in our 

Algerian schools and universities: the structural approach, which was based mainly 

on the learning of separate syntactical elements (syntax-based approach), did not prove 



efficient since learners were just memorizing grammatical rules and applying them in 

unrealistic ready-made situations. The result was that learners could not use the 

language in a fluent and a creative way; therefore, they did not know how to 

communicate using appropriate social language, or expressions. In brief, they failed to 

communicate in the culture of the targeted language.  

        After discovering and trying many teac hing approaches and methods (the 

Grammar-Translation and the Direct Methods), the Algerian educational designers 

agreed upon the need of the communicative language teaching  as an urgent solution to 

many problems which appeared in the teaching/learning situation. This choice is 

justified by the tendency that teaching is communication: 

“The first act of pedagogy is communication .... Teaching implies“ know-how to 

communicate”. The first apparent element is the one of language, more exactly of discourse 
and of the logic it carries”(Morandi 2000) 

            In an attempt to make learners gain language proficiency, a communicative 

view has been taken into account to change the focus from the formal side to a 

functional one. Brumfit (1979) states that the new view of language as communication 

appears as a reaction against the view of language as a set of structures. In other 

words, the language should be learnt in a meaningful social context without focusing a 

lot on grammatical items. In this view, the speaking skill is given more importance for 

the purpose of helping learners reach a communicative competence. 

         The communicative approach was introduced for the purpose of giving birth to 

pair and group work that help learners develop their communicative competence, i.e. 

appropriate, meaningful, spontaneous, grammatically acceptable and reasonably fluent 

linguistic interchange, both orally and in writing. Therefore, there was a kind of shift 

from form to function, from usage to use, from skill getting to skill using, in an 

authentic communicative competence. That kind of learning made use of real-life 

situations that necessitated communication. The teacher used to set up a situation that 

students were likely to encounter in real life, and let them react and respond 

accordingly either in pairs or groups depending on the task.  

            Under the communicative approach,the focus is on real language use.The 

teacher should establish situations likely to promote communication. The social 



context of the communicative event is essential in living meaning to the utterances. 

Learning to use language forms appropriately is an important part of the 

commuincative competente. The learner should be given opportunities to develop 

strategies for interpreting language as it is actually used by native speakers. Ander the 

communicative approach, the teacher has many roles to fulfil: manager of classroom 

activities,advisor in answering learners‟ questions and monitoring their 

performance,co-communicator (Littlewood,1981) 

         The communicative approach was welcomed by both teachers and learners 

who became active and more interested in their learning. But although learners 

managed to communicate efficiently using correct grammatical structures, their 

English still remained “a classroom English” that could not be driven outside of the 

classroom towards real life contexts,thus making the communicative approach a 

theoritical one. Furthermore, the communicative approach was also criticised on the 

fact that the students‟ learning in that kind of classes depended mainly on the teacher 

(teacher-centred classes) who used to be the only holder of knowledge without him 

nothing would move. 

       After years of adopting such communicative approach, practitioners in the field of 

teaching felt the need to shift to another  view  especially after the unsatisfied results 

obtained by students during their communicative learning process. Students, according 

to some teachers, have neither the ability to transmit a message nor to jot down simple 

sentences. It is for this reason that the ministry of higher education thinks to give 

students more opportunities to share the classroom management with their teachers.  

      Recently, they have applied the Competency Based Approach which appears as a 

new approach to be implemented in the English syllabus design to answer the 21st 

century needs and the world's new changes. A key concept of this approach is the 

meaning of the word “competency”. By definition, a “competency” is a know-how-to-

act process which integrates and mobilizes a set of capacities and skills, and an 

account of knowledge that will be used effectively in various problem-solving 

situations or circumstances that have never occurred before. This new approach has 

been taken into consideration to be an appropriate approach for English language 

teaching. It is in its beginning and intends to put students in real world tasks. In other 



words, the classroom activities should reflect the competencies students acquired at the 

end of the programme. The emphasis is on the real world activities related to life i.e. 

what they learn in the classroom can be transferred to the real world beyond the 

classroom doors. 

         The Competency-based approach tends to make the learning skills related to 

the outside environment. It aims at making the learner able of sharing knowledge and 

cooperation with others. It is characterized by the following:  

a. It is problem solving: It puts learners in situations that test their capacity to 

overcome obstacles and problems. Problems make learners think and they turn what 

they think into words and language (English).  

b. It is action-oriented:  It gears language learning to the acquisition of know-how 

embedded in functions and skills. It allows learners to become effective language users 

in real-life situations outside the classroom. 

c. It is a cognitive approach: As its name implies, the cognitive approach deals with 

mental processes like memory and problem solving. By emphasizing mental processes, 

it places itself in opposition to behaviourism, which largely ignores mental processes.  

d. It is social –constructivist: It regards learning as occurring through social 

interaction with other people and not as the transmission of predetermined knowledge 

and know-how to be reproduced in-vitro (i.e., only within the pages of the copybook 

or the walls of the classroom)  

        To sum up, one can say that Algeria is a fertile land for adopting and testing new 

teaching approaches, sometimes without thinking about the possible outcomes that 

may result from shifting from a given approach to another without a good preparation 

and purposeful debate. 

1.2.4. The Training of EFL Teachers in Algeria 

           There are many higher educational institutions that train EFL teachers in 

Algeria, and which award degrees in EFL teaching following four years of study for 

the classical system and three years for the LMD system. EFL curricula, however, do 



not cover the methodology of ESP teaching at tertiary level. Thus, a typical ESP 

teacher is General English teacher who is employed to teach ESP courses. The 

university graduates become potential applicants for a job of English language 

teaching as a foreign language in secondary and middle schools. Alternatively, these 

graduates can also apply for an eventual position in the department of English or other 

faculties such as Political Sciences, Economics, and so forth.  

           However, it is important to note here that there is no official teacher training 

scheme at this level, either pre-or in-service, because these students are not supposed 

to be university teachers, except in the cases mentioned above. After finishing their 

post-graduate studies, these teachers are awarded a post-graduate degree (magister) 

and eventually a doctorate. This category of teachers can officially teach English in the 

department of English and is given full staff status.  

1.2.5. English Licence Programme 

            The Algerian licence programme gives much importance to the four basic 

learning skills and it is mainly composed of the following modules:  

1- Oral Expression (Conversation) 

2- Grammar 

3-Written Expression 

4- Reading Comprehension 

5- Listening Comprehension  

6- Psychology 

7- Psycho -Pedagogy 

8- Didactics (TEFL) 

9- Literature (American+ British+ African)  



10- Civilization (American+ British+ African)  

11- Phonetics 

12- Linguistics 

13-Semantics 

         With the implementation of the LMD system in the Algerian universities, new 

modules such as: English for Specific Purposes, Research Methodology, Phonology 

………etc were added to the classical system‟s modules so as to meet the new 

challenges of globalization and especially that of the Algerian job market.  

1.2.6. The significance from the Adaptation of the LMD System in Algeria 

         The Algerian university has gone through several reforms, according to the 

changing in the socio-economical needs of the country as well as those of science and 

technology. The most important one is the 1971 which has structured higher education 

in Algeria and was intended mainly to make Arabic the dominant language of higher 

education. 

        This system worked for a good time but in its recent years it had shown its limits. 

In a systemic approach, the "university "system requirements were no more satisfied 

with the "classic" approach and an improvement or change was necessary. It was 

noted, especially the following deficiencies: 

• Educational programmes no longer meet the new socio-economical data. 

• Training mono disciplinary in classical approach where concept of general culture is 

completely absent. 

• A significant failure rate due primarily to uncertainty about the future  among 
students. 

• Lack of motivation among teachers and students.  

• Centralized management of the university.  

    Given all these problems, reactions were necessary. Thus, the Algerian government 

has decided, from 2001 to diagnose the situation in order to provide immediate and 



sustainable solutions for higher education. A new «university» system has imposed 

itself. 

        Following the recommendations of the National Committee of the education 

reform, a reform plan was adopted by the Cabinet in April 30, 2002 and the Ministry 

of Higher Education and Scientific Research has adopted a ten-year strategy to 

develop the sector for the period 2004-2013, one of whose main themes is "The 

development and implementation of an overall and deep reform of higher education, 

the first step is the establishment of new architectural educations, including an 

updating and upgrading of various educational programs, and a reorganization of the 

educational management. 

      The choice fell on the new "LMD: Licence-Master-Doctorate " system to meet the 

expectations of society and also to be in concordance with the new guidelines and 

global trends in higher education. This system examines and defines the ways and 

means to teach study and evaluate differently in higher education.  

        The application of the LMD system in Algeria was considered a step towards 

Globalisation because this Anglo-Saxon programme has been adopted by not only 

most European countries, but also most countries of the world and especially 

neighbouring countries such as Morocco and Tunisia. 

       The three constituent elements of the system are:  the Licence with 6 semesters 

(three years of study and the equivalence of the BA i.e. Bachelor Degree), a Master 

degree of two years (4 semesters) is the second phase whereas the last period is the 

Doctorate studies of three years. 

       The aim behind changing the system of teaching in our educational system at 

university level is to create an overall innovation within the Algerian universities to 

permit them follow the flow of real foundations adequate with the evolution of not 

only scientific research and educational techniques, but the world as well. This is, of 

course, a salient matter for the possibility to speak the same language in similar fields 

and use the same vocabulary and terminology with other nations.  



       This system is based on the so-called “Teaching Units” which the students should 

collect by the end of each semester. Moreover, there is a new element which is the 

system of “Credits” which means that if students do not get the needed credits, they 

may pass to the next semester with the credits got before, but they remain indebted so 

that they should get what lacks to gather the needed credits by the end.  

      There are six semesters in the first phase of this system, i.e. the “Licence” degree. 

In each semester, students are expected to attend 400 hours. New subject fields have 

been added in this system to allow students have as much choices as possible when 

moving to the second phase of the system (i.e. the Master Degree). Additionally, there 

is an interesting flexibility in the system which permits the student to move from 

English to French –in the time being- and vice versa. This is called the System of 

Transfer of Credits (STC). In other words, students can move from French to English 

with the credits gained when being studying French and the reverse holds true. When 

students reach the third year of the first phase, they are free to deal either with the 

academic or “professionalizing” licence. That is, students may choose to go to work or 

carry on the process of learning they already started and pass to the second phase i.e. 

the master degree. 

       The LMD system started to be applied in the academic year of (2004/2005) and 

not all universities agreed to start it because it was a heavy responsibility on their 

shoulders. It was first included in such universities as Béjaia, Constantine and 

Mostaghanem. Later on, most Algerian universities adopted the LMD system.  

      The LMD is designed so that all system components, including teachers and 

students have become involved in training and are no more spectators as in the 

“classic” system: the teacher has the opportunity to offer training courses tailored to 

the available resources and skills based on a pedagogical team and the student has the 

opportunity to choose the path that suits him. The student participates actively in his 

training; a number of hours are therefore restricted to the training outside the 

university. In addition, the student is better supported through a tutoring system in 

which the accompaniment is more active. 



      However, many university teachers were not even consulted to give their opinions 

about the implementation of the LMD system in the Algerian university. As a result, 

the majority of teachers and students are not satisfied about this system which they feel 

it was imposed on them. 

1.2.7. The Use of the ICTs in Algerian Universities 

      It is comforting to know that the actors of the Algerian education worry about the 

position of the ICTs‟ use in Algeria, and particularly at universities. In fact, the 

position of Algeria in terms of ICTs‟ use appears little promising. More seriously, that 

situation is incomprehensible especially if we consider the prosperous neighbouring 

Europe and the enthusiasm of young Algerians to the new technologies. Indeed, the 

Arab report of 2002 concerning the human development noticed the serious delay of 

Algeria in the domain, in comparison to Morocco and Tunisia and more importantly to 

the countries of the Middle East, stating that “The ICTs enable us to accelerate the pace 

in the renewal of the information, they also enable the Arab World countries overwhelm their 

delay in the subjects of knowledge”
1
.The 2006 statistics in terms of internet use show that 

only 7.3% of Algerians employ this means of communication versus 15.6% of 

Tunisians and 15.1% of Moroccans. Apparently much promising the project Ousratic
2
 

has failed to realise the expected results. In fact, the IUT (International Union of 

Telecommunication) 2006 report has showed that the expectations of the programme 

about the year 2010 predict less than 10% of Algerian families using the computer in 

comparison to 20% of Tunisian ones for a similar Tunisian programme.  

        In this frame of disappointing conditions, the question whether universities 

should integrate computer assistance in their classrooms seems inappropriate. A. 

Bessaada seems to think that it would be more urgent to think about the integration of 

computer laboratories and “classes branches” open on the world in primary and 

secondary schools, in other terms, he supports the integration of the ICTs‟ use at an 

early stage of education and holds that only in this way Algerian universities would 

recover from “la fracture numérique”
 
which paralyses them. 

        It is known that the teacher is considered by a great number of educational 

theoreticians, as the most important member of the educational unity. So, he is 



supposed to be the one who selects the kind of methods and strategies to be used in 

each teaching situation. Since each situation is a case in itself different from the others 

and since there is such a thing called "individual differences" between learners even in 

the same classroom, the teacher needs to have some freedom to teach what he selects 

under the way he sees appropriate. However, this is not the case as far as most 

Algerian universities are concerned. It is not the teacher who decides but the Ministry 

of Higher Education. 

 

1. My Translation from A.Bensaada in, „ Plaidoyer pour des classes branchées en Algérie’, in Le Quotidien d‟Oran. April, 

8th, 2007,Algeria. P.1 

2 Ousratic is a project launched by the Algerian ministry of telecommunication in 2005 and which aimed in fact  at providing 

each Algerian family with a personal computer. 

 

1.3. The Learning Context  

1.3.1. Centralized Decision-making 

        The problem in the centralization of educational decisions and planning is that it 

does not take into consideration the specialists' views and the implementation of the 

LMD system in our Algerian universities is a clear example. It is rather based on 

political or economic purposes which are most of the time contradictory with what 

should be taught from an educational and intellectual point of view. Not to say that 

these interests (the economic and political ones) are temporary and ever-changing. 

1.3.2. Teaching Aims and Learners' Needs 

           One of the crucial points in teaching ESP is the learners‟ needs.  Most of the 

time, learners ask themselves: why do we learn this lesson? This question springs from 

the fact that they do not know the aims of the curriculum. They come to the classroom 

to receive pieces of knowledge, memorize them then give them back in the exams to 

move to the next year. They do not know what they will benefit from what they learn 

in their real lives. On the other hand, teachers do not know what their learners need to 

know and sometimes they do not even make efforts to know. Here, the gap widens 



between the two partners who are supposed to work in collaboration to achieve 

success and development. 

           As a result of not being stated and explained, learners' needs are by no means 

answered as far as the syllabus is concerned. This is to be added to the fact that there is 

no clear link between the long-term aims and the short-term objectives. 

1.3.3. Methodology in ESP Classes 

             English in the department of Political Sciences, as in other faculties and 

departments, is considered as a secondary course. This is proven by the fact that 

curriculum developers gave no particular attention to English for Specific Purposes 

and did not provide specifications for the course content, methodology, etc. 

The teacher is free to teach whatever he/she judges relevant. Another option is to teach 

grammar and syntax and possibly conduct certain discussions of general interest under 

the thought of improving students‟ structural and linguistic needs.  

             No communicative activities and techniques are used at the department of 

Political Sciences to teach English. The focus is on structure development, more 

technical tasks and activities. The conclusion is that grammar-translation methodology 

is still popular in ESP classes, which contradicts the communicative methodology. The 

end product of these procedures is boring lessons, frustration and sometimes 

provocative behaviour. Students show disruptive or challenging behaviour by talking 

to each other during the course or not paying attention to the teacher.  

1.3.4. EFL Teachers in ESP Classes 

            ESP and EFL differ from each other in terms of purpose of learning a foreign 

language. ESP concentrates more on language in context, than on teaching the 

grammar and language structures required for formal or informal settings.  

           ESP and EFL require similar pedagogic skills but different linguistic 

competencies and content knowledge. While the former entails FAL(Functional 

Academic Literacy) and field-specific content knowledge to be able to make special 

material preparation and design a field-specific syllabus, the latter needs only 



functional literacy/communicative competence in social settings and putting into use 

ready-made syllabus or text books. This difference should be reflected to teacher 

training.  

         However, a typical ESP teacher in Algeria is a General English teacher who is 

employed to teach ESP courses. A good example is the department of Political 

Sciences in which all the teachers are new EFL teachers. Their training is determined 

according to social language needs of students, though the most important  difference 

between ESP and EFL teaching lies in the learners and their purposes for learning 

English.  

          These language teachers without training, skills and strategies for language 

teaching in relation to the field of study, e.g.: Political Sciences, perceive themselves 

as unable to help ESP learners to understand academic concepts, facts and knowledge 

encoded in academic texts without mentioning their inability to engage in 

communicative situations in which they are probably obliged to speak to native 

speakers, present their works, give speeches, etc… 

Consequently, EFL teachers who have to teach ESP should get special training to 

perform well to meet the needs of tertiary level students.  

1.3.5. Students’ Quality and Students’ Differences  

          Generally speaking, third year LMD students at the department of Political 

Sciences form kind of mosaic! Some of those students studied English for three years 

in the middle school (old system), whereas; others studied four years (new system). 

Some of them took the Baccalaureate of the old system which they repeated it twice in 

their schools (BAC 2007/2008); others have taken the new Baccalaureate which 

started only in 2008.Furthemore, some students took the Algerian Baccalaureate as 

free candidates after failing in their secondary schools. These differences in the 

number of years in studying English, students‟ ages and also the quality of the English 

they were taught constitute a big problem to their English  teachers because they will 

all sit in the same classroom and study the same syllabus.  



        Another important factor which must be taken into consideration when talking 

about students‟ quality and differences is that they belonged to different learning 

streams and branches when they were secondary school pupils: literary, scientific, 

foreign languages, economics and management……etc.  

1.3.6. Timing and Time Allocation  

           One important feature of the learning context is that of time. In effect, in the 

designing of a language course syllabus, the question of how many hours are allocated 

to any field of study, obviously has much to do with determining what level of 

attainment can be reached. For instance, in the department of Political Sciences, only 

one hour and a half per week during three academic years is devoted to the English 

course. The number of hours certainly determines the level of proficiency and also the 

content of the course. 

         Furthermore, most of the time, the session allocated in the time table is placed at 

the end of the day if not at the end of the week. That in itself signals the importance 

given to the course and the poor expectation of both the administration as well as the 

students. The rate of absence in the English course is naturally the highest. 

        Teachers and students often complain that the teaching time is so limited and so 

many teaching contents are required to be accomplished in the rather unsuitable 

limited time. Students‟ interaction is time-consuming. It is not possible to let students 

talk more and ask them more referential questions in such a short period class time, or 

the required teaching content will not be achieved, whereas it will save much time 

through more teacher talk. Moreover, it is a highly demanding job to prepare and 

design the class activities which consume time and energy. Teachers usually are 

overloaded and reluctant to do so. 

       However, one must bear in mind that the teaching can be extensive, as far as 

knowledge is concerned, or intensive. The teacher needs to use the time allocated 

effectively. If the number of contact hours is beyond the teacher‟s control, he must set 

his objective to what can reasonably be achieved in the time available. Thus, the 

question of time/timing needs to be closely linked to the statement of the objectives of 



any course as far as the case of the English teacher at the university in Algeria is 

concerned,“the objectives have been set for him and he has only a fixed, and often 

inadequate, amount of time to reach the objectives..”(D.A Wilkins, 1974) 

1.3.7. Group size  

            A much more commonly discussed variable than time is the number of students 

in the class on the grounds that it is much more difficult for teachers to teach when 

dealing with large classes. This happens in the department of Political Sciences for 

instance for the first year and second year with classes around 30-40 students whereas 

third year classes contain only 25 students which is in fact  an encouraging situation to 

establish communicative activities from time to time. Hence, Wilkins was right when 

he claimed:  

“Decisions about methods to be adopted cannot be taken without regard for the number of 
pupils in the class and the conditions in which they are learning …”(D.A Wilkins,1974). 

         One can not deny that third year Political Sciences‟ classes contain less than 30 

students in each class. This situation was impossible just few years ago where classes 

were filled with more than 40 students in each class. If this number of students is 

taught in good conditions and by professional teachers, they can reach the objec tives 

that are set for them and why not turn them into good language communicators.  

1.3.8. Teaching Materials  

            As far as the majority of Algerian universities are concerned, teaching 

materials are restricted to traditional ones such as the board, the chalk, and the 

handouts. The absence of audio-visual aids which are said to facilitate language 

teaching and learning is a fundamental barrier towards students‟ motivation. But one 

of the main drawbacks that make students feel lost and not confident is the absence of 

any specialized text book or printed syllabus that allows them know exactly what they 

are studying. The existence of a printed text book helps also teachers, especially 

beginners, who did not have any training in the field they are aske d to teach. It is not a 

secret to say that within the same department, Political Sciences is one example, every 

teacher selects what he/she sees important and suitable to his/her students without any 

coordination with other teachers of the same department! 



           We can not compare our Algerian universities to other foreign universities in 

the teaching of ESP for a number of reasons. One of them is the teachers‟ quality and 

the second one is that most Algerian universities are new as compared to other foreign 

universities. Another reason is that most English teachers in Algerian universities are 

young and have not got much experience in teaching the English language and not to 

mention the English for Specific Purposes. The absence of a national printed textbook 

for each specialized field of study has created a sharp difference in students‟ quality 

from one region to another in our country.  

           On the other hand, one must admit that the ministry of higher education has 

recently equipped the majority of universities with enough teaching material such as  

multimedia means and audiovisuals material (data show, TV set, overhead projector, 

cassettes, videos…etc.) necessary to engage in activities which are both 

communicative and motivating. But, the problem is that although the university has 

spent huge amounts of money to equip the classes, most lessons are done without 

using any new audiovisual material and the reasons for that are due to the lack of 

teachers‟ training to use this material and also because most of the them, lacking 

fluency and content knowledge to teach academic English, feel unprepared to integrate 

authentic texts, tasks, or tests from content areas in their English classes.  

           It is very important to say that the best investment is the one which gives much 

importance to human resources and not only to material ones. Students are not going 

to be taught only by machines or equipments!! 

  1.3.9. Concentration on Marks  

             In addition to the big number of students in each classroom, there is another 

drawback which is the system's concentration on marks as a measurement of success 

or failure. According to Travis and Wade, among the factors that decrease the learner's 

natural motivation is concentration on marks: 

"The fact that our school system relies heavily on grades may help explain why the average 
college graduate reads few books. Like all extrinsic rewards, grades induce temporary 
compliance but not necessarily a lifelong disposition to learn" (Travis & Wade 1997) 

Concentration on marks has many drawbacks: 



    1. It transforms knowledge from a precious thing to be sought into numbers and 

scores. 

    2. It turns learners into seekers of marks rather than the value they get from what 

they are learning. 

   3. It decreases learners‟ curiosity and thirst to learn things apart from the syllabus.  

   4. It can urge the weak pupils to cheat in exams.  

 

I.3.10. Absence of Communication 

 

         Speaking about the implementation of the Communicative Approach opens doors 

to student-student interaction as well as students- teacher interaction. It involves 

communicative activities which generate communication within learners and push 

them to speak. Mistakes are tolerated in such approach because the focus is on 

functions rather than forms. However, studies reported that the communicative 

approach failed partly because teachers did not work in an adequate manner with its 

principles. They misunderstood the nature of communicative language teaching. 

Although they used materials meant for communicative activities, they fall in the trap 

of using traditional teacher-centred routines (Deckert 2004). 

 

         What is even worse is that most students still feel they are secondary school 

pupils; they learn courses by heart and do no more work to ameliorate their levels 

because their objective is marks and not performance and  qualification. Apart from 

very few exceptions, the English class in Algeria as well as other subjects' class is the 

kind of: memorise what is given to you and turn it back in the exams! 

 

I.4. Research Methodology and Design:  

 

I.4.1.Descriptive Research 

 

           „Language Anxiety‟ or feelings of tension or nervousness while learning and 

speaking a second/foreign language, as defined by Horwitz et al. (1986) , is a 

subjective experience which varies from individual to individual. In order to capture 

the diverse range of subjects‟ experiences, a descriptive approach was selected as an 



appropriate strategy as “it begins with individuals and sets out to understand and interpret 

their experiences of a particular phenomenon” (Cohen et al. 2000). How students experience 

communication apprehension, what they think are the causes of such an experience, and 

how teachers perceive this phenomenon was investigated using descriptive research 

strategy. This allows the researcher to understand the subjec tive world of students‟ 

experience by making an effort to get inside the person and to understand from within 

(2000: 22). 

 

I.4.2.Rationale of Choosing Descriptive Strategy 

 

        Investigations of second/foreign language anxiety have been, for the most part, 

quantitative studies, primarily correlational studies (Price, 1991).But, in a series of 

these correlational studies, the researchers have been unable to draw a clear picture of 

the relationship between anxiety and overall language acquisition, performance and 

proficiency (see Horwitz, 1986; Horwitz, 2001). 

 

       A different approach is needed to study the construct of language anxiety in order 

to gain deeper insight into the issue. One such approach is the descriptive research that 

was used in this study, as it allows the researchers to obtain descriptive information on 

factors not easily assessed through empirical research and can provide a way to view 

phenomena from the point of view of the subject (Price, 1991). 

 

1.4.3. Subjects of the Study 

 

         To obtain information regarding the situation of ESP course at the Department of 

Political Sciences, University of Chlef, we will deal with two samples chosen from the 

following population:  

 

      1)   50 Third year LMD Political Sciences‟ students specialised in Foreign Affairs 

(30 female and 20 male). These 50 students constitute the two groups of the Foreign 

Affairs , an option which is one of the three options in which students are enrolled in 

the third year at the department of Political Sciences. The other two options are 

Human Resources (06 groups) and Analysis of Arab Countries‟ Policies (2 groups).  



 

      2(  04 teachers of English who teach at the department of Political Sciences, also 

participated in this study through an interview conducted with them to understand the 

phenomenon under investigation from a different point of view. This may look a small 

sample in practical terms; it however covers all the ESP teachers of the third year 

LMD students at the Department of Political Sciences.    

 

I.4.4. Procedure and Data Collection 

 

        ESP teachers at the department of Political Sciences often complain that their 

students remain silent and most of them rarely take part in classroom discussion.  

  

        The researcher hypothesised that there was a high level of CA among third year 

Political Sciences‟ students and that there were two major reasons that led to this 

phenomenon: instructional and psychological reasons. To test these hypotheses, the 

researcher used three tools: two questionnaires with students and an interview with 

their teachers.  

 

I.4.5. Data Gathering Tools 

 

       Two questionnaires with students and an interview with their teachers were used 

as research tools in this study. The two questionnaires were administered to 50 third 

year LMD students learning English for Specific Purposes at the department of 

Political Sciences at Chlef University. The interview was conducted with the four 

teachers who teach the whole ten groups/classes of third year LMD students at the 

department of Political Sciences. 

 

Students’ Quetionnaire1:  The aim from the first questionnaire was to know the level 

of CA among third year LMD students. 

 

Students’ Questionnaire2:  The aim from the second questionnaire was to know 

some of the main factors that lead to students‟ apprehension in the ESP classroom. 

        



Teachers’ interview: The aim from this interview was to deal with the phenomenon 

(students‟ speaking anxiety) from a different point of view (that of the students) which 

enables the researcher to have reliable research results and thus suggest suitable and 

practical solutions to ameliorate students‟ speaking skills. 

 

I.4.6.Rational behind Using Questionnaire and Interview as Research Tools 

 

A) Questionnaire 

 

         Beginners are more commonly tempted by this tool, because they imagine that 

planning and using a questionnaire is easier than the use of other tools. It is also 

considered to be the most flexible of tools and possesses a unique advantage over 

others in collecting both qualitative and quantitative information. 

          

        Critics speak of it as the lazy man‟s way of gaining information, because it is 

comparatively easy to plan and administer a questionnaire .  

 

B) Interview 

 

          The rationale behind the use of interview as a data collection tool was that it can 

provide access to things that cannot be directly observed, such as feelings, thoughts, 

intentions, or beliefs (Ohata, 2005). It also provides participants with opportunities to 

select, reconstruct, and reflect upon details of their experience within the specific 

context of their lives (2005). 

  

 

 

 

I.4.7. Questionnaires’ Design:   

 

-Students’ Questionnaire 1:  

 



       To answer the first research question concerning the level of CA among the third 

year LMD students, the researcher  used a modified version of Horwitz,Horwitz, and 

Cope’s (1986) Foreign Language  Classroom Anxiety Scale (FLCAS). The original 

questionnaire consists of 33 statements dealing with Communication Apprehension, 

Test Anxiety, Fear of Negative Evaluation and other feelings of anxiety. The 

researcher selected only 18 items which deal with Communication Apprehension 

(Appendix A), and the respondents were asked to rate each statement according to a 5-

point scale ranging from “strongly agree” (5 points) to “strongly disagree” (1 point). 

Each anxiety score was gained by summing the ratings of the eighteen items. The 

theoretical range of this scale was from 18 to 90. The higher the total points were, the 

more communicatively apprehensive the student was.   

 

-Students’ Questionnaire 2:  

 

     This tool was used to answer the second research question.i.e. to investigate the 

factors that lead to the students‟ communication apprehension in the ESP classroom 

(the second research question). 

This questionnaire contained 39 items (Appendix  B) and a 5-point scale ranging from 

“strongly agree” (5 points) to “strongly disagree” (1 point).It was divided into the 

following two sections:  

 

1. Items (1-20) showed the instructional factors that lead to CA in the ESP 

classroom. 

2. Items (21-39) showed the psychological factors that lead to CA in the ESP 

classroom. 

The questionnaires A and B were translated into Arabic (Appendices 5& 6) to ensure 

students‟ comprehension and reply.  

1.5. Conclusion 

 

                Almost no faculty in any Algerian university is free from an English 

department because English is both a language that enjoys a great instrumentality 

nowadays and it is a window on the other cultures and civilizations. Yet, ESP remains 

the weakest point in the chain.   



 

               It would be thus interesting to think of improving the situation in this field in 

Algeria. This improvement could be carried out by offering a real training to the EFL 

teachers in the specialised fields they are asked to teach and by introducing the use of 

ICT (Information Communication Technology) in all our Algerian universities and 

train those teachers to be able to use these audiovisual and multimedia means to 

facilitate the transfer of knowledge to students. 

 

             The shortages noticed in the English teaching-learning process are due to the 

contradiction that exists between theory and practice. Many problems appear to the 

surface and need to be analyzed and solved if Algerian decision-makers really seek 

success and joining the train. 

 

 

 

 

 

 

 

 

Chapter Two 

2.1. Introduction 

This chapter is aimed at reviewing the literature related to our research. It will be 

divided into two main sections: The first section will deal with ESP, its definition, its 

origins, its branches, the main differences between ESP and EGP, and ESP/EAP and 



the communicative use of English. The second section will deal with Communication 

Apprehension, its definition, its types and its learning effects. 

2.2. Section 1: English for Specific Purposes (ESP) 

2.2.1. Definition of ESP 

            Some specialists describe ESP as simply being the teaching of English for any 

purpose that could be specified. Others, however; were more precise, describing it as 

the teaching of English for vocational or professional purposes (Laurence Anthony, 

1999). English for Specific Purposes (ESP) is known as a learner-centred approach to 

teaching English. An ESP course is designed to meet the needs of learners for use in 

their specific areas of study or work such as medicine, science, technology, etc. Hence 

is the importance and necessity for needs analysis in an ESP context . Language needs 

analysis is prerequisite for designing a language course in the ESP setting. Munby 

(1978:2) stresses the importance of needs analysis of learners to design ESP courses. 

          Munby (1978) states that, “ESP courses are determined in all essentials by the prior 

analysis of the communication needs of the learners.” According to Robinson (1991) ESP 

is as an enterprise, which involves education, training and practice, and drawing upon 

three major reams of knowledge: language, pedagogy and the students‟ specialist. 

Dudley-Evans and ST John (1998) gave an extended definition of ESP in terms of 

“absolute” and “variable” characteristics: 

 

Absolute characteristics:  

1) ESP is defined to meet specific needs of the learners.  

2) ESP makes use of underlying methodology and activities of the discipline it serves.  

3) ESP is centred on the language appropriate to these activities in terms of grammar, 

lexis, register, study skills, discourse and genre. 



Variable Characteristics: 

1) ESP may be related to or designed for specific disciplines. 

2) ESP may use, in specific teaching situations, a different methodology from that of  

General English (for example an EAP course which only teaches writing or a business  

course which only teaches presentation). 

3) ESP is likely to be designed for adult learners, either at a tertiary level institution or  

in a professional work situation. It could, however,  be for learners at secondary school  

level. 

4) ESP is generally designed for intermediate or advanced students.  

5) Most ESP courses assume some basic knowledge of the language systems.  

              The definition that Dudley-Evans and ST John (1998) offer is clearly 

influenced by that of Stevens (1988) but they have included more variable 

characteristics. Their division of ESP into absolute and variable characteristics in 

particular, is very helpful in resolving arguments about what is and is not ESP.  

             As for a broader definition of ESP, Hutchinson and Waters (1987) theorize , “ 

ESP is an approach to language teaching in which all decisions as to content and method are 

based on the learners’ reason for learning.” What they mean is that ESP does not involve 

a particular kind of language, teaching material or methodology.   

2.2.1.1. Origins of ESP 

             Hutchinson and Waters (1987) gave three reasons for the emergence of ESP: 

the demand of a “brave new world”, a revolution in linguistics and a new focus on the 

learner. 

The first reason was the effects of the two key historical periods which breathed life 

into ESP: the end of the Second World War and the Oil Crisis of the early 1970s. 



             First, the end of the Second World War brought  with it an: 

 “…age of enormous and unprecedented expansion in scientific, technical and economic 
activity on an international scale for various reasons; most notably the economic power of the 
United States in the post-war world, the role [of international language] fell into 

English.”Hutchinson and Waters (1987) 

            Second, the Oil Crisis of the early 1970s resulted in Western money and 

knowledge flowing into the oil-rich countries. The language of this knowledge became 

English. The general effect of all this development was to exert pressure on the 

language teaching profession to deliver the required goods.  

            The second key reason cited as having a tremendous impact on the emergence 

of ESP was revolution in linguistics. Whereas traditional linguists set out to describe 

the features of language, revolutionary pioneers in linguistics began to focus on the 

ways in which language is used in real communication. Hutchinson and Waters (1987) 

point out that one significant discovery was in the ways that spoken and written 

English vary. This idea was taken one step farther. If language in different situations 

varies, then tailoring language instruction to meet the needs of learners in specific 

contexts is also possible. Hence, in the late 1960s and the early 1970s, there were 

many attempts to describe English for Science and Technology (EST).Hutchinson and 

Waters (1987) identified Ewer and Latorre, Swales, Selinker and Trimble as a few of 

the prominent  descriptive ESP pioneers. 

           The final reason Hutchinson and Waters (1987) cite as having influenced the 

emergence of ESP is much more related to psychology than to linguistics. Instead of 

simply focussing on the method of language delivery, more attention was given to the 

ways in which learners acquire language and the differences in the ways language is 

acquired. Learners were seen to employ different learning strategies, use different 

skills, and be motivated by different needs and interests. Today, the catchword in EFL 

circles is learner-centred or learning centred approach. 

2.2.1.2. ESP Branches  

          ESP has traditionally been divided into two main branches such as: English for 

Academic Purposes (EAP) and English for Occupational Purposes (EOP) ( Dudley-

Evans and ST.John,1998;Hutchinson and Waters,1978;Robinson1991).   



        Dudley-Evans and ST. John (1998) devise a tree diagram for ESP, which divides 

EAP and EOP according to discipline or professional area; as it is illustrated in figure 

1 below: 

English for Specific Purposes 

 

English for Academic Purposes                                                                                            English for Occupational purposes        

  

 English for          English for     English for           English for          English for Professional Purposes       English for Vocational Purposes                

(academic)         (academic)     (academic)            Management,  

Science and        Medical         Legal Purposes     Finance and  

Technology        Purposes                                      Economics       

                                                                                                        English for         English for                Pre-Vocational          Vocational             

                                                                                                 Medical purposes    Business Purposes        English                 Purposes      

Figure 1:   ESP classified by professional area by Dudley-Evans and ST. John ( 1998)  .   

 

2.2.2. ESP vs. EGP 

"What distinguishes ESP from General English is not the existence of a need as such but 

rather an awareness of the need".   Hutchinson and Waters (1987) 

 What Hutchinson and Waters want to confirm in the statement above is that in an ESP 

situation, the awareness of learner needs is of great importance and it is much higher 

than in EGP. 

           What differs ESP from general English is the fact that it is based on a close 

analysis of the learners' communicative needs for a specific occupation or academic 

activity, as well as a detailed analysis of the language of that occupation or activity 

(Strevens, 1980). Unlike in general English courses, in an ESP course, English is 

taught "not as an end in itself but as an essential means to a clearly definable goal" (Mackay 

and Mountford , 1987), and it is taught "for a clearly utilitarian purpose of which there is 

not doubt" (Mackay, quoted in Robinson, 1980). The learners and their purposes for 



learning English are the major differences between ESP and EGP. ESP learners are 

highly motivated because their needs are catered for. On the other hand, EGP helps 

students to cope with any course and it gives them the ability to generate more 

language. EGP learners, if taught well, can use English to cope with the language in 

any undefined tasks. 

                     ESP learners are normally trained to perform some particular, job-related 

functions; they learn the language in order to execute a set of professional skills . 

Another important difference is that, EGP objectives are not listed on the basis of 

Needs Analysis. Whereas learners‟ motivation is fairly high in ESP, it is low in EGP. 

One more disadvantage of EGP courses is that the teachers are not accountable; 

therefore their commitment to teaching is, in most cases, not ideal.  

 

 

 

EGP ESP 

1. Part of general education 1. Part of specialization  

    

2. Aims at general capacity 

    

2. Aims at restricted competence                                                   

 

3. Materials based on general texts 

('broad angle')   

3. Texts/materials/restricted to 
subject  specialization('narrow 

angle') 

4. Large heterogeneous group  4. Small homogeneous group                               

 

5. Expensive 

 

5. Cost effective / value for money                       

6. Teacher accountability low 

 

6. Teachers and institutions 

accountable 

                                                                              

7. Education orientation-output does not 
usually equal input. (Humanist/HRD " 

model) 

7. Training orientation – training 
fails if "output" behaviour does not 

equal input" instruction (Technical 
model) 



8. Results not predictable 8. Aims at 100% success rate                                

 

9. Long-term investment (deferred 
purpose) 

 

9. Immediate return on training 
investment 

 

10. Specification of objectives: what the 

learner has to do in order to learn 

 

10. Specification of aims/goals: 

what the learner has to do with 
language once he has learned it. 

                                    Table 1: Comparison between GE and ESP 

2.2.3. English for Academic Purposes (EAP)  

              English for Academic Purposes (EAP) involves teaching students to use 

language appropriately for study. It is a branch of ESP which has expanded together 

with the growing number of international students undertaking studies in English. As 

EAP has the broad aim of helping learners to study or research in English, it covers a 

wide range of academic communicative practice including:  

    -Pre-university, undergraduate and postgraduate teaching (from materials design to   

       lectures and classroom activities.) 

   -Classroom interactions (tutorials, feedback, seminars, proposals….)  

    -Students writing (assignment, exams, dissertations……etc.)  

       EAP is an educational approach and a set of beliefs that is often contrasted with 

general English .The starting point for EAP is the learner and their situation rather than 

the language; Secondly, many EAP courses focus more on reading and writing, 

whereas many general English language courses concentrate on speaking and 

listening; EAP courses tend to teach formal, academic genres rather than the 

conversational and social genres taught on general English courses.  

      Gillett and Wray (2006) define EAP as a practical branch of ELT in which "the role 

of the EAP lecturer is to find out what the students need, what they have to do in their 

academic courses, and help them to do this better in the time available."  



      Needs analysis is the starting point of EAP course design and teaching. On the 

basis of this the EAP lecturer or course designer can specify course objectives, which 

lead to an assessment of the resources available and the use of the appropriate syllabus 

and methodology. Implementation of the syllabus then leads to an evaluation of the 

course in terms of its effectiveness.  

2.2.4. Speaking English for Academic Purposes 

           According to Jordan (1997) Speaking for Academic Purposes is used to 

describe spoken language in various academic settings. Speaking for academic 

purposes refers to participation in tutorials and seminars, as king questions in lectures, 

oral presentations, verbalizing data and giving oral instructions in seminars and 

laboratories and social interaction with other students (Jordan, 1997; Robinson, 1991).  

         Jordan (1997) lists some important speaking skills in oral presentation such as 

organising information into coherent structure, using „signals‟ to facilitate task of 

listeners, speaking from notes and achieving greater phonological, grammatical and 

lexical accuracy. Ostler (1980) lists some specific oral/aural tasks in descending order 

of importance: asking questions, discussing issues, giving talks, participating in panel 

discussions and receiving interviews. 

            Robinson (1991) states that speaking in EAP is a relatively neglected area. She 

notes that in needs analysis it emerges, as the least needed skills. But, others oppose it. 

For example, Ostler (1980: 501) states, “the ESL university students’ needs for improved 

academic speaking abilities are considered more important than other skills”. Ostler (1980) 

further suggests that graduate ESL/ESP classes might need to include one aspect on 

preparing and giving talks and another on preparing for participation in panel 

discussions. Ferris and Tagg‟s (1996) investigation demonstrates that the academic 

speaking needs of EAP learners have significantly increased in recent years.  

      The important aspects of oral presentation as viewed by Jordan (1997: 201) are as 

the following:  



1. General introduction, 2, Statement of intention, 3. Information in detail, 4. 

Conclusion and 5. Participation and invitation in discussion. According to Jordan 

(1997), there are some aspects of seminar presentation and participation skills:  

                                                                 Seminar Skills    

         Presentation (As main speaker)                                          Participation (audience)    

- Sequencing                                                                              - Indicating non-comprehension 

- Signposting                                                                             - Asking for clarification 

- Delivery (speed/clarity)                                                          - Questioning                                          

- Visual aids                                                                              - Disagreeing          

- Body language 

- Concluding 

Figure 2: Some aspects of seminar presentation and participation skills proposed by  

Jordan (1997) 

It is obvious that seminar skills are important for speaking for academic purposes. 

Jordan further (1997: 202) focuses on structuring and signalling of presentation:  

1. Introduction 

     1.1 Content: what the presenter will do  

     1.2 Procedure: how the presenter will do it 

2. Body 

    2.1 List of points  

    2.2 Focus each point  

3. Conclusion 

    3.1 Summary 

2.2.5. Expectations from ESP teachers 



        Generally speaking, a successful ESP teacher must have some important qualities 

such as: 

A willingness and ability to learn ,a thoughtful and intelligent way of looking at the 

world, having some knowledge of the academic world, the ability to work well in a 

team, the ability to listen to and motivate his/her students, highly developed critical 

thinking and the ability to convey this to his/her students. In addition, language 

teachers have such responsibility as to keep context and comprehensibility foremost in 

their instruction to select and adapt authentic materials for use in class, to provide 

scaffolding for students‟ linguistic content learni ng, and to create learner-centred 

classrooms (Stryker & Leaver, 1993). For these reasons, teaching English for 

Academic Purposes require additional skills when compared with general English 

teaching. 

       Besides having language fluency, ESP teachers are supposed to be knowledgeable 

in content areas as well as in language forms and be able to elicit knowledge from 

students. However, language teachers are trained to teach linguistic knowledge rather 

than a content subject. Hence, they may be insufficiently grounded to teach subject 

matters (Richards & Rodgers, 2001).  ESP teachers are therefore the least lucky ones 

of this profession; they are generally much less informed about the content of what 

they are expected to teach than even their students, who have been studying their 

subjects all through their school years. It seems as if they are forced to teach what they 

are unfamiliar with. As they do not know the content knowledge of the field their 

students are studying they are not competent in the language in which this content has 

been encoded, either. In short, they are also novice learners of academic English.  

           Regardless of the approach or aim, ESP teaching presents a clear challenge to 

ESP instructors as they lack specific background knowledge of their learners' specialist 

academic disciplines. This situation stems from the traditional emphasis on the training 

of prospective EFL teachers which focuses on language and study skills but this 

cannot be regarded as adequate (Bell, 1996). It seems therefore necessary for EAP 

practitioners to possess a certain level of background knowledge in their students' 

academic subjects of ESP teaching in order to meet this challenge.  



         ESP practitioner should have several roles which require both content and formal 

schema knowledge in a particular field of science because a language teaching 

programme, according to Bell (1981), consists of three stages; input, process and 

output. The first stage includes determination of student needs, material preparation 

and designing of syllabus. The second stage is the implementation of the programme 

and last stage is the assessment of the students‟ performance and reorganizing the 

programme for the following year. For this reason, the ESP teacher needs to be a 

course designer and material provider for the first stage. Due to the variation and 

continuous changes in scientific world it is rarely possible to use a particular textbook 

without the need for supplementary material and sometimes no really suitable 

published material exist to meet student needs. Therefore, ESP practitioners often have 

to provide the material for the course. Secondly, the ESP teacher should be a facilitator 

to function well in the process stage; in learner-centred, task-based, interactive 

learning contexts, language learning becomes a collaborative effort where the 

teacher‟s role is that of an advisor and facilitator of student‟s communicative attempts 

(Dudley-Evans & Jo St John, 1998). Lastly, the ESP teacher is expected to be an 

evaluator in the output stage of the program because the ESP practitioner is often 

involved in various types of evaluation, testing of students, evaluation of courses and 

teaching materials to assess whether the learners have been able to make use of what 

they learned and to find out what they need to be taught.  

Evaluation through discussion and on-going needs analysis can be used to adapt the 

syllabus. (Bojovic, 2006) 

2.2.6. EAP and Communicative Use of Language 

2.2.6.1. Communicative Language Teaching (CLT)  

       CLT takes into consideration both the functional and the structural aspects of the 

language combining them into a more complete communicative view. It is not 

sufficient to consider the manner in which language is used as a means of 

communication; the structural aspect needs to be focussed on as well as. For example, 

“why don‟t you close the door?”. This sentence may function in some circumstances 

as:  



A) A question from a functional view point; the speaker may wish to know why his 

companion never closes a certain door.  

B) Command: a teacher addresses it to a pupil who has left the classroom door open.     

 C) Plea      

D) Suggestion   

E) Complaint. 

        However, from a structural point of view, “Why don‟t you close the door?” has 

the negative-interrogative form which can serve as a pattern to build a number of 

sentences of this kind to master this structure.  

        Thus, foreign language learners need to have opportunities to develop the three 

skills involved in understanding the meaning that the speaker intends to convey:  

    A)       The ability to understand structures and vocabulary; 

    B)       The knowledge of the communicative function of the linguistic forms, and 

    C)      The ability to link the linguistic forms to non-linguistic knowledge. This can 

be done only by making them use their knowledge in which the focus is on making 

them use their knowledge to communicate meaning as efficiently and appropriately as 

possible. Nevertheless, this may involve neglecting grammatical accuracy in favour of 

the communicative effectiveness. But, this aspect could be remedied by the teacher 

with his remarks and corrections. 

       According the Communicative Language Teaching (CLT), to make learners 

communicative, the teacher should select communicative activities such as: role plays, 

conversations, songs, games…etc. In the communicative approach, the learner uses the 

linguistic forms he has learnt to communicate meanings for specific purposes: 

discovering location by using a plan of a house, for instance. Among the purposes that 

can be achieved by communicative activities is strong motivation towards learning 

since most learners‟ conception of language is as a means of communication rather 



than as a structural system. These activities can also create a context which supports 

learning. Under the CLT, the communicative activities can be achieved by creating a 

situation where the learner or group possesses information which another learner (or 

group) must discover. In addition to this, the act of identifying pictures could be used 

as a base to achieve the above mentioned activity, for example:  

- Learner A has a number of pictures which are all similar in content but contain a 

number of features which are different from each other.  

- Learner B has a duplicate copy of only one of these pictures, which he has selected 

from a complete duplicate set. 

- Learner A must discover which of the pictures learner B is holding by asking 

questions about it.   

-To distinguish the pictures, learners would need to ask questions with “What 

colour…?” “How many…?” and “Where….?” etc.  

       Under the CLT, There are other communicative activities where the classroom can 

be used as a social context, since learners must be prepared for varied social context in 

which they will need to perform outside the classroom. Among these activities there 

are two that seem to be effective: conversation (or discussion sessions) and role 

playing. Conversation gives a rich stimulus for communicative interaction; for 

example, the varied experiences, interests and opinions of the learners can be 

complemented by written or visual materials which add more aspects of the outside 

world to the classroom and provide a context for a wide range of communicative 

functions and domains of meanings. In role playing, students play roles whose 

situations and actors are described to them by the teacher or in books designed for 

such kind of activities. In sum, in these different types of communicative activities, the 

learners struggle to communicate, which is an efficient way to grasp the different 

aspects of communication dealt within the classroom as described above.  

2.2.6.2. Communicative Use OF English 



          In dealing with EAP courses, one has to take into consideration their 

practicality, because in every such course, the outcomes of the class are important. 

(Dudley Evans 2001). And if we believe that we learn the language to communicate, 

we have to improve the communicativeness of the course. In EAP communicative 

approach course usage is emphasized rather than rules.  

         The most recent trend discussed by scholars is the communicative approach, 

which points out the fact that knowledge of the language is not the same thing as 

ability to use the language. This method is particularly recommended in the teaching 

of ESP as well as EAP. The question appears to be whether EAP students will learn 

more effectively if a communicative method as opposed to what are non-

communicative methods is used. According to Widdo wson (1978), the ability to 

compose sentences does not guarantee communication. In fact, what makes 

communication possible is the knowledge of how sentences should be used as a means 

of communication which should supplement the former task. Theories of 

communicative competence imply that teachers must do more than just supply learners 

with a number of language structures to manipulate. And for a long time there has 

been a growing interest in developing the communicative competence which consists 

of the ability to handle both structures and functions of the language. Within this 

framework a class session is organized in such a way that from the beginning the 

students will be urged to use the language to communicate.  

            The literature on the communicative approach underlies certain features by 

which one can identify what is communicative or non-communicative. The literature 

on EAP puts the emphasis on employing a communicative teaching methodology, and 

on the teaching of English For specific communicative needs.  

2.2.6.3. Communicative Use OF English in Academic Settings 

            In fact, what is needed in an EAP course is a shift of the focus of attention from 

the grammatical to the communicative properties of the language. We take the view 

that the difficulties which the students encounter arise not so much from defective 

knowledge of the system of English, but from an unfamiliarity with English use, and 

that consequently their needs cannot be met by a course which simply provides further 



practice in the composition of sentences, but only by one which develops how 

sentences are used in the performance of the different communicative acts. The reason 

lies in the fact that the basic need of EAP students is that using the medium of English, 

they should successfully perform a task and if students are equipped with the how to 

use the language in authentic contexts, we can trust that they have acquired 

communicative competencies that are required for high quality functioning in a 

professional environment.  

2.2.7. ESP and The Communicative Approach  

                 The communicative approach and ESP can be linked up in the classroom in 

order to make the course more effective and purposeful. To make an ESP class more 

communicative and more vivid, the ESP teacher should make students talk about 

topics related to their field of studies. For example, if the students are specialized in 

Political Studies the teacher can divide the class into small groups and guide each 

group into discussion of one of the topics by asking students to argue their point of 

view which is different from other views. Pictures, charts, graphs and drawings can 

also be used to stimulate students‟ oral participation. Through these activities the 

learners will develop ability in oral communication in their field of studies because 

besides developing their reading skills, they must know how to communicate with a 

native speaker in their field of studies. In addition, they are also supposed to 

understand a lecture given by a visiting teacher. One can observe that the difficulties 

that ESP students meet do not come from a lack of the knowledge of the system of 

English but from unfamiliarity with English use. Therefore, their needs can also be 

satisfied through the use of a course which provides, not only practice in the 

composition of sentences, but also which enables them to understand and use 

sentences used to perform different communicative acts. 

2.3: Section 2: Communication Apprehension 

2.3.1. Communicative Apprehension Research  

“The speaking skill is so central to our thinking about language learning that when we 

refer to speaking a language we often mean knowing a language…. Many researchers 

have pointed out that the skill producing most anxiety is speaking (MacIntyre and Gardner 



1991)…. This anxiety comes  in  part  from  a  lack  of  confidence  in  our  general  

linguistic knowledge  but  if  only  this  factor  were  involved,  all  skills  would  be affected 

equally. What distinguishes speaking is the public nature of the skill, the embarrassment 

suffered from     exposing   our   language imperfections in front of others”. (Arnold, 2000) 

              Communication Apprehension (CA) has been defined as an, “individual level of 

fear or anxiety associated with real or anticipated communication with another person or 

persons.” (McCroskey, 1977). A simple definition of CA is anxiety or fear of 

communicating in different situations. Communication apprehension can be divided 

into oral communication apprehension and written apprehension. The term is also used 

specifically to refer to oral communication as measured by McCroskey’s (1986) 

Personal Report of Communication Apprehension (PRCA). Communication 

apprehension research began with defining the construct McCroskey (1970), its 

components (McCroskey, 1977, 1982) and the causes (Daly& Buss, 1984). In early 

study, Kelly (1982) compared the terms Reticence (a habitual inclination not to 

speak).Shyness (being non-assertive in front of others), Willingness to communicate 

(one‟s inclination towards speaking), and Communication Apprehension and found 

that the concepts are not mutually exclusive, rather they overlap quite a bit to the 

extent that treatment for a communication problem must be individualized for each 

person based on their combination and levels of each construct. Work (1982) 

examined the literature up to 1982 surrounding CA and categorized articles into three 

areas: general CA studies, CA in school population, and CA in college and adult 

populations. 

              According to Berger, McCroskey and Paldwin (1984), Communication 

Apprehension is “the way a person feels about communication, not how they communicate.” 

They also stress that the fear of anxiety could be due to any of the following reasons: 

lack of proficiency in the target language, lack of practice, insecurity or any pr-

programmed pattern. James McCroskey and Virginia Richmond (1995) report that 

nearly 95% of Americans surveyed said that they have some degree of anxiety about 

communicating in some situations.  

             According to Laurilla (2007) communication apprehension has attracted a lot 

of research especially about students‟ behaviour in the classroom and ever -increasing 



body of research has accumulated indicating that there is a pervasive relationship 

between this communication variable and various aspects of the academic experience. 

P‟Ragan A and Shetty (2008) indicate that even those who have high level of 

proficiency in a language can experience CA. Research by Witt & Behnke (2006) 

elucidate that one‟s level of communication apprehension does have a profound 

impact on their oral communication, social skills and self-esteem. Earlier studies done 

by Powers & Smythe (1980) affirm that CA levels have a significant effect on 

students‟ examination grades. Thus, we can‟t deny the fact that communication 

apprehension is a phenomenon that needs to be further investigated and more so in the 

context of Political Sciences‟ students who might be involved in situations where 

various cognitive and cultural elements work together.  

  2.3.2. Types of Communication Apprehension  

An article by McCroskey, Richmond, and Davis (1986) stated that there are four types 

of CA: Trait-like CA; Context-Based CA; Audience-Based CA; and Situational CA. 

These types can be described in different ways but they overlap to a certain degree . 

1. The first type of CA is Trait-like CA which is the tendency of a person to be 

nervous or feel tension regardless of the particular circumstances (McCroskey, 

Richmond, and Davis, 1986). A person‟s traits are very unlikely to change over time, 

and therefore, they would experience the same type of CA over a long period of time. 

There are three varieties of trait like CA that have been tested throughout the literature, 

CA involving oral communication, CA involving writing, and CA involving singing.  

2. The next type is Context-Based CA. This is defined as, 

 “a relatively enduring, personality-type orientation toward communication in a given type of 

context.”( Mc Croskey, Richmond and davis,1982) on the continuum, context-based 

CA is one step removed from a pure form of trait like. This type assumes that an 

individual can have a high level of CA, for example, when delivering a public speech, 

but have little or no apprehension in another situation involving communication, such 

as group meetings.  



Context-based CA can also be divided into four levels. These levels include, “public 

speaking, dyadic situations (e.g. job interviews, small group discussions, and meetings or 

classes” (MC Croskey,Richmond and Davis,1982). As with trait like CA, it is expected 

that an individual‟s results will remain virtually unchanged over an extend period of 

time if no treatment is administered. 

3. The third type is Audience-Based CA. It is defined as, “ a relatively enduring 

orientation  toward communication with a given person or group of people” (MC Croskey, 

Richmond and Davis,1982). This type of apprehension is not brought on by an 

individual‟s personality but instead, by the situation in which an individual finds him 

or herself. Although this type of CA is also viewed as enduring, it can change if the 

behaviour of the person or group changes.  

4. The last type of CA is Situational CA. This is the most state-like type of CA, it is 

defined as, “a transitory orientation toward communication with a given person or group of 

people.” (MC Croskey, Richmond & Davis, 1982). It represents a type of apprehension 

or anxiety that is felt only once in a particular situation, for example, when a person 

wants to pass a given test or when a supervisor calls a student to his office and asks 

him to explain a specific behaviour. 

By knowing what type of communication apprehension the students have, the 

researcher can better deal with each type. 

2.3.3. Foreign Language Communication Apprehension Research  

         One of the first studies which classified FLCA as a separate field of CA was 

completed by Horwitz et al. (1986). In this study, Horwitz et al. (1986) defined three 

components or sources of FLCA which made it distinct from regular CA:  Context –

based CA, fear of negative social evaluation, and test anxiety.  

The first of these components is general CA which is defined by McCroskey (1978) 

as “…an individual’s level of fear or anxiety associated with either real or anticipated oral 

communication with another person or persons”. This type suggests that many students 

feel they have very little control of the foreign language situation and their 



performance is being constantly monitored. Furthermore, students feel that they are 

asked to try to communicate in a language in which they have little or no proficiency.  

The second component of FLCA is fear of negative social evaluation, which may be 

present when students worry about what others think of them (Horwits et al., 1986). It 

is also broader in the sense that it pertains not only to the speakers‟ evaluation of the 

students but to the perceived reaction of other students as well (Shamas, 2006:10). 

Fear of having other students laugh or even be aware of mistakes often produces large 

amounts of apprehension. 

 The third component of FLCA is test anxiety. Test anxiety is a result of the fear of 

evaluation, but this anxiety is more specifically focussed between the instructor and 

each specific student. It is explained by Horwitz et al,(1986) as , “…refer to a type of 

performance anxiety stemming from a fear of failure.” This anxiety usually stems from the 

students‟ fear of failure and the fear of finding out exactly what it is that they do not 

know. Many students claim to know the information but have difficulty retrieving it on 

a test, or the student makes preventable mistakes like spelling mistakes. This 

frustration, in turn, can lead to higher FLCA. 

          In another study, Young (1991) proposes that there are six components of 

FLCA. Some of these resemble Horwitz et al.‟s (1986) three previously discussed 

components; others do not. Young (1991) believes FLCA components include: (1) 

personal and interpersonal anxieties,(2) language testing,(3) learner beliefs about 

language learning,(4) instructor beliefs about teaching,(5) instructor-learner 

interactions, and (6) classroom procedures.  

         In addition to Horwitz et al. (1986) and Young (1991) studies, other researchers 

have identified additional components of FLCA. A study by Nance (1992) lists a series 

of risk factors students face before they begin to speak in a foreign language, one of 

these factors is the size of the group, Nance hypothesizes that the smaller the group, 

the less anxiety a student will feel. Another source of anxiety is the amount of time a 

student has to respond to a question asked by the instructor. Nance hypothesizes that 

the more time a student has to respond, the less pressure he will feel, which could in 

turn; decrease the amount of communication apprehension by lowering the amount of 



perceived negative social evaluation. If a teacher gives a student enough time to 

prepare an answer, the student might feel that the teacher is there to help and 

encourage, instead of being evaluated or judged.      

2.3.4. The Learning Effects of FLCA on the Three Stages of Language Learning              

It  is  a  fact  that  communication  in  L2/FL  requires  second/foreign  language 

learning  (MacIntyre  &  Baker,  2003:  67).  However, t he  complexities or  

difficulties  involved in the process of learning a second/foreign language may also 

cause communication apprehension for EFL/ESL learners. From a linguistic 

perspective, “students’ anxiety about L2/FL learning is likely to be a consequence of 

their language learning difficulties.” (Sparks, Ganschow, & Javorsky, 2000: 251). 

Appropriate use of „linguistic knowledge‟- a part of the definition of „speaking 

skills‟- is required to create an oral message that will be meaningful for the 

intended audience. In their attempt to create and convey this oral message,  an 

insufficient  command  of linguistic  knowledge  enhances  the  possibilities  of  

making  mistakes,  which  leads  to negative  evaluation  and hence apprehension.  In 

other words, “in the consciousness of  the learner, the negative evaluation of the learner 

may come from the linguistics mistakes he/she makes” (Jones, 2004: 32). 

          Language anxiety or communication apprehension has been theorized to occur 

at all the three stages of language learning:  input, processi ng  and output .  The 

description of these three stages with relation to anxiety will point out why L2/FL 

learners make mistakes and the reasons of linguistic difficulties L2/FL learners face 

in learning and using the target language. This can offer an insight to help understand 

apprehension experienced while communicating in the target language. 

         McCroskey (1997) states that high CA results negatively on a person‟s academic, 

political, social, and economic life. According to Tobias (1986), FLCA is interference 

which affects a student‟s input, processing and output when learning a foreign 

language: 

1. Regarding input, FLCA acts as a filter. A student with high FLCA simply can not 

receive the information. Because language builds on previous information, missing 

any information will make learning the language more difficult. Most of the barriers to 



receiving the input are usually in the form of attention deficits or lack of understanding 

of the information.  

          Input is the first stage of language learning. It activates „Language Acquisition 

Device‟ (LAD) – an innate language-specific  module in the brain (Chomsky cited 

in Lightbown  &  Spada,  2006:  38),  which  carries  out  the  further  process  of  

language learning. Anxiety at the input stage (input anxiety) refers to the anxiety 

experienced by the learners when they encounter a new word or phrase in the 

target language. Input anxiety is receiver‟s apprehension when receiving 

information from auditory and visual clues. 

          Krashen  (1985:  3),  considering  input  as  a  basic  stage  of  language  

learning, asserted in his „Input Hypothesis‟ that “speech cannot be taught directly but 

emerges on its own as a result of building  competence  via comprehensible  input”.  

What causes incomprehensibility is learners‟ „affective filter‟, i.e. apprehension or 

lack of confidence – and this   prevents   utilizing   fully   the   comprehensible   

input.   For   successful   language acquisition, a learner‟s affective filter needs to be 

lower, otherwise a tense, nervous or bored learner may „filter out‟ input, making it 

unavailable for acquisition (Lightbown & Spada, 2006). 

        „Affective  filter‟  at the input  stage  may reduce  the effectiveness  of input  by 

restricting the anxious students‟ ability to pay full attention to what their instructors 

say and   reduce   their   ability   to   represent   input   internally   (Tobias,   1977:   

cited   in Onwuegbuzie et al., 2000). Learners‟ with high level of input anxiety 

request their instructors   to   repeat   sentences   quite   frequently   compared   to   

their   low-anxious counterparts (MacIntyre & Gardner, 1994b: cited in 2000). Input 

anxiety is more likely to cause miscomprehension of the message sent by the 

interlocutors, which may lead to the loss of successful communication and an 

increased level of anxiety. 

2. FLCA also affects student in the processing stage, where the information is 

rehearsed. In this stage, the emotions created by anxiety interfere with tasks. The more 

difficult the tasks are, relative to a student‟s ability, the greater effect the anxiety will 

have on a student‟s ability to concentrate and use stored information for example, 



having to talk about a topic when one lacks the vocabulary or the practice using that 

vocabulary can cause anxiety.      

             Anxiety at the processing stage, called processing anxiety, refers to the 

“apprehension students experience when performing cognitive operations on new 

information” (Onwuegbuzie et al., 2000). Cognitivists like Segalowitz (2003: cited 

in Lightbown  and Spada: 2006) working on the „Information  Processing  Model‟ 

have tried to explore how these cognitive operations are performed in human brain 

and have explained the learners‟ inability to spontaneously use everything they 

know about a language at a given time. 

           These psychologists belie ve  that learners have to process information and 

to „pay attention‟ to produce any linguistic aspect by using cognitive sources. 

However, they suggest that there is a limit to how much information a learner can 

pay attention to or, in other words, there is a limit to the amount of focused mental 

activity a learner can engage in at one time (2006: 39). Speaking, particularly in the 

target language, requires more than one mental activity at one time like “choosing 

words, pronouncing them, and stringing them together with the appropriate grammatical 

markers”, etc. (2006: 39).  

          In order to perform these operations while communicating “complex and non-

spontaneous mental operations are required” and failure to do so may “lead to reticence, 

self- consciousness, fear, or even panic” (Horwitz et al., 1986). Similarly, with respect 

to listening, Chen (2005) reported that students face difficulties in recognizing and 

matching the pronunciation of the spoken words due to the slow mental 

processing abilities of some students. “The pronunciation is familiar to me but I 

forgot what the word is”, as one of his subjects said.   

        Where  limited  processing  mental  capacity  may  cause  anxiety,  conversely, 

anxiety may restrict this operational capacity of the mind, and both together may 

cause impaired  performance  or  altered  behaviour.  Researchers have found a 

recursive or cyclical relationship among anxiety, cognition and behaviour (Leary, 

1990; Levitt, 1980: cited in MacIntyre, 1995)       
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Figure 3: Recursive relations among anxiety, cognition and behaviour 

Source: MacIntyre 1995, p. 93, 

Figure 2  shows  that  anxiety,  behaviour  and  cognition  are  mutually  inter-related. 

MacIntyre (1995) explains this relationship as follow: 

For  example,  a  demand  to  answer  a  question  in  a  second language class may cause a 
student to become anxious; anxiety leads to worry and rumination. Cognition performance 
is diminished because of the  divided  attention  and  therefore  performance  suffers,  

leading  to negative  self-evaluations  and  more  self  deprecating  cognition  which further 
impairs performance, and so on. (p. 92) 

            The Cognitive Processing Model can also explain the difficulty learners feel in 

remembering  and  retrieving  vocabulary  items  while  communicating  in  the  target 

language  - another  important  source  of language  anxiety  for the EFL/ESL  

learners. MacIntyre  and  Gardner  (1991b,  cited  in  MacIntyre,  1995:  93),  found  a  

significant negative correlation  between language anxiety and ability to repeat a 

short string of numbers and to recall vocabulary items. This demonstrates that 

anxiety can limit the use of both short term and long term memory. According to 

Tobias (1977, cited in Onwuegbuzie et al., 2000),  

“processing anxiety can impede learning by reducing the efficiency with which memory 

processes are used to solve problems”. 

3. Finally, FLCA affects the output stage of learning. This is most often in the form of 

text, but it also occurs during class discussion in the foreign language.  In testing, 

whether oral or written, the student must recall all previous knowledge of the material 

and apply it to the new subjects being tested. 



The interference of FLCA with all three stages of information processing is evident in 

daily activities involving listening and speaking. However, studies by Young (1990) 

and MacIntyre and Gardner (1994) show that speaking is the biggest problem for 

students.     

      Anxiety while communicating in the target language is more likely to appear at 

the output stage, which entirely depends upon the successful completion of the 

previous stages: input, and processing. Anxiety at the output stage refers to learners‟ 

nervousness or fear experienced when required to demonstrate their ability to use 

previously learned material (Onwuegbuzie et al., 2000: 475). According to Tobias 

output anxiety involves interference, which is manifested after the completion of the 

processing stage but before its effective reproduction as output (1977: cited in 2000: 

475). ManIntyre and Gardner asserted, “High level of anxiety at this stage might hinder 

students’ ability to speak… in the target language” (1994b, cited in: 2000: 475). 

          All the three stages of anxiety have been found to be somewhat interdependent; 

each stage depends on the successful completion of the previous one, which may help 

defining language-learning process as follows: 

Language   learning   is   a   cognitive   activity   that   relies   on encoding, storage, and 

retrieval processes, and anxiety can interfere with each of these by creating a divided 
attention scenario for anxious students. Anxious students are focused on both the task at 
hand and their reactions to it. For example, when responding to a question in a class,  the  

anxious  student  is  focused  on  answering  the  teacher’s question  and evaluating  the 
social  implications  of the answer  while giving it. (MacIntyre, 1995). 

         In  short,  “acquisition  of  deviant  linguistic  forms”,  as  Krashen  (1985) 

believes or faulty input and “slow and non-spontaneous  mental processes”  

(Horwitz,2001) can explain the difficulties involved in the process of L2/FL learning. 

This further  demonstrates  the  sources/causes   of  anxiety  experienced  by  the  

ESL/EFL learners  at the output  stage,  particularly  while  speaking  in the target  

language.  The description of this process can suggest many implications for language 

teachers who demand quick answers or expect learners to speak fluently. Teachers‟ or 

learners‟ own expectations to speak fluently and the slow process in the mind result 

in apprehension and reticence in the learner. 

2.3.5. Communication Apprehension Research in the ESP Settings 



          According to Munby (1978:2) ,“ESP courses are determined in all essentials by the 

prior analysis of the communication needs of the learners.” However, most ESP courses 

have not been effective as students are not trained in listening and speaking and their 

final examinations assess only their reading and writing skills. On the other hand, 

teachers of English who teach ESP students are only EFL teachers who lack the 

necessary amount of information in the specialized field and sometimes have 

deficiencies in the language itself. There are, in fact, only couple of studies which 

investigated the level of CA among ESP students and even less which looked for the 

factors which lead to students‟ apprehension in the ESP classroom .These studies 

showed that there were high levels of CA among most students. For example, in their 

article Khan TM, et al (2009) showed that there were high rates of CA among first 

year pharmacy students. It is quite important to know weather teacher‟s responsibility 

is to teach English as a subject and prepare students for examinations or should teach it 

as a life skill and prepare them for academic purposes and/or to the work place. 

2.4. Conclusion: 

            In EAP classes, it is often felt that the students do not attain what they are 

expected and usually this is gap may be due to the way the language is manipulated 

and taught in their classrooms. Students are indeed victims and participants in this 

dilemma. For this reason during this research an attempt was made to show the reasons 

why communicative use of language should be emphasized in academic contexts to 

cope with students‟ communication apprehension in the ESP settings.  

 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

Chapter Three 

3.1. Introduction 

     This chapter presents the interpretation of results and conclusions. As mentioned 

earlier, the present study was undertaken to examine level of communication 

apprehension (CA) among Final-Year Political Sciences „students studying English for 

Specific Purposes (ESP) at Chlef University, and also to investigate the main factors 

leading to their apprehension and silence in the ESP classroom. Bellow is the findings 

of the study with reference to research hypotheses and questions.  

3.2. Description of the Research Tools:  

To test the research hypotheses, the researcher has used three research tools: 

       Two questionnaires to 50 students and an interview with 04 teachers were used as 

research tools in this study.  



-Students’ Quetionnaire1:  The aim from the first questionnaire was to know the 

level of CA among third year LMD students.  

-Students’ Questionnaire2:  The aim from the second questionnaire was to know the 

main factors that lead to students‟ apprehension in the ESP classroom.  

-Teachers’ interview: The aim from this interview was to deal with the phenomenon 

(students‟ speaking anxiety) from a different point of view (that of the students) which 

enables the researcher to have reliable research results and thus suggest suitable and 

practical solutions to ameliorate students‟ speaking skills. 

-Questionnaires Design:   

-Students’ Questionnaire  N°1:  

       This is a modified version of Horwitz,Horwitz, and Cope’s (1986) Foreign 

Language Classroom Anxiety Scale (FLCAS) with 18 items which deal with 

Communication Apprehension (Appendix A), and the respondents were asked to rate 

each statement according to a 5-point scale ranging from “strongly agree” (5 points) to 

“strongly disagree” (1 point). Each anxiety score was gained by summing the ratings 

of the eighteen items. The theoretical range of this scale was from 18 to 90. The higher 

the total points were, the more communicatively apprehensive the student was.   

-Students’ Questionnaire N°2:  

 This tool was used to answer the second question about the factors that lead to the 

students‟ communication apprehension in the ESP classroom (the second research 

question). 

This questionnaire contained 39 items (Appendix  B) and a 5-point scale ranging from 

“strongly agree” (5 points) to “strongly disagree” (1 point).It was divided into the 

following two sections:  

Items (1-20) showed the instructional factors that lead to CA in the ESP classroom. 

Items (21-39) showed the psychological factors that lead to CA in the ESP classroom. 



3.3. How are the Results analysed?  

a. The summaries of the results obtained from the statistical analysis are introduced 

and the main results of the three study questions will be highlighted. To analyse the 

first two findings, the researcher used the following ranks for analysis: 

- (80 % and more)          Very high degree 

- (70 % - 79, 9 %)         High 

- (50 % -69, 9 %)         Moderate 

- (35% - 49, 9 %)         Low 

- Less than 35 %         Very low 

b. The third research question is analysed by taking each individual item from the 

teachers‟ interview and try to have some answers and interpretations that might help 

the researcher to suggest solutions or strategies that can reduce students‟ CA.  

3.4. First Question Results:  

Q1: Does communication apprehension exist among third year Political Sciences’ 

students? 

Table (2) shows the scores, percentages and ranks of the students‟ responses for the 

level of CA. 

N° Item N° in 

questionnaire 

Scores Percen-

atages 

Ranks 

01 I get nervous and confused when I 

am speaking English in my 

language class. 

14 246 98.4 % Very High 

02 I never feel quite sure of myself 

when I am speaking in English.  

1 236 94.4 % Very High 

03 I tremble when I know that I‟m 

going to be called on in language 

3 229 91.6% Very High 



class. 

04 I can feel my heart pounding when 

I‟m going to be called on in 

language class. 

12 225 90% Very High 

05 I am afraid that the other students 

in the class will laugh at me when I 

speak in English.  

17 223 89.2% Very High 

06 I think that my classmates‟ English 

is better than mine. 

16 220  88% Very High 

07  It frightens me when I don‟t 

understand what the teacher is 

saying in the English language. 

4 214 85.6% Very High 

08 I start to panic when I have to 

speak without preparation in 

language class. 

6 205 82 % Very High 

09 I get nervous when the English 

teacher asks questions which I 

haven‟t prepared in advance.  

18 199 79.6  % Very High 

10 I get upset when I don‟t understand 

what the teacher is correcting. 

9 195 78 % High 

11 I am afraid that my English teacher 

is ready to correct every mistake I 

make. 

11 190   76 % High 

12 In language class, I can get so 

nervous I forget things I know. 

7 182 72.8 % High 

13 It embarrasses me to volunteer 

answers in my English class.  

8 170  68 % Moderate 

14 I feel very self-conscious about 

speaking English in front of the 

other students. 

13 110  44% Low 

15 I don‟t worry about making 

mistakes in language class. 

2 108  43.2 % Low 

16 I am usually at ease (comfortable) 

when speaking in my English class. 

5 85  32.2% Very Low 

17 I feel confident when I speak in 10 73  29.2 % Very Low 



English in my language class. 

18 When I‟m in my English class, I 

feel very sure and relaxed. 

15 70  28 % Very Low 

Level of Students’ Communication Apprehension 70.58% High 

                                                                  Table (2) 

          The findings of this study demonstrated that the level of CA among the final 

year Political Sciences‟ students was high with an average of 70.58 %. The study also 

reveals that their level of anxiety exists in 13 of the 18 questions, levels of 

apprehension were found in responses to questions: ( 1,3,4,6,7,8,9,11,12,14,16,17 and 

18).  

        Concerning the situations that make students the most anxious about foreign 

language classroom are as follows:  

        First, students were afraid to speak in English. They endorsed statements (1, 3, 

12, 14). For example, the result of responding to N° 14 , “I get nervous and confused 

when I am speaking English in my language class,” is 98, 4%, and to N° 1 “I never feel 

quite sure of myself when I am speaking in English,” is 94.4 %, and to N° 3 “I tremble when 

I know that I’m going to be called on in language class,” is 91, 6%.Second, anxious 

students were afraid of being laughed at or criticized by their peers. They highly 

endorsed statement N° 31:“I feel afraid that my classmates will laugh at me when I speak 

English,”(89.2%). They also thought that they were less competent than their 

classmates. They highly endorsed statement N° 23,“ I think that my classmates’ English is 

better than mine,” (71.85%) .  

        Speaking without prior preparation also provokes speaking anxiety in students. 

Those students highly endorsed statements (8 and 9).The result of statement N° 8 “I 

start to panic when I have to speak without preparation in language class,” is 82 % and the 

result of statement N° 9, “I get nervous when the English teacher asks questions which I 

haven’t prepared in advance” is 79.6  %. Fear of being too much corrected by the 

teacher is also considered by the students as a factor which provokes speaking anxiety 

in them (Item 11: I am afraid that my English teacher is ready to correct every mistake I 

make.) with a percentage of 76 %. Students‟ responses were either low or very low on 



items (2, 5, 10, 13 and 15) because these statements suggest no speaking apprehension 

in the students. These results support the other statements which suggest the existence 

of speaking anxiety in the students. 

         By using the modified version of the FLCAS, we figured out that there is a high 

level of communication apprehension among third year Political Sciences‟ students 

studying English for Specific Purposes. The results showed that fear of speaking in 

English, fear of being less competent and speaking without prior preparation were 

three main constructs of students‟ apprehension. Fear of making mistakes and fear of 

being called on in the English class also lead to students‟ apprehension.  

3.5. Second Question Results 

Q2: What are the factors that lead to communication apprehension in the ESP 

classroom from the students’ point of view? 

To answer this question, the researcher used the Scores, Percentages and Ranks for 

each domain and the items within each domain. 

3.5.1. Instructional Factors Domain Results  

Table (3) shows the scores, percentages and ranks of the students‟ responses for items 

under instructional factors domain. 

N

° 

               Item N° in 

questionnaire  

Scores Percen- 

atages 

  Ranks 

1 We can benefit from the teacher who is specialised in 

the field (Political Sciences) more than an EFL 

teacher. 

18 245 98 % Very High 

2 My teacher of English teaches us 

general English and not ESP. 

11 243 97.2% Very High 

3 Lacking specialised vocabulary in the 

field hinders me from speaking freely in 

my English class. 

10 238 95.2% Very High 

4 Speaking about general topics is easier than talking 

about a specialized field (E.g.: Politics).  
14 232 92.8% Very High 

5 Our teacher of English gives much importance to 06 224 89.6% Very High 



Table (3) 

 The results show that the students‟ responses for the Instructional Factors Domain are 

moderate with a percentage of 68.75%. Students responses are very high on items 

reading and writing than to speaking and listening.  

6 I make noticeable errors of grammar and word order 

when I speak English. 
05 219 87.6% Very High 

7 The time of the English class is not suitable. 09 205 80.8% Very High 

8 One hour and a half of learning English per week is  

not enough. 
08 195 78% High 

9 My teacher of English explains the 

activities and difficult expressions in 

Arabic. 

03 190 76  % High 

10 I don‟t have the opportunity to speak 

English outside the classroom. 

12 183 73.2% High 

11 My English vocabulary is limited.  07 178 71.2% High 

12 My teacher of English speaks English exclusively in 

the classroom. 
17 177 70.8% High 

13 There are marks for classroom 

participation in English. 

04 169 67.6%  

Moderate 

14 My teacher of English responds in a 

friendly way. 

02 131 52.4% Moderate 

15 The English class is so over- crowded that the teacher 

can‟t pay equal attention to all students. 
13 128 51.2%  

Moderate 

16 Learning English helps me in my academic study and 

in getting a job in the future. 
01 116 46.4% Low 

17 The English teacher uses audio-visual 

aids to help us speak English. 

19 113 45.2% Low 

18 My teacher of English corrects my errors in a bad 

way. 
16 101 40.4% Low 

19 The English teacher varies his teaching 

techniques in teaching the 

communication skills. 

20 91 36.4% Low 

20 There is an English text book for our speciality which 

contains a lot of communicative activities.  
15 79 31.6% Very Low 

Instructional Factors Domain 68.75% Moderate 



(5,6,9,10,11,14&8), high on items (3,7,12,17) and moderate on items (2,4,13). 

However, they are low on items (1, 15, 16&19) and very low on item (20). 

      The students ranked the items which are concerned with the teaching of ESP in 

their classroom at the first position. They highly endorsed statements (10, 11,14 

&18).The result of statement 18, “We can benefit from the teacher who is specialised in the field (Political 

Sciences) more than an EFL teacher,” is 98%, the result of item 11 , “My teacher of English teaches 

us general English and not ESP,” is 97.2%, the result of item 10, “Lacking specialised 

vocabulary in the field of  hinders me from speaking freely in my English class,” is 95.2% 

and the result of item 14, “Speaking about general topics is easier than talking about a specialized field (E.g.: 

Politics),” is 92.8%. These results are very important in the sense that they shed light on 

the question of who is better qualified to teach ESP students. It is clearly noticeable 

that the students who participated in this study prefer to high extent to be taught by a 

specialist discipline teacher rather than being taught only by an EFL teacher.  

       The fact of making mistakes, time constraints, no English exposure outside the 

classroom, translation from English to Arabic or vice versa, focussing only on  the 

writing and reading skills, and being tested only in the written form are all factors 

which  contribute to students‟ CA .  

      Some items have negative responses which are significant in the study because 

they suggest the absence of speaking anxiety in the students. For example, the 

responses are very low in item (1). This indicates that students are not aware of the 

importance of the English language as an international language which will help them 

in their academic studies and in getting a job when they finish their studies. It can be 

deduced from students‟ answer that they think that French has more importance than 

English since it is the dominant language in the Algerian administration and 

universities. 

In general, the responses tended to fall into the following categories: 

A. The question of who should teach ESP students  

       The fact that who is qualified to teach ESP courses rises strongly in students‟ 

answers. All the students ranked strongly on item (18)  “We can benefit from the teacher who is 



specialised in the field (Political Sciences) more than an EFL teacher .)” Moreover, those students think that 

their teachers teach them general English and not ESP (item: 11).Discipline specialist 

teachers with an adequate mastery of English are preferred over EFL teachers who 

lack knowledge of the specialized field of study. It is known that the most important 

aim of ESP courses in general is to help the students understand the specialized texts 

of their textbooks. There are many terms, notions, and topics in these texts that should 

be taught by teachers of the same speciality and not by EFL teachers. In fact, in many 

cases ESP students find themselves more knowledgeable in their field of study than 

their EFL teachers because they are studying this field for many years and sometimes 

from their secondary education. Therefore, teachers of English, in order to facilitate 

their ESP classes, need to acquire some subject knowledge of their students‟ field of 

study (Politics for example).   

       However, discipline specialist teachers should emphasize on improving the 

students‟ linguistic skills such as speaking and listening and not only in filling their 

students‟ memory banks with scientific and technical vocabulary which t hey may find 

themselves unable to use in communicative situations.  

This question of who should teach ESP students needs further studies and research to 

reach a real answer based on scientific findings and not only  on interpretations and/or 

hypotheses. 

B- The importance of the human factors which involve teacher-student 

relationships, and motivation. It is understood that if teachers‟ attitudes in the class are 

positive, their students react positively toward the teaching situation. For example, the 

teachers‟ friendly ways in the classroom (item2) and the fact that there are grades for 

classroom participation (item 4) makes students participate in the class. This indicates 

the effect of encouragement and friendly responses on students. However, students 

expect their teachers to use L1 (Arabic) to help them understand the lesson better  and 

teachers often fall in this mistake in which they turn to translators of the English 

language to Arabic to facilitate the tasks for their students . This Grammar Translation 

Method is widely spread at the department of Political Sciences and in most Algerian 

Universities especially when dealing with ESP classes.  



         Students think that teachers do not give them the opportunity to speak English 

outside the classroom (Item: 12). Teachers should be aware of the students‟ needs and 

should motivate them and speak with them openly inside and outside the classroom. 

This idea is in accordance with Price (1991) who suggested that teachers could reduce 

students‟ anxiety by encouraging them to speak English in the classroom even if they 

make mistakes since the classroom is a place for learning and communication. 

Classroom interaction is very important. Therefore, classes should not be monotonous 

and too authoritative as they deprive students from classroom communication. 

Teachers‟ friendly methods often create a sympathetic atmosphere that lessens 

students‟ fear and tension. 

C. The importance of an existing text book and time. The results show that there is 

no English textbook provided to the students either by the Ministry of Higher 

Education or by the teachers (item 15).This indicates that there is a need to provide 

textbooks and activities that enable students to practise oral skills. Most students  

responded that the time of the class also affected their participation since they tended 

to be less active during the afternoon classes (item 9). Other responses indicate that 

one hour and a half of learning English per week is not enough (item 8). Some 

activities need more time to be covered, therefore classroom activities are neglected. 

This result corresponds with Strevens (1978) and Izzo (1981) who stressed the 

importance of time in determining foreign language proficiency and achievement.  

D. The importance of the situational (physical) factors. Despite the fact that the 

English class is not over crowded according to the students‟ point of view, only few 

students can participate in each session since time is limited. Working with 25 students  

for each class does not facilitate teachers- students‟ interaction as well as students-

students‟ interaction. Besides, students responded negatively on item (19), which 

indicates that audio-visual aids in the class were not used.  

         Classroom activities in large classes are neglected since they are time-consuming 

and the teacher is under pressure to keep up with the curriculum. Overcrowded classes 

do not give the students equal opportunities to participate in EFL classroom ac tivities. 

They should therefore include audio-visual aids to help students be motivated and 

speak English at ease with a limited amount of tension and stress. This result is in 



accordance with Stevens (1989) who mentioned the importance of the computer in 

creating a non-threatening environment and facilitating language learning and 

communication. 

3.5.2. Psychological Factors Domain Results:  

Table (4) shows the Scores, Percentages and the Ranks of the students‟ responses for 

items under psychological factors domain. 
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Table 4 

The results show that the students‟ responses in the psychological factors domain are 

moderate with a percentage of (62.8%). It is clear that most of the responses are 

positive. They are very high on items (22, 25,26,29,36 and 39) and high on items (30, 

31, 33, 37 and 38) and moderate on items (21, 28, and 32). However, the responses are 

low on items (23, 27,34 and 35) and very low on item (24).                                                                                                                                                                                                                                                                                              

1 An EFL teacher can‟t provide us with 
sufficient information about our field of 
study (compared with a specialized teacher 

 

29 240 96  % Very 
High 

2 I prefer talking about general topics rather 
than a specialized field (Eg: politics).  

39 237 94.8   % Very 
High 

3 My desire to speak English is more than my desire to write 

or read it. 
36 228 91.2  % Very 

High 

4 I am a timid person by nature and I get nervous easily. 26 212 84.4% Very 
High 

5 I feel shy to speak English in front of my classmates. 22 210 84% Very 

High 

6 I am afraid of making errors when I speak in English.  25 205 82 % Very 
High 

7 In order not to participate in the English 

class, I like to sit at the back rows. 

37 199 79.6   % High 

8 I feel afraid to talk in English with my 
teacher outside the classroom.  
 

38 196 78.4% High 

9 The English teachers‟ gender doesn‟t affect 
my classroom participation. 

33 187 74.8    % High 

10 Students‟ first interest from studying 
English is to pass the written exams. 

31 183 73.2% High 

11 My friends make fun of me when I speak 

English. 

30 179 71.6 % High 

12 I like talking with foreign people in English.  
 

32 168 67.2  % Moder
ate 

13 I feel relaxed to speak English when I 

prepare. 

28 164 65.2 % Moder

ate 

14 Teachers can‟t be objective when assessing 
oral tests. 

21 156 62.4% Moder
ate 

15 I feel better to communicate in English with a female 

instructor. 
35 122 48.8% Low 

16 I feel better to communicate in English with a male 
instructor. 

34 118 47.2% Low 

17 I like speaking English in front of my 
classmates. 

27 95 38% Low 

18 I feel shy to speak English in front of male students. 23 91 36.4  % Low 

19 I feel shy to speak English in front of female students. 24 49 19.6% Very 

Low 

 

Psychological Factors Domain 

 

 
62.8% 

 

Moderat

e 



It is obvious from the students‟ responses that teachers‟ gender is not considered as a 

variable that might contribute to students‟ Communication Apprehension (Items: 

34,35). Being taught by a male or female teacher does not provoke speaking anxiety 

on the students as it is seen by the students. Those students gave low scores to items 

(23,24) which indicates that they do not differentiate between speaking in front of 

males or females. Communication apprehension or speaking anxiety for them is a 

phenomenon which happens to every body and in front of any person (male or 

female). 

 The responses tended to fall into the following categories:  

A. Students’ preference of a specialist discipline teacher over an EFL one:  

This preference comes from a merely psychological point of view. Most students think 

that they can benefit from a specialist discipline teacher (who has an adequate level of 

English) more than an EFL teacher who lacks knowledge in the specialised field. They 

think that those EFL teachers can teach only General English (GE) and not ESP. This 

idea whether it is right or wrong, has psychological effects on students‟ perception and 

motivation towards the English lessons taught to them.  

B. Fear of making mistakes: Most students are afraid of making mistakes in front of 

their peers and teachers (Item 25: 82%).This obvious source of tension that causes 

uncertainty comes from an individual‟s perception of his or her language ability. 

Students remain silent in order to avoid failure. This is due to their belief that they lack 

the ability and the skill to speak coherent English. This result is in agreement with 

Rivers (1981), and Burrill (1985) who found that students prefer to remain silent or 

speak in a subdued voice due to their consciousness of their limitation in the new 

language. The most important reason why students tend to be silent is the 

psychological pressure of making mistakes in the presence of their classmates and the 

second reason is their poor vocabulary.  

C. Fear of negative evaluation in the classroom: 



 Students responded positively to item (13: I feel relaxed to speak English when I prepare). 

They are aware that their preparation prevents negative evaluation and this leads to 

relaxation. Lack of confidence occurs when students are not prepared.  

The teacher must be patient with learners and pay special attention to shy or silent 

students. S/He should reduce students‟ anxiety. By bridging the gap with his/her 

students, the teacher will inspire confidence and relaxation in them. Teachers should 

encourage the students to speak openly inside and outside the classroom. 

Fear of negative evaluation is not limited to test-taking situations; rather, it may occur 

in any social, evaluative situation, such as interviewing for a job or speaking in second 

language/foreign language class (Horwitz et al., 1986).  It is also broader  in the sense 

that it pertains not only to the teachers‟ evaluation of the students but also to the 

perceived reaction of other students as well.    

D. Afraid of being laughed at or being criticized by others :  

Due to inaccurate pronunciation or because they are timid in nature and shy to speak in 

front of male or female students; therefore they like to sit in the back row(Item: 37). 

The results of this study are in accordance with Price (1991) and Horwitz et al (1986) 

who agreed that among foreign language students, classroom participation and 

communication with people are the causes of CA because of the fear of ridicule etc. 

However, speaking a foreign language in front of their peers resulted in the most 

anxiety that interferes with their learning.   

In general, the results of the psychological factors are in accordance with Krashen 

(1982) who stated that, “a low effective filter corresponds to high motivation, self-

confidence, and a lack of anxiety.” Therefore, teachers should create a safe and friendly 

learning environment that contributes to a low filter.  

3.6. Third Question Results: 

Q3: What are the factors that lead to communication apprehension in the ESP 

classroom from the teachers’ point of view? 

General Information:  



Q1 and Q2: Status and Qualification:  

Full time  Part time Licence Magister Doctorate  

00 04 04 / / 

                                         Table 5.1 .Status and Qualification 

It is obvious that all the teachers are part time teachers who hold a licence degree. 

Those teachers can not be able to tackle the ESP field with confidence and motivation. 

It is not a secret that part time teachers in Algeria are poorly paid and get their salaries 

at the end of the year. They teach at the university because they do not get a job in a 

lycee or a middle school and some of them teach as extra hours because they already 

have a job as teachers of English in Algerian schools. 

Q3: Did you have any previous ESP training courses? 

Yes 00 

No 04 

                                        Table5.2.Teachers‟ Previous ESP training  

The four teachers we have interviewed said that they did not have any ESP training 

during their Licence curriculum. This confirms our claim that teaching English in the 

department of Political Sciences was not taken very seriously. Teachers of English are 

only holders of a licence degree and are not well equipped in terms of training to teach 

ESP to students and achieve the required results. This leads us to say that most future 

teaching problems could be easily related to the teachers‟ training which needs a total 

re-thinking.  

Q4: English teaching experience:  

Teachers 1 2 3 4 

Years of teaching in middle/secondary school 00 00 01 02 

Years of teaching at university 00 01 02 01 

N° of years of experience 00 01 03 03 

                                         Table5.3. English teaching experience 



This question goes with the previous questions in the sense that it aims at providing a 

much more detailed description about the teachers‟ experience since starting teaching. 

Clearly those teachers had no enough experience to teach ESP. Their teaching 

experiences range between 3 years (two years were taught in a secondary school) and 

no previous experience at all for one of the teac hers. This gives the impression that 

every year most ESP teachers come at the beginning of the year and go without a 

return at the end of it for many reasons. The most possible one could be that they are 

just part time teachers who seek for recruitment and therefore if they find a job in a 

secondary school or middle one, they will not hesitate to take it. This is why, each year 

there are new English teachers at this department.  

Q5: How many hours are allotted to teaching English in the department of 

Political Sciences? 

This question seeks information about the amount of time allocated to the EFL course 

in the department of Political Sciences. All the respondents said that they have to teach 

only 1hour and a half per week. Teaching ESP for a short time and surely has bad 

consequences on students‟ interests and motivation. Consequently, it can be 

understood that the above situation means that the teacher-students contact is very 

limited and this must have an adverse effect on students‟ attitudes and interest as well. 

One of the possible explanations lies in the fact that, basically, the English language 

course is considered as an elementary subject by many students.  

Q6: What is the average size of each ESP class? 

This question seeks information about the average class in the department of Political 

Sciences. The aim from this question is to identify the effect of class size on the 

teaching-learning situation. The four teachers agreed on one answer which is about 25 

students in each class. This result can be seen positively in the sense that it gives the 

impression that these classes are not so overcrowded, however; due to time constraints 

not so many students will engage in communicative activities or take part in classroom 

participation. Another important thing is that those students studied in classes around 

40 to 50 students in their first and second years.  



Q7: Do you use any published textbook?  

Yes 04 

No 00 

                                              Table5.4. Published textbooks 

The above table shows that all the respondents said that they use kind of published 

textbooks when preparing their EFL courses. However, these text books are not 

specialized ones. Teachers often tend to select some type of activities which they see 

adequate to their students‟ needs. Most of the time, these activities range between 

grammar and vocabulary exercises. It can be easily understood from this discussion, 

that the neglected area here is the oral skill. Teachers are not encouraged to produce 

their own teaching material and in some cases they are unable to do so. Therefore, they 

use only published textbooks. 

Q8: Do you have any special material designed for Political Sciences’ students?  

Yes 00 

No 04 

                                     Table5.5.Material designed for students 

This question overlaps with the previous one. The fact that the teachers do not have 

their own teaching material means that that thy do not employ any specific teaching 

materials designed for their Political Sciences‟ students. Being just part time teachers 

who are employed at the last moment to fill the position of a permanent teacher for one 

year or a couple of months often have a bad result on teachers‟ readiness and 

perception about the act of teaching in general. Besides, those teachers are poor ly paid 

and even they are obliged to wait for many months to receive their salaries. The 

outcome of this is a teacher who wants to complete the programme at anyway by 

teaching whatever he/she thinks related to students‟ specialized discipline.  

Q9: Was the training in oral communication that you received to become a 

university teacher sufficient? 



Yes No Total 

00 04 04 

                                           Table 5.6.Teachers‟ oral training  

This question has a direct link with a crucial issue of our research which is teachers‟ 

training in general and in the speaking skills in particular and. There is no doubt that 

teachers‟ poor training on one of the basic skills as oral communication has a negative 

effect on their students too. This may explain teachers‟ emphasis on reading and 

grammar on their way of teaching and assessment.  

B) Specific Course Information:  

Q9: Rank the following English skills in terms of importance from (1:most) to (4: least):  

Teachers 1 2 3 4 Final order 

Reading 1 1 1 1 1 

Writing 2 2 2 2 2 

Listening 3 3 4 3 3 

Speaking 4 4 3 4 4 

                                           Table5.7.Classification of skills  

This questions aims at identifying the real interest for each skill given by the teachers 

when teaching ESP to their students. It is obvious that a little interest is really given to 

the speaking and listening skills as they were classified at the bottom of the list. The 

respondent teachers say that teaching  their students grammar and specialized 

vocabulary is much more important than teaching the speaking skills which take a lot 

of time and have no immediate results. Furthermore, they claim that students 

themselves have no desire or readiness to study the oral skills at this level.  

Q10: In which aspects of English do you think students are usually weak? 

1  General Vocabulary 02 

2 Scientific and technical vocabulary 04 



Table5.8.Areas of students‟ weaknesses  

This question aims at identifying students‟ weaknesses as seen by their teachers who 

work with them for the whole academic year. As it is shown on the table above that the 

teachers see that the most important weaknesses of their students are in the areas of 

speaking and conversation skills and that of technical and scientific vocabulary. The 

problem of lacking technical vocabulary is directly related to the oral skill because the 

students who lack sufficient amount of vocabulary can not engage in conversations or 

any communicative activities and this is why they remain silent and/or hesitate to 

speak. 

Q11: Choose and rank the 5 biggest handicaps to teaching oral communication in 

your lessons (1 being the biggest problem). 

The aim from this question is to shed light on some of the most difficulties that 

teachers face when teaching the oral communication. The teachers were asked to 

choose among a given list the 5 biggest problems they see that they really face when 

teaching the speaking skill to their students. The interviewed teachers agreed upon the 

following:  

1-High school entrance exams: By choosing this item and rank it as the biggest 

problem they want to attract our attention to the fact that they are not satisfied about 

the level of the majority of the pupils who enter university each year.  

2. Time constraints in the lesson: Devoting only 1hour and 30 minutes per week for 

the English class is really an obstacle that complicates teachers‟ job to reach good 

results. 

3. Students’ motivation: It is not an easy job to face passive students and turn them to 

good communicators.  

3 Reading Comprehension 01 

4 4Grammar 02 

5 Writing and composition 02 

6 Speaking and conversation skills 04 

7 Sentence structure  01 



4. Students’ conversation ability: The majority of the students have very bad levels 

in the English language in general and even worse in the speaking skill.  

5. Students’ anxiety: The interviewed teachers say that their classes are not empty 

from some good students especially in the oral skills, but they face the problem of 

anxious students who prefer silence and being hidden than showing their real 

capacities.  

Q12: The students require English in order to :( 1: most) to (4: least): 

 

 

 

Table5.9.Rank of communicative activities  

          This question concerns the students‟ needs in terms of teaching activities, i.e. the 

ranking of the communicative skills from 1= most to 4= least important, as far as the 

students‟ needs are concerned, as determined by their teachers.  

It is obvious that items (2, 3&4) were rated most highly. Therefore, reading text books, 

understanding lectures and writing answers for tests and exams are seen as a 

prerequisite and a priority by teachers.  

Q13: How do you evaluate your students? 

Written Oral  Both Total 

04 00 00 04 

                                   Table5.10.Type of assessment 

All the respondent teachers say that they assess their students only in a written form. 

But, they insist that they take into consideration their students‟ participation by giving 

grades for that. The marks which are devoted to participation are counted in students‟ 

final marks. In fact examination procedures in Algerian universities are generally the 

1 Take part in oral discussions 00 

2 Read text books in their field of study 04 

3 Understand lectures in their field of study in English 04 

4 To be able to write answers in  written exams and tests 04 



same, a focus on written exams over oral ones and this may explain students‟ poor 

speaking skills not only in foreign languages but also in their mother tongue . 

C: Students’ Psychology and Language Anxiety: 

Q14:  How do you view the role of language anxiety for ESP learners in learning 

and particularly speaking English language?  

All the participants agreed that the majority of their students have a certain level of 

language anxiety in general and a very high level of speaking anxiety in particular. 

Language anxiety hinders students‟ real capacities and turns them to passive learne rs 

who seek information just from their teachers and rarely when they engage in any 

communicative activities.  

 

Q15: What kind of situations and language classroom activities have you found to 

be anxiety- provoking for the ESP students?  

Among all the different activities and exercises that ESP teachers use in their 

classrooms, speaking was ranked as the first task which provokes anxiety among the 

learners. All the teachers say that when it comes to the oral tasks, they find themselves 

in a big problem because they face the fact that their students can not understand their 

messages. This leads to students‟ reticence or silence and to noise and disorder in other 

cases.  

Other situations which cause anxiety among students are: fear of being laughed at or 

criticized, fear of making mistakes and fear of negative evaluation by teachers or 

classmates whenever asked to take part in classroom participation. Participation or 

giving oral presentations among their classmates make students very anxious as 

compared to any other activity, as it is determined by their teachers.  

Q16:  What do you think are the causes of students’ anxiety while speaking 

English? 



This question is directly linked to our research questions because it reflects the 

teachers‟ point of view concerning the factors that lead to students‟ communication 

apprehension and/or silence in the ESP classroom. 

Surprisingly, the teachers‟ point of view comes in accordance with that of their 

students except in some of the details or interpretations. The teachers grouped these 

factors into instructional and psychological ones. They mentioned some of the causes 

of communication apprehension by referring to students‟ low level before entering 

university, poor training in the oral skills, students‟ psychology (unwillingness, 

perception, lack of interest…etc).When asked to mention other factors, all the 

respondents claim that the other possible factors   such as  the social cultural factors 

have no big effect on their students. They say that gender, social status  or place of 

living have no deep impact on their students. They argue that these differences are 

now limited in the sense that most Algerians live almost the same social status, share 

the same place of living because even those who live in the country side  are equipped 

now with the internet and watch the same TV channels. Gender was also seen as not 

having a real effect on students‟ anxiety and makes no big difference between males 

and females when it comes to the sources of communication apprehension.  

Q17: What are the instructional factors that cause speaking anxiety for ESP 

learners? 

The respondents grouped those instructional factors in number of points:  

1. Lacking the minimal amount of general vocabulary/specialized vocabulary which 

enables them to speak simple English. 

2. Students‟ poor training in the language skills especially the oral one before entering 

the university (the secondary school).  

3. Making noticeable mistakes in grammar and word order when trying to speak.  

4. Time constraints which lead to students‟ stress and anxiety when speaking English 

because the students are not given enough time to prepare for the answers.  



5. Absence of the audiovisual aids and multimedia also impedes students‟ motivation 

and interest. 

6. Students‟ perception about the importance of English in their daily life and for their 

future career. Many students do not care about their level of English because they see 

the dominance of French over English and even Arabic in the Algerian administration.  

7. Lack of practice inside and outside the classroom. Although most students studied 

English for at least ten years, they did not have many choices to speak the English 

language in their daily life. Lack of practice provokes much anxiety in the students 

when speaking English in the class. 

8. Lack of preparation: Preparation could enhance students‟ confidence in speaking 

English though it might not be able to get rid of apprehension.  

Q18: What are the psychological factors that cause speaking anxiety for ESP 

learners? (Students’ beliefs, motivation, confidence, expectations, etc.). 

Feelings of tension and anxiety while speaking is a phenomenon which happens when 

talking a foreign language or even in one‟s mother tongue like Arabic for example. 

The respondent teachers agreed that feelings of being  shy to speak English in front of 

their peers, fear of making mistakes in front of the teacher or the classmates, fear of 

being laughed at or criticized by peers often cause anxiety among the learners. The 

teachers say that they often try to provide friendly environment whereby students can 

talk without any fear or stress but most students often keep silent and do not utter  a 

word.  

On the other hand, they say that there are some students who are able to speak fluently 

but they need motivation and support by giving them grades for that or by praising 

their efforts whenever possible. 

Q19: Which strategies did you use to successfully cope with your students’ 

communication apprehension or speaking anxiety? 

The interviewed teachers said that although there first aim from teaching ESP to their 

students was not reaching effective oral communication but they were aware of the big 



importance of being capable of speaking English in their students‟ lives. They agreed 

that providing friendly learning environment, tolerance when making mistakes in 

grammar and pronunciation, selecting truly communicative activities, giving students 

opportunity to speak whenever possible, using Arabic and allowing students to use it 

in some cases are some of the strategies that they often practise either consciously or 

unconsciously. But they insist that they find real difficulties to cope with their 

students‟ CA and that they really need help and training to deal with apprehensive 

students. 

Q20: Are there any other comments that might be helpful in assessing what oral 

skills you expect in general of your students, what specific difficulties ESP 

students encounter in classroom oral production and aural comprehension, and 

what ESP classes should do to better prepare them for subject-matter courses? 

This question aims at giving the teachers the opportunity to talk freely without any 

guide or direction about their real problems when teaching ESP in general and the oral 

skill in particular. They say that the biggest problem is students‟ level before entering 

university which is becoming worse and worse. They suggest to have kind of 

preparation in the first year where teachers give basic lessons in grammar and 

phonetics to those students in order to better their level to be true students who seek 

for knowledge and who will be researchers in the near future. They also hope to 

change the amount of time allocated to each class per week and make it double (3 

hours) to have a real contact between the teachers and their students. They fur ther 

suggested to have a national textbook for each speciality like Political Sciences for 

example because they claim that they suffer a lot to have any sample written texts or 

exercises suitable to their students‟ field of study.  

3.7. Conclusion: 

        The results obtained from this study show clearly that there is a high level of 

communication apprehension among third year political sciences students. The results 

also show that the factors which were behind students‟ apprehension were due to a 

combination of instructional and psychological factors. What is surprising in the 

results is that both teachers and students agreed upon the fact that the major reasons 



behind students‟ CA can be grouped into two reasons: instructional and psychological 

factors even though they were different in the details and the interpretations. The next 

chapter will look at some possible ways and strategies to reduce students‟ CA and 

ameliorate their speaking abilities. 

 

 

 

Chapter Four 

4.1. Introduction 

         Based on the findings and previous literature, the researcher will propose number 

of suggestions and recommendations to reduce the students‟ communication 

apprehension which stands as an obstacle in their way of speaking English without 

fear or anxiety and to be good language communicators. Communication apprehension 

is really a challenge to all linguists and psychologists to find treatments or solutions to 

this phenomenon. CA is complex in nature and multifaceted one in direction which 

needs a lot of time and energy to be overcome.  In this chapter, the researcher tries to 

suggest number of communication strategies that should be used by students to reduce 

their CA. And because reducing students‟ CA is only one step further towards making 

the students good language communicators, the researcher suggests some activities 

which are truly communicative.  Consequently, it is only after reducing the students‟ 

speaking anxiety and providing them with truly communicative activities which 

motivate them and urge them to speak the language despite the mistakes they make, 

they will be able to speak English without fear and thus meet the communicative 

challenges both in the classroom and in the real world.  

4.2. Why Communication Apprehension should be treated or reduced 

        We should emphasize that awareness of communication apprehension must be 

taken seriously by teachers and students in the meanwhile. Bearing in mind that 

changing one‟s CA level is very difficult, and for some, impossible should not stop us 



from thinking about possible ways to reduce students‟ speaking anxiety .This may be 

achieved through workshops, meetings, and seminars which try to explain the different 

aspects of CA and explore the possible means and benefits of its treatment or 

reduction. This chapter presents a number of suggestions and recommendations that 

ESP teachers should follow to lessen their students‟ CA as well as improving their 

speaking abilities which are a prerequisite not only in their every day classes, but also 

for their future recruitment and success at work. 

As Horwitz et al (1986) suggest,  there are two basic options for the language teacher 

in dealing with Communication Apprehension:  

- Help students cope with apprehension-producing situations. 

- Make the learning context less stressful. 

In line with the views proposed by Horwitz et. al (1986) and the findings of this study, 

the researcher implicates the following points to improve the ESP students‟ speaking 

skills:  

     1- Reducing ESP learners‟ communication apprehension. 

     2- Promoting truly and meaningful communicative exchanges in the ESP 

classroom. 

4.3. Reducing learners’ Communication Apprehension 

A low –stress learning environment is believed to facilitate learning and encouraging a 

relaxed atmosphere can alleviate communication apprehension (Horwitz et al.1986). 

Teachers can play a great role in reducing their students‟ speaking anxiety by simply 

making the classroom environment less formal and more friendly and supportive. 

Consequently, it is of a great importance to provide the readers with some of the 

coping strategies of CA which are found in the literature related to our study:  

4.3.1. Some of the Coping Strategies with CA cited in the Literature:  



Many different research studies have been done to examine the construct of 

Communication Apprehension and why students suffer from it.Thus, there were also 

several studies that looked at how to deal with this phenomenon. Some of the more 

common types of treatment for CA include: systematic desensitization, skills 

training, and cognitive modification ( Hopf, Ayres,1992). These treatments are often 

combined to help produce the desired results in individuals.  

 1. Systematic desensitization: This strategy helps individuals to cope with 

communication apprehension by reducing their level of anxiety by replacing feelings 

of relaxation and calmness. The students are taught how to relax in the presence of the 

anxiety stimuli and, thus, the anxiety is reduced in the following oral communication 

situations. With systematic desensitization, the student participates in a series of deep 

breathing exercises that help him/her relaxes all the muscles in his/her body, while 

he/she visualizes him/her giving a speech, or participating in any other type of 

communication activity.  

2. Skill’s training: This strategy assumes that people become apprehensive about 

giving presentations because they lack adequate training to perform speeches (Ayres, 

et al, 1993). This approach deals with trying to teach individuals the skills they need in 

order to deliver a good presentation.  Skills training as a treatment of communication 

apprehension can take different forms but the most important aim of this strategy is to 

teach students the skills required to be good language communicators. 

3. Cognitive modification: This strategy assumes that individuals approach public 

speaking with the wrong frame of mind (Ayres et al, 1993).Thus, cognitive 

modification aims at changing those negative thoughts and turning them into positive 

thoughts. It works by getting people to change their cognitions about communication 

apprehension and replacing those anxiety-provoking thoughts with calming thoughts.  

          There are several studies that support each of these types of coping strategies, 

and even some support a combination of them (Hopf, Ayres, 1992). Communication 

apprehension, being a worrying psychological construct, has been found to  make a 

huge difference in learning to speak a foreign language. Many studies on language 

anxiety have suggested a variety of strategies to successfully cope with this 



multifaceted dilemma. The most frequent suggestion made was to make the language 

classroom environment less formal and more friendly, one where students can make 

mistakes without looking or sounding inept. A way forward to create less stressful 

classroom environment as suggested by a lot of ESL/EFL teachers, is that the 

“instructors should create situations where students can feel successful in using English and 

avoid setting up the activities that increase the chances for the students to fail”. They 

suggested a truly communicative approach where students are given chances to 

succeed even with mistake. Other teachers put emphasis on the use of drama-like and 

role-play activities, so that learners may feel safe in a pretended situation with a 

pretended identity (suggestopedia). 

         In designing any activity, instructions should be made clear and it should also be 

ensured that the students have sufficient ideas and lexis to fulfil the task. In order to 

make the classroom a safe and less anxiety-provoking place, the friendly and 

encouraging role of the teachers was stated as crucial. Earlier studies have reported 

similar perceptions of their research subjects regarding the role of language instructors. 

In Price‟s (1991: 107) interview study, the most frequent observation of the  subjects 

was that, “they would feel more comfortable if the instructor were more like a friend helping 

them to learn and less like an authority figure making them to perform”  

4.3.2. Communication Strategy Training:  

         High communication apprehension students are likely to avoid classes which 

involve communication. They tend to be silent, do not want to be involved in class 

discussion, and are unlikely to raise their hands to either ask or answer questions. On 

the other hand, students with low Communication Apprehension will get involved in 

class discussion, sit in front of the class, and choose to discuss a given topic in class. 

Offering training to overcome or reduce Communication Apprehension can help 

students to alleviate their speech anxiety and improve their speaking skills. A set of 

examples is shown in figure (04) below: 

 

 



 

 

                                                                    1.Using progressive relaxation, deep           

                        A. Lowering your anxiety         breathing, or mediation. 

                                                                               2.Using music 

                                                                               3.Using laughter. 

                                                

   Affective                                                          1.Making positive statements.   

   Strategies         B. Encouraging yourself      2.Taking risks wisely. 

                                                                 3. Rewarding yourself. 

                                                     1. Listening to your body. 

                         C.Taking your emotional        2.Using a checklist. 

                                temperature                3.Writing a language learning diary 

                                                                          4. Discussing your feelings with some else.  

                        

               Figure 04: Oxford’s Diagram of Effective Strategies (Oxford 1990:141) 

Positive statements can change one‟s feelings and attitudes and can indirectly reduce 

students‟ anxiety which hinders them to speak the language easily and freely. 

As figure ( ) shows, other effective strategies include:  

a- Lowering students‟ anxiety by using progressive relaxation, deep breathing or 

mediation by listening to music or by laughing 

b- Encouraging oneself by making positive statements, taking risks and rewarding 

oneself. 



c- Taking one‟s emotional temperature by listening to one‟s body, using to a checklist, 

writing a language learning diary and discussing one‟s feelings with someone else like 

an intimate friend or a closer relative. 

Horwitz (1991) also stated that:  

 ““Anxiety can affect the Communication Strategies students employ in language class. That 
is, the more anxious student tends to avoid delivering difficult or personal messages in the 

target language………..Anxiety about speaking can affect the quality of oral production, 
making individuals appear less fluent than they really are.”  

         Students who are concerned too much with their performance may become 

anxious when speaking in front of others. They sometimes make errors due to their 

nervousness, lack of vocabulary and hesitate too much. In addition, they may try to 

compensate for their errors, lack of vocabulary and hesitation by using communication 

strategies. Therefore, communication qpprehension influences Communication 

Strategies they use.  

        A communication strategy is defined as a systematic technique employed by a 

speaker to express his or her meaning when faced with some difficulty. 

Communication Strategies help the learners to keep on using the language in 

communicating with others. According to Dornyei (1995), there are twelve (12) types 

of communication strategies: 

1. Approximation: the strategy in which a learner uses an alternative term to express 

the meaning of the target lexical item as closely as possible. For example: ship for sail 

boat; pipe for water pipe 

2. Code switching: the strategy in which learners use their L1 word in L2 context. For 

example: if a learner does not know the French word, he uses the equivalent one from 

Arabic.  

3. Literal translation: the strategy in which learners translate a lexical item, an idiom, 

or a structure from their L1 to L2. For example: one owns and others count. 



4. Message abandonment: It is the strategy of leaving message unfinished because of 

language difficulties. For example: a learner says “She looks like mm…” (He/she does 

not continue his/her utterance). 

5. Word coinage: a learner creates an L2 word based on his/her knowledge of 

morphological rules. For example: economician for economist. (economician is not 

stated in the dictionary). 

6. Use of all-purpose words: This is the strategy when learners expand an empty 

lexical item to context where certain words are lacki ng. For example: the overuse of 

the words thing, stuff, make, do, what-do-you-call-it, what-is-it. 

7. Use of non-linguistic means: a learner uses non-linguistic resources such as mime, 

gesture, facial expression, and sound imitation to help him/her in expressing the 

meaning. For example: a learner uses his/her hands and acts like flying to refer to 

birds. 

8. Use of fillers/hesitation devices: a learner may use filling words to fill pause and to 

gain time to think. For example: well, as a matter of fact, now let me see. Others added 

more examples of fillers such as I think, you know, you see, um, mm, ah, sort of, OK, 

right, really. 

9. Foreignizing: learners use L1 word by adjusting it to L2 phonologically. In the 

Algerian case this is not so frequent but instead of it speakers of English use some 

French words but with an English pronunciation as a matter of ignorance. For 

example: if a learner does not know the word computing, he/she uses the French word 

“informatique” but with an English pronunciation. E.g. He studies “informatique” 

instead of saying computing. 

10. Circumlocution: this strategy is used by learners in which they describe or 

paraphrase the target object or action. For example: if a learner does not know the 

word corkscrew, he/she replaces it by saying „the thing that you use to open the 

bottle’.  



11. Appeal for help: the strategy where the students ask other students or teacher for 

help because they do not know or forget some words, structures, or idioms. For 

example: a learner may ask his/her friend by saying „What do you call…?‟ 

12. Topic avoidance: the strategy where learners try not to talk about concepts which 

they find it difficult to express. For example: a learner avoids saying certain words or 

sentence because he/she does not know the English terms or forget them.  

These communication strategies may help to encounter negative self-talk and they are 

effective to improve attitudes and motivation among anxious students. However, not 

all the strategies will necessarily work with all students; teachers have to be selective 

in accordance with their students‟ needs. Besides, some of the techniques and 

exercises seem to be beyond the teaching practices especially in the Algerian 

teaching/learning scene.  

4.3.3. Suggestions to reduce students’ Communication Apprehension:  

        On the basis of the findings of this study, the researcher will try in this section to 

propose some psychological and instructional suggestions to reduce the learners‟ 

speech anxiety as well as improving the quality of the language learning process. 

A. Creating a low anxious, friendly and supportive classroom environment: 

A situation where students can make errors without being criticised laughed at or 

punished. Teachers should provide enough class structure to maintain the feelings of 

security. Teachers should also know that some practices perceived as comfortable by 

one group of learners may prove to be stressful for another group from a different 

background. A way forward to create less stressful classroom environment is that 

teachers should create situations where students can feel successful in using English 

and avoid setting up the activities that increase the chances for the students to fail or 

feel unmotivated. A truly communicative approach is needed where students are given 

chances to engage in activities which provoke them to speak even with mistakes. 

Learners would feel more comfortable if the instructor were more like a friend helping 

them to learn and less like an authority figure making them to perform. 



 

 

B. Bridging the gap between EFL teachers and their specialized students:   

ESP teachers are supposed to be knowledgeable in the subjects are asked to teach. 

However, English teachers in Algeria are trained only to teach linguistic knowledge 

rather than a content subject.  ESP teachers are therefore less informed about the 

content of what they are expected to teach than even their students, who have been 

studying their subjects all through their school years. To avoid this gap, EFL teachers 

should work in corporation with other teachers who are specialized in their fields of 

study or get trained for an enough period of time where they receive intensive training 

on the subject matter before facing their students in the ESP cl assroom.  

C. Increasing students’ self esteem and self confidence:   

As the findings showed, Low self-esteem and low el-confidence can lead to 

considerable speaking anxiety for the majority of students. Teachers‟ encouragements 

are highly recommended to all students especially those who feel shy to speak and feel 

better when they are silent. Praising and rewarding students‟ answers can explicitly 

make the learner aware of his personal strengths and abilities and give him the 

impression that he is someone who can ameliorate his learning skills. Sometimes a 

small word of encouragement and support can create a secure environment and trust 

for the apprehensive students. 

D. Learning should be a real life experience: 

Expecting learners to communicate meaningfully outside the classroom urges teachers 

to provide their students with the same opportunities to do so in their classes. Local 

issues and human interest stories are always useful sources for class discussions. 

Another way of inviting students to speak is to discuss possible topics close to their 

immediate interest. For example, if learners are studying “Politics”, they will probably 

be interested in talking about “the Arab Spring” and the people‟s need for freedom and 

democracy in the countries which suffer from dictatorship and oppression. 



 

E. The reinforcement of the material to facilitate acquisition and feedback:  

Casado & Dereshiwsky (2001) support the idea of explaining grammar for elementary 

classes in the native language and not in the target one. After learners are taught the 

basic things and principles of language, they can start to study the other language 

forms and functions. Using audiovisual aids do improve learners‟ pronunciation and 

intonation, as well as their knowledge of the target culture. The visual aids are 

designed to facilitate learning and get the students to be involved in real life -like 

situations. As an example, students at the department of Political Sciences can watch a 

video tape to a politician or a president delivering a speech and then discuss what 

he/she said. With the internet, learners can now contact online other students from 

different countries and exchange views about a given topic.   

 F. The selection of interesting topics for class discussion and exercises: 

 It is of a great importance to select topics which attract students‟ attention and involve 

them in the discussion despite their weaknesses and anxiety. Teachers should make 

classroom situational, employing themes relevant to the students‟ own lives and 

interests. The target language should be introduced in realistic context, and activities 

be carried on within a framework of appropriate situations. On the other hand, any 

type of exercises, where learners do not have to think about the situation, becomes 

mechanical and unrealistic.  

G. The use of gentle methods for error correction: 

 It is important for teachers to correct mistakes made during speaking activities in a 

different way from the mistakes made during other activities. For example, if a teacher 

keeps correcting students who are involved in a discussion about the effects of “global 

warming” on earth, the discussion will be interrupted and the students will not feel 

motivated to continue any more. For many students, offering simple words of 

encouragement and gentle error correction is a proven remedy for reducing speech 

anxiety. It should be pointed that when giving feed back, teachers should comment not 

only on errors but also on the positive things. Risk taking is an important learning 



strategy; therefore, students should be reminded that mistakes should not be seen as a 

sign of weakness or failure but rather a normal aspect of the language learning process.  

H. Increasing the spirit of “team work” and “cooperative learning” among the 

students: 

Teachers are highly advised to make sensible use of purposeful group work and 

collaborative activities. It is suggested that students should be encouraged to get 

together outside the classroom and know each other personally. When students feel 

alone with no friends, they tend to become more anxious and isolated. Properly 

structured group work and study groups also appear to reduce anxiety for some 

students. Students might attend target language movies and videos, have lunches 

together, form study groups, or join language clubs. One good idea is to divide the 

class into small groups of about 5 or 6 students and ask them to do some activities 

where they can all participate and present orally what they did to the class.  

I. Teachers should acknowledge the existence of the feelings of anxiety while 

speaking the English language:  

Some learners feel that they are the only ones who suffer from the speaking anxiety 

.Therefore, a simple remind from a teacher that communication apprehension is a 

problem that all speakers even native ones suffer from, can reduce students‟ speech 

anxiety and make them more motivated and less worried about making mistakes. 

Teachers should deal with their students‟ signs of stress and anxiety and should apply 

appropriate strategies to help them counteract these feelings.  

4.4. Promoting meaningful communicative exchanges in the ESP classroom: 

         Since reducing students‟ speaking anxiety is not the final step in improving 

students speaking abilities but only a kind of preparation to do so, establishing truly 

communicative activities which provoke students to speak is considered a prerequisite 

and a solution in the meanwhile. So, this section tries to shade light on the kind of 

speaking should ESP students do, the benefits from encouraging students to  speak, and 

the some of the truly communicative activities that should be selected by the 

instructors who seek for real communications in their classrooms. 



4.4.1. Matters that language learner should know about the speaking skill:  

Many language learners regard speaking ability as the measure of knowing a language. 

These learners define fluency as the ability to converse with others, much more than 

the ability to read, write, or comprehend oral language. They regard speaking as the 

most important skill they can acquire, and they assess their progress in terms of their 

accomplishments in spoken communication.  

Language learners need to recognize that speaking involves three areas of knowledge:  

Mechanics (pronunciation, grammar, and vocabulary): Using the right words in the 

right order with the correct pronunciation 

Functions (transaction and interaction): Knowing when clarity of message is essential 

(transaction/information exchange) and when precise understanding is not required 

(interaction/relationship building) 

Social and cultural rules and norms (turn-taking, rate of speech, length of pauses 

between speakers, relative roles of participants): Understanding how to take into 

account who is speaking to whom, in what circumstances, about what, and for what 

reason.  

In the communicative model of language teaching, instructors should help their 

students develop this body of knowledge by providing authentic practice that prepares 

students for real-life communication situations. They should help their students 

develop the ability to produce grammatically correct, logically connected sentences 

that are appropriate to specific contexts, and to do so using acceptable or 

comprehensible pronunciation.  

Pupils need to know that the act of speaking is meant to perform a lo t of tasks (Howe 

1992):  

ask questions       describe             explain           narrate            inform              present     

argue                 dispute               disagree          discuss           negotiate          clarify      

share                 analyze               evaluate          comment       report                reason     

express and justify  opinions      recite and read aloud       etc. 



According to Dorothy Kavanagh (2002), to reach an effective talk classroom, the 

observer should notice the following features: 

Hands down- teachers selects pupils to answer i.e. to ensure that not only the 

enthusiastic students are constantly selected to respond, every body is expected to take 

part in participation. 

Pupils are encouraged to consult in their group or with a partner in order to formulate 

and answer i.e. they need to check or rehearse their ideas before presenting them to the 

class. 

Wait time-all pupils have the opportunity to think before answering i.e. to enable them 

generate ideas about the topic they are asked to speak about.  

Teacher involves a number of pupils in the answer to a single question creating the 

opportunity for discussion –e.g. “What do you think…..?”,”Do you agree with that 

answer…?” i.e. the teacher should not express an opinion for each  answer but „passes 

on ‟ ideas expressed for development by the other pupils.  

Use of wrong answers to develop understanding i.e. teachers should not  reject 

students‟ answers or put them down, but skilfully use what has been given to gain 

support from other pupils and to  help anxious learners to take initiative in classroom 

participation. 

Appropriateness of questions –fitness of purpose i.e. teachers should vary their 

questions and not ask one form of question- e.g. closed questions. 

Quality of questions, i.e. good questions stem, e.g. „Why does….?‟, „What if…?‟, 

„How would you…?‟, „Could you explain…?‟In order to ensure that questions expect 

the pupils to recognise that there are often no correct or single answers, but that 

questions can encourage genuine exploration in students‟ language.  

Opportunities for pupils to formulate questions i.e. pupils should be able to formulate 

questions in their own turn, and thus contributing to the development of their thinking.  

  4.4.2. What kind of speaking should ESP students do? 



It is of a great importance to be clear about the sort of speaking activities we are 

asking our ESP students to do. We are not expecting those students to speak a very 

controlled piece of language where they say a lot of sentences using a particular piece 

of grammar or a particular function. The kind of speaking activity we are talking about 

is the one which pushes the students to use any and all the language at their command 

to perform some kind or oral task despite the mistakes they do. What is quite important 

is that there should be a task to complete and that the students should want to complete 

it. For example, students studying “Political Sciences” should be able to discuss a 

given topic and express their opinions to other friends or listeners whatever the 

constraints they may face to send their messages.  

4.4.3. Why encourage ESP students to do speaking activities 

There are three important reasons why it is of a great importance to provide ESP 

students with speaking activities which provoke them to speak and use the language 

forms and functions at their command:  

a. Engagement: If teachers select good speaking activities which motivate their 

students, they will get great satisfaction from them. This can not be achieved only if 

the teachers use authentic material (listening to music, listening to TV or radio…etc) 

containing language aspects which can generate discussion (e.g. timetables, leaflets, 

schedules). Once the learner feels secure in using the target language, he takes the risk 

and engages in speaking the language without tension or stress. Real life situations are 

advisable in this stage to bridge the gap between the classroom instruction and the real 

world needs. 

b. Rehearsal: Selection of real life situations for oral discussion gives the students the 

opportunity to rehearse what they do outside the classroom. For example, if the debate 

in the classroom was about the election campaign in the USA, a student can pretend he 

were one of the candidates and he talks about his programme in front of his friends or 

even alone in his room. Having students take part in a role play in a “political debate” 

for example allows them to rehearse such a real life event in the safety of the 

classroom.  



c. Feedback: Engaging in communicative activities where students can use the 

language they know without fear of being criticized or stopped for each time they do 

mistakes, provides feedback for both teachers and students. In doing so, teachers can 

see how well their class is doing and what language problems their students are facing. 

Students can also see how easy they engage in the oral activities and what they really 

need to improve their speaking skill.  

4.4.4. Activities which are truly communicative: 

Scrambled sentences, language games with the features of information gap, choice, 

role plays, feedback, card games, and picture strip story are often used as teaching 

aids. Feeling of confidence or lack of it in certain areas is needed in such activities. 

The course must be flexible and not meant to be studied unit after unit, though the 

units must be presented in a chronological order. Learners‟ expectations and 

preferences must be taken into account as the course develops.  

a. Information gap: When X does not know something that Y knows and the latter 

ignores what X knows. The two speakers have different parts of information making 

up a whole. Because they have different information, there is a „gap‟ between them. 

More reliable communication is likely to occur in the classroom if  students go beyond 

practice of language forms for their own sake and use their linguistic and 

communicative resources in order to obtain information. In so doing they will draw 

available vocabulary, grammar, and communicative strategies to complete a task.  

The following exercise makes use of the information- gap principle:  

Students are divided into A-B pairs. The teacher has copied two sets of pictures. One 

set (for A students) contains a picture of a group of people. The other set (for B 

students) contains a similar picture but it contains a number of slight differences from 

the A-picture. Students must sit back to back and ask questions to try to find out how 

many differences there are between the two pictures.  

b. Jigsaw activities: Jigsaw activities are more elaborate information gap activities that 

can be done with several partners. Typically, in a jigsaw activity, the class is divided 

into groups and each group has part of the information needed to complete an activity. 



The puzzle piece may take one of several forms .The class must fit the pieces together 

to complete the whole. In so doing they must use their language resources to 

communicate meaningfully and to take part in meaningful communication practice. 

The following is an example of a jigsaw activity:  

The teacher takes a narrative and divides it into twenty sections (or as many sections 

as there are students in the class). Each student gets one section of the story. Students 

must then move around the class and by listening to each section read aloud, decide 

where in the story their section belongs. Eventually the students have to put the entire 

story in the correct order. 

c. Role-play: In role plays activities students are asked to imagine that they are in 

different situations and act accordingly. For example: You are the Mayor, she is the 

representative of the village citizens and he is the boss of the building company. The 

imaginary situation is a meeting being held to decide whether a new road should be 

built on land which is currently used as school playing field. Each person tries to 

defend his point of view and so on. Students can be divided into 3 to 4 groups and 

make the role play game a team work where all students can express their opinions.  

d. Surveys: Conducting surveys and questionnaires can be considered as one of the 

best ways of provoking conversation and opinion is to get students to conduct 

questionnaires and surveys. If the students plan these questionnaires themselves, the 

activity becomes more useful. Students can design and use surveys and questionnaires 

about any topic violence, education, smoking, transport, musical preferences etc. 

5. Picture strip story: Many activities can be done with picture strip stories. One 

student in a small group is given a strip story. He shows the first picture of the story to 

the other members of his group and asks them to predict what the second picture 

would look like. An information gap exists when the students in the groups do not 

know what the picture contains. They have a choice as to what their prediction would 

be and how they would word it. They receive feedback, not on the form but on the 

content of the prediction, by being able to view the picture and compare it with their 

prediction. 



e. Language games: Games are used frequently in communicative language teaching 

and the   students find them enjoyable. Language games train learners to recognize, 

remember and understand words. They also exercise their fluency, grammatical skills 

and vocabulary. Further, regular practice can expand their knowledge of new words 

and make retrieval of familiar ones much easier.  

If games are properly designed, they give students valuable communicative practices. 

An example of a language game is called “fast words”:  

The class is arranged into rows. The first person in each row is given a piece of chalk. 

The blackboard is divided into sections. No more than six teams. The teacher calls a 

letter and the students must write as many words as they can, beginning with that 

letter, in the allocated time. Their team-mates can call out hints, but be warned, this is 

very noisy. Next, the second member gets the chalk and goes to the board and the 

teacher calls out a new letter. The team with the most correct words is the winner.  

f. Scrambled sentences: The students are given a passage (a text) in which the 

sentences are in a scrambled order. This may be a passage they have worked with or 

one they have not seen before. They are told to unscramble the sentences so that the 

sentences are restored to their original order.  

In addition to written passages, students might also be asked to unscramble the lines of 

a mixed-up dialogue. They might be asked to put the pictures of a picture strip story in 

order and write lines to accompany the pictures.  This type of exercise teaches students 

about the cohesion and coherence properties of language. They learn how sentences 

are bound together at the supra-sentential level through formal linguistic devices such 

as pronouns, which make a text cohesive, and semantic propositions, which unify a 

text and make it coherent. 

g. Authentic materials: The teacher can use a real newspaper article. He can also give 

the students homework containing authentic materials such as requiring them listen to 

a live radio or television broadcast. What is authentic and natural to native speakers of 

the target language is not so to learners in the classroom. What is important is that 

these materials are used in a way that is real for learners. For students with lower 



proficiency in the target language, more accessible materials (for example, the use of a 

weather forecast when working on predictions), or at least ones that are realistic, are 

most desirable.  

 There are a lot of advantages of using authentic materials:  

Students are exposed to real discourse, as in videos of interviews with famous people 

where intermediate students listen for gist.  

Authentic materials keep students informed about what is happening in the world, so 

they have an intrinsic educational value. As teachers, we are educators working within 

the school system, so education and general development are part of our 

responsibilities. 

Textbooks often do not include supplementary or improper English.  

The same piece of material can be used under different circumstances if the task is 

different. 

Reading texts are ideal to practise mini-skills such as scanning, e.g. students are given 

a news article and asked to look for specific information (amounts, percentages, etc.). 

E.g. students listen to news reports and they are asked to identify the names of 

countries, famous people, etc.  

Books, articles, newspapers, and so on contain a wide variety of text types, language 

styles not easily found in conventional teaching materials.  

They can encourage reading for pleasure because they are likely to contain topics of 

interest to learners, especially if students are given the chance to have a say about the 

topics or kinds of authentic materials to be used in class.  

4.5. Recommendations:  

- EFL teachers and content specialists should work together. i.e. there should be a 

high level of co-operation between them to prepare the teaching material before 

using it in the classroom. 



- Training courses should be conducted for ESP teachers to enable them develop 

their students‟ learning strategies, without ignoring or neglecting their (students) 

learning preferences and learning styles. 

- An appropriate methodology should be adopted for teaching the four language 

skills. Activities such as role-play, information gap, surveys, group discussion…etc 

should be made part of the course to improve the students‟ speaking skills.  

- As teachers reported that their students had lack of practice in the speaking skills 

in their previous learning experiences (secondary school) and that the latter is a 

significant cause of their communication apprehension, the researcher suggests that 

a truly communicative approach should be adopted to provide students with more 

chances to practise their speaking skills and to cope with any deficiencies. 

- Teachers should have discussions after the lessons to discuss the difficulties that 

students encounter in speaking the language. Acknowledging the existence of 

communication apprehension can help teachers to reduce the amount of their 

students‟ CA and ease them. 

- Teachers should increase the use of the computer and the internet in the ESP 

classroom. The use of such material provides not only feelings of security and 

motivation but also real life situations which are likely to promote communication.  

- Teachers should create a warm atmosphere to motivate the students to speak 

English. Therefore, errors should be tolerated and accepted as a natural outcome in 

the development of the communication skills.  

- Students should be encouraged to participate in any well-designed extra English 

activities that can promote students ‟ familiarity with and proficiency in English.  

Learners should be given opportunities to develop strategies for speaking the 

language even with their feelings of anxiety and reticence. 

- We should support students‟ sharing anxiety experience either between students, 

or between students and teachers. Making the students aware of their speaking 

anxiety and sharing this feeling with their friends can help them feel less anxious 



and probably more confident in finding solutions to cope with their speaking 

apprehension. 

- For increasing the level of students‟ classroom participation, teachers should 

encourage their students to speak English without being stopped or interrupted 

despite the number of mistakes they do. Mistakes‟ correction can be done at the 

end of the session.  

- It is also important to correct mistakes made during the speaking classroom 

activities in a different way from mistakes made in another skill such as writ ing 

and reading. Even in the speaking skill itself, the teacher has to know when to 

intervene for correction and when not to do. For instance, if he observes a student 

about repeating the same sentence seeking for the right pronunciation, it does not 

matter to correct his mistakes every time he does so, whereas in case of a 

discussion, the teacher has no right to interrupt him but waiting  until  he  finishes  

his  conversation  in  order  not to  disturb  him, and consequently he may lose his 

ideas and probably he stops speaking.  

- Teachers sometimes get very involved with their students during a speaking 

activity and desire to join it. There is no problem for them to get involved in, but 

without domination. However, it is better for them to stand back so that they can 

watch and listen to what is happening. In some cases, the teachers‟ interventions 

are needed if they see the activity is not going in the right path or if some one 

cannot think about what to say, or if the discussion starts to dry up.  

- Further studies are needed to investigate the reasons behind the high level of CA 

among ESP students and the possible ways for its alleviation.    

4.6. Conclusion 

              These are some important suggestions and recommendations that EFL/ESP 

teachers in Algeria have to take into consideration during their classroom 

management, and through which they prompt and motivate their students to speak the 

target language especially those who feel reluctant, and generally face the problem of 

communication apprehension in oral classroom participation which has been our exact 



area of inquiry. All that has been suggested has no meaning unless teachers and 

students work in collaboration hand in hand to find effective strategies to get rid of the 

problem of students‟ speaking anxiety.  

 

 

 

 

 

 

 

General Conclusion:  

        Oral communication skills are essential for success in all study areas and CA has 

negative effects on classroom participation and academic success since many teachers 

reward students who take part in classroom discussion by awarding them good marks 

for classroom participation.   

         The attempt along this study was to identify the level of student‟ CA and then 

investigate the main factors that lead to CA among final year Political Sciences‟ 

students. As it was hypothesised, it is found from the results that there is a high level 

of CA among the students and that their speaking apprehension in the ESP classroom 

is a result of combination of instructional and psychological factors. These factors are 

interrelated and intersect. For example, the students‟ attitudes towards speaking 

English in the classroom can be affected by their instructional and psychological 

backgrounds. A surprising thing which attracted the researcher‟s attention  was that 

both teachers and students agreed on the same factors that lead to the students‟ 

apprehension in the ESP classroom; though, they were different in the interpretations 

and explanations of these factors. 



        Teachers feel obliged to perform a difficult task which needs more efforts and 

several techniques to reach the peak of an effective communication; however, students 

are only trained to read and write the target language without giving much importance 

to the speaking skill which becomes the main obstacle the students fail to perform. The 

reason why, the researcher decided to undertake an investigation to seek for the main 

reasons which contribute to the students‟ speaking anxiety and try to find solutions 

that enable teachers to help students overcome the problem of apprehension and 

improve their speaking abilities.  

         As far as the present research work is concerned, the focus was mainly projected 

on the main factors that contribute to the high level of communication apprehension 

among third year LMD students at the department of Political Sciences at Chlef 

University. This investigation indeed approached a systematic analysis based on 

theory and practice arranged into four chapters. To test the researchers‟ hypotheses 

about the level of communication apprehension among ESP students and the factors 

that lead to this phenomenon, three tools were used: two questionnaires with the third 

year LMD students and an interview with the teachers.  

         The analysis of both teachers‟ and students‟ responses helped us to detect the 

main reasons of the students‟ communication apprehension in the ESP classroom. The 

results revealed from the data gathering tools showed clearly that the students had a 

high level of CA and that their apprehension was due to a combination of instructional 

and psychological factors that even combine ad interrelate. The results also showed 

that both teachers and students agreed on the same factors that lead to the students‟ 

apprehension:  instructional and psychological factors. Both teachers and students did 

not mention other factors of CA, such as social and cultural factors, but they gave 

different explanations and interpretations to the factors they mentioned before. 

        The researcher, mainly in the last chapter, tried to present some suggestions that 

may help teachers manage the classroom and help their students get rid of the obstacle 

of apprehension. The different important steps followed in the study, and which 

required hard efforts to obtain some important results which revealed the real problems 

faced in both teaching and learning processes. 



      At the end of this work, the researcher would remind that this study is a humble 

step towards a deep and concise future study which looks for the real factors which 

lead to students‟ apprehension and reticence in the ESP classroom. Other studies with 

bigger populations and more research tools would probably reach better results and 

thus provide teachers who suffer from their students‟ silence and apprehension with 

more techniques and strategies to overcome the problem of students‟ speaking anxiety.    
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 Appendix 1 

Students’ Questionnaire 1:     Communication Apprehension 

N° Item SA 

5 

A 

4 

U 

3 

D        

2 

SD 

1 



1 I never feel quite sure of myself when I am speaking 

in English. 

     

2 I don’t worry about making mistakes in language 

class. 

     

3 I tremble when I know that I’m going to be called on 

in language class. 

     

4 It frightens me when I don’t understand what the 

teacher is saying in the English language. 

     

5 I am usually at ease (comfortable) when speaking 

English in my language class. 

     

6 I start to panic when I have to speak without 

preparation in language class. 

     

7 In language class, I can get so nervous I forget things 

I know. 

     

8 It embarrasses me to volunteer answers in my 

English class. 

     

9 I get upset when I don’t understand what the 

teacher is correcting. 

     

10 I feel confident when I speak in English in my 

language class. 

     

11 I am afraid that my language teacher is ready to 

correct every mistake I make.  

     

12 I can feel my heart pounding when I’m going to be 

called on in language class. 

 

     

13 I feel very self-conscious about speaking English in 

front of the other students. 

     

14 I get nervous and confused when I am speaking 

English in my language class. 

     

15 When I’m in my English class, I feel very sure and 

relaxed. 

     

16 I get nervous when I don’t understand every word      



 

 

A modified version of Horwitz et. al’s (1986) Foreign  Language Classroom Anxiety 

Scale. (Statements which concern Communication apprehension) 

 

 

 

 

 

 

 

 

Appendix 2 : 

Students’ Questionnaire 2: Factors which cause students’ CA 

Dear Student, 

    Indicate your feelings by checking the appropriate box next to each statement.  Please 

give your first reaction to each statement.  

 Strongly agree = SA, Agree = A, Undecided = U , Disagree = D ,  Strongly disagree = SD 

1. Instructional Factors: 

the English teacher says. 

17 I am afraid that the other students in the class will 

laugh at me when I speak in English. 

     

18 I get nervous when the English teacher asks 

questions which I haven’t prepared in advance. 

     



N°                Item SA  

(5) 

A 

(4) 

U 

(3) 

D  

(2) 

SD  

(1) 
1 My teacher of English teaches us 

general English and not EAP/ESP.  

     

2 Learning English helps me in my academic s tudy and 
for getting a job in the future. 

     

3 My teacher of English corrects  my errors  in a  bad 
way. 

     

4 There are marks for classroom 
participation in English.  

     

5 I  make noticeable errors  of grammar and word order 
when I speak English. 

     

6 Speaking about general  topics is easier than talking 
about a  specialized field (e.g.: Politics). 

     

7 My English vocabulary is  limited.      

8 Two hours of learning English per week is not 
enough. 

     

9 The time of the English class is not sui table.      

10 Lacking specialised vocabulary in the 
field hinders me to speak freely in 

English. 

     

11 My teacher of English responds in a 
friendly way. 

 

     

12 I don’t have the opportunity to speak 
English outside the classroom. 

     

13 The English class is so over- crowded that the teacher 
can’t pay equal attention to all s tudents. 

     

14 Our teacher of English gives  more importance to 
reading and wri ting than to speaking or listening. 

     

15 My teacher of English doesn’t allow me to speak 
Arabic in the English classroom. 

     

16 My teacher of English explains the 
activities and difficult expressions in 

Arabic. 

     

17 My teacher of English speaks  English exclusively in 
the class. 

     

18 We benefi t from a  teacher who is specialised in the 
field (Poli tics) more than an EFL teacher.  

     

19 The English teacher uses audio-visual 
aids to help us speak English. 

     

20 The English teacher varies his teaching 

techniques in teaching the 
communication skills. 

     

 

 

 



Thanks for your help 

 

 

 

 

 

 

2) Psychological Factors: 

N

° 

               Item SA 

(5) 

A 

(4) 

U 

(3) 

D 

(2 ) 

SD 

(1) 

1 I prefer talking about general topics rather 
than a specialized field (Eg: politics). 

     

2 I feel shy to speak English in front of my 
classmates. 

     

3 I  feel  shy to speak English in front of male s tudents .      

4 I  feel  shy to speak English in front of female s tudents.      

5 I  am afraid of making errors when I speak in English.      
6 I  am a timid person by nature and I get nervous  easily.      

7 I like speaking English in front of my 
classmates. 

     

8 I feel relaxed to speak English when I 

prepare. 

     

9 An EFL teacher can’t provide us with 
sufficient information about our field of 
study (compared with a specialized 
teacher) 

     

10 My friends make fun of me when I speak 
English. 

     

11 Students are only interested in studying 

English to pass exams. 

     

12 I like talking with foreign people in English.      

13 The English teachers’ gender doesn’t affect 
my classroom participation.  

     

14 I  feel better to communicate in English with a  male 
instructor. 

     

15 I  feel  better to communicate in English with a  female 

instructor. 
     

16 My desire to speak English is  more than my desire to wri te      



or read i t. 
17 In order not to participate in the English 

class, I like to sit at the back rows. 
     

18 I feel afraid to talk in English with my 
teacher outside the classroom. 

     

19 Teachers can’t be objective when assessing 

oral tests.  

     

Thanks for your help 

Appendix 3: 

Teachers Interview:   

Dear Colleagues , 

 Your opinions are highly appreciated to conduct this research as you are directly involved in 

the ESP teaching and learning process. Please answer all the questions. 

1-General information: 

1. Your status in the department of Political Sciences: 

   Part time teacher          Full time teacher                                         

2. Your degree: 

            Licence                          Magister                            Doctorate                        

3. Did you have any pervious ESP training courses?  

                      Yes                                       No 

4. What is your experience in teaching English? 

Teachers 1 2 3 4 

Years of teaching in middle/secondary school     

Years of teaching at university     

N° of years of experience     



5.  How many hours are allotted to teaching English in the department of Political 

sciences?  

6.  What is the average size of each ESP class?........................ 

7. Do you use any published textbook?         Yes             No 

8. Do you have any special material designed for Political Sciences Students? 

9. The training in oral communication that I received to become a university teacher was 

sufficient. 

                               Yes                                         No 

2. B. Specific Course Information:  

10-Please rank the English skills in importance from 1-4 (1 being the most important) :  

     Listening                           Speaking                        Reading                         Writing          

11- In which aspects of English do you think students are usually weak? 

 

 

 

 

 

 

12. Please choose and rank the 5 biggest handicaps to teaching oral communication in your 

lessons. (1 being the biggest problem) 

- Student conversation ability                -Lack of technical vocabulary                  

- Student conversation confidence       - Student motivation                        -Student discipline  

1  General Vocabulary  

2 Scientific and technical vocabulary  

3 Reading Comprehension  

4 Grammar  

5 Writing and composition  

6 Speaking and conversation skills  

7 Sentence structure  



 - Introverted students            - Time constraints in the lesson                       -The textbook   

- Time constraints outside the lesson   - High school entrance exams          - Class size 

  - Other (please explain)                            

...............................................................................................................................................  

13. The students study English in order to: (from 1 to 3, 1 being the most important) 

   - Read and understand text books in their field of study. 

    -Take part in oral discussion in English 

    -Understand the lectures and take notes  

    - To be able to write answers in written exams and tests                  

14. How do you evaluate your student? 

   Oral test                     Written test                             Both      

3- Students’ psychology and Language Anxiety: 

.Please answer the questions  

Q15: How do you view the role of language anxiety for ESP learners in learning and 

particularly speaking English language? 

…………………………………………………………………………………………………

………………………………………………………………………………………….. 

Q 16: What kinds of situations and language classroom activities have you found to be 

anxiety- provoking for the students? 

.......................................................................................................................................................

.......................................................................................................................................... 

Q 17: What do you think are the causes of students’ anxiety while speaking English?  



…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

………………………………………………………………………………………………. 

Q18: What are the instructional factors that cause speaking anxiety fro ESP students? 

…………………………………………………………………………………………………

…………………………………………………………………………………………... 

Q 19: What are the psychological factors that cause language anxiety for ESP learners 

while learning and speaking English? (Students’ beliefs, motivation, confidence, 

expectations, etc.). 

…………………………………………………………………………………………………

……………………………………………………………………………………………… 

Q 20: Which strategies did you use to successfully cope with your students’ 

communication apprehension or speaking anxiety? 

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

 

 

 

 

 

 

    THANK YOU FOR YOUR ASSISTANCE WITH THIS RESEARCH PROJECT  

 



 

 

Appendix 4: 

FOREIGN LANGUAGE CLASSROOM ANXIETY SCALE 

Directions:  Each of the following statements refers to how you feel about your English 

language class.  Please indicate whether you: 

Strongly agree = SA, Agree = A, Undecided = U , Disagree = D ,  Strongly disagree = SD 

                              Item SA 

(5) 

A 

(4) 

N 

(3) 

D 

(2) 

SD 

(1) 

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

     

2. I DON’T worry about making mistakes in 
language class. 

     

3. I tremble when I know that I’m going to be 
called on in language class. 

     

4. It frightens me when I don’t understand what 
the teacher is saying in the English language. 

     

5.It wouldn’t bother me at all to take more 
English language classes. 

     

6. During language class, I find myself thinking 
about things that have nothing to do with the 
course. 

     

7. I keep thinking that the other students are 
better at language than I am. 

     

8. I am usually at ease (comfortable) during 
tests in my language class. 

     

9.I start to panic when I have to speak without 
preparation in language class. 

     
 

 
10. I worry about the consequences of failing 

my language class. 

     

11.I don’t understand why some people get so 

upset over language classes. 

     

12. In language class, I can get so nervous I 
forget things I know. 

     

13. It embarrasses me to volunteer answers in 
my language class. 

     

14. I would NOT be nervous speaking the 
English language with native speakers. 

     

15.I get upset when I don’t understand what the      



teacher is correcting. 
 

16. Even if I am well prepared for language 
class, I feel anxious about it. 
 

     
 
 

17. I often feel like not going to my language 
class. 

     

18. I feel confident when I speak in English in my 
language class. 

     

19. I am afraid that my language teacher is 
ready to correct every mistake I make.  

     

20. I can feel my heart pounding when I’m going 
to be called on in language class. 

     

21.The more I study for a language test, the 
more confused I get. 

     

22. I DON’T feel pressure to prepare very well 
for language class.  

     

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

 

     

24.I feel very self-conscious about speaking 
English in front of the other students.  

     

25. Language class moves so quickly I worry 
about getting left behind. 

     

26. I feel more tense and nervous in my 
language class than in my other classes. 

     

27. I get nervous and confused when I am 
speaking in my language class. 

     

28. When I’m on my way to language class, I feel 
very sure and relaxed. 

     

29. I get nervous when I don’t understand every 
word the language teacher says. 

     

30. I feel overwhelmed by the number of rules 
you have to learn to speak the English language. 

     

31. I am afraid that the other students in the 

class will laugh at me when I speak in English. 

     

32. I would probably feel comfortable around 

native speakers of the English language. 

     

33. I get nervous when the language teacher 

asks questions which I haven’t prepared in 
advance.  

     

Horwitz et. al’s (1986) Foreign  Language Classroom Anxiety Scale  

 

THANK YOU FOR YOUR HELP 



Appendix 5 (Arabic version)  

 
نٍبُ.ٕزٓ دساعخ ٍٞذاّٞخ لأغشاع اىجؾش اىؼيَٜ  فقؾ . ىزا ٗعت أُ رنُ٘ الإعبثخ ٍ٘ػ٘ػٞخ قذس الإ  

 
ةو, فً الوسبع الري ٌتفق و زأٌك (X)ٌسجى وضع إشازة  : ذلك أهام كل فقسة هن الفقسات اَتٍ  

أعازض 

1بشدة   

 أعازض

2 

دٌ  هحا

3 

 أوافق

4 

أوافق 

5بشدة  

 

 السقن الفقسة

لا اشؼش أثذا أّْٜ ٍزأمذ ٍِ ّفغٜ ػْذٍب أرنيٌ      

.الاّغيٞضٝخ  داخو اىقغٌ   

01 

.لا أثبىٜ ثبىقٞبً ثبلأخطبء فٜ ؽظخ الاّغيٞضٝخ       
 

02 

اسرؼش ػْذٍب اػشف أّْٜ عأعبه فٜ ؽظخ      
. الاّغيٞضٝخ  

03 

ٌ ٍب ٝق٘ىٔ الأعزبر فٜ ؽظخ       أرخ٘ف ػْذٍب لا  افٖ
.الاّغيٞضٝخ  

04 

لا ٝؼبٝقْٜ أثذا اخز ؽظض إػبفٞخ فٜ      
.الاّغيٞضٝخ  

05 

ب       فٜ ؽظض الاّغيٞضٝخ،أفنش فٜ أشٞبء لا ػلاقخ ىٖ

.         ثبىذسط  

06 

ُ اّغيٞضٝخ  صٍلائٜ أؽغِ ٍِ اّغيٞضٝزٜ      .اػزقذ أ  
  

07 

. غبىجب ٍب  أمُ٘ ٍشربؽب فٜ اٍزؾبّبد الاّغيٞضٝخ       

 

08 

ُ أرنيٌ ثذُٗ ةاثذأ ثبلاػطشا       ٗ اىقيق ػْذٍب ٝغت أ
.  حرؾؼٞش فٜ ؽظخ الإّغيٞضٛ  

09 

.رقيقْٜ ػ٘اقت  إخفبقٜ فٜ ٍبدح  الاّغيٞضٝخ       

 

10 

برا ثؼغ اىطيجخ ْٝضػغُ٘ ٍِ ؽظخ       لا أرفٌٖ ىَ
. الاّغيٞضٝخ  

11 

 ْٝزبثْٜ اىقيق، ؽزٚ أّْٜ أّغٚ حفٜ ؽظخ الإّغيٞضٛ     

. ٍب اػشفٔ  

12 

ُ أثبدس ثبلإعبثخ فٜ ؽظخ الاّغيٞضٝخ      .    ٝذٕشْٜ أ
   

13 

ىِ اقيق ٍِ اىزؾذس ٍغ أشخبص اّغيٞضِٝٞ      

.أطيِٞٞ  

14 

ٌ ٍب ٝظؾؾٔ ىْب       اشؼش ثبلإؽجبؽ ػْذٍب لا افٖ
. الأعزبر  

15 

ؽزٚ ػْذٍب اؽؼش عٞذا ىؾظخ          
.الاّغيٞضٝخ،اشؼش ثبىقيق ؽٞبه رىل  

16 

. أؽٞبّب  اشؼش ثؼذً اىزٕبة ىؾظخ الاّغيٞضٝخ       
 

17 

.اشؼش ثبىضقخ ػْذٍب أرؾذس الاّغيٞضٝخ فٜ اىقغٌ       
 

18 

ُ ٝقً٘ أعزبر الاّغيٞضٝخ ثزظؾٞؼ مو       أخبف أ

.االأخطبء اىزٜ أقً٘ ثٔ  

19 

أؽظ ثذقبد قيجٜ رزؼبػف ػْذٍب ٝطيت ٍْٜ اىزنيٌ      
. فٜ ؽظخ الاّغيٞضٝخ  

20 

 دميَب قَذ ثبىزؾؼٞش أمضش لاٍزؾبّب     

.الاّغيٞضٝخ،ميَب اصداد رش٘ٝشٜ  

21 



 
 

 

 
 

 

شكسا جزٌلا لتعاونكن  

 

 

 

 

 

 

 

 

 

 

لا أؽظ ثبىؼغؾ ػْذٍب أقً٘ ثبىزؾؼٞش ىؾظخ      
.الاّغيٞضٝخ   

22 

ُ صٍلائٜ ٝزؾذصُ٘ الاّغيٞضٝخ أؽغِ ٍْٜ      .اشؼش أ  

  

23 

اشؼش ثبىخغو ػْذٍب أرؾذس الاّغيٞضٝخ أٍبً      
  .ٛصٍلائ

24 

ؽظخ الاّغيٞضٝخ رَش ثغشػخ مجٞشح، ؽزٚ أّْٜ      
ؼيٍ٘بد ُ رف٘رْٜ ثؼغ اىَ . أخبف ٍِ  أ  

 

25 

اشؼش ثبىزشْظ ٗ اىقيق فٜ ؽظخ الاّغيٞضٝخ أمضش      
. ٍْٔ فٜ اىؾظض الأخشٙ  

26 

. اشؼش ثبىقيق ػْذٍب أرؾذس فٜ ؽظخ الاّغيٞضٝخ       

 

27 

.اشؼش ثبىضقخ ٗاىشاؽخ قجو ؽظخ الاّغيٞضٝخ       
 

28 

ب       اشؼش ثبىقيق ػْذٍب لا اػشف مو ميَخ ٝق٘ىٖ

.الأعزبر  

29 

اعت       اشؼش ثبىؼٞق ٍِ مٌ اىق٘اػذ اىيغ٘ٝخ اى٘
.رؼيَٖب ىيزؾذس ثبلاّغيٞضٝخ  

30 

ُ ٝقً٘ صٍلائٜ ثبىؼؾل ػيٚ ػْذٍب أرؾذس       أخبف أ

. حالإّغيٞضٛ  

31 

 ُاشؼش ثبلاسرٞبػ ػْذٍب أمُ٘ ٍغ أشخبص اّغيٞضٜٝ     
. أطيِٞٞ  

32 

أؽظ ثبىقيق ػْذٍب ٝغأىْٜ أعزبر الاّغيٞضٝخ أعئيخ ىٌ      

. ٍغجقبٕبأقٌ ثبىزؾؼٞش ه  

33 



Appendix 6 ( Arabic version) 

ػضٝضرٜ اىطبىجخ/ػضٝضٛ اىطبىت  

بًٍ مو فقشح ٍِ اىفقشاد اٟرٞخٗ, فٜ اىَشثغ اىزٛ ٝزفق ٗ سأٝل (X)ٗػغ إشبسح ؽذد شؼ٘سك  : رىل أ  

العواهل التعلٍوٍة .1  

أعازض 

1بشدة   

 أعازض

2 

دٌ  هحا

3 

 أوافق

4 

أوافق 

5بشدة  

 

 الفقسة

 

 

 السقن

 01 الاعزبر ٝذسعْب ىغخ اّغيٞضٝخ ػبٍخ ٗ ىٞغخ ٍزخظظخ      

رؼيٌ الاّغيٞضٝخ ٝغبػذّٜ فٜ الاثؾبس الامبدٍٞخ ٗ مزىل فٜ ا ىزؾظو      

 ػيٚ ٗظٞفخ

02 

 03 اعزبر الاّغيٞضٝخ ٝظؾؼ اىخطبء ثطشٝقخ عٞئخ     

 04 ْٕبك ّقبؽ ىيَشبسمخ ٕٜٗ رؾزغت ٍغ الاٍزؾبّبد     

اسرنت اخطبء ٗاػؾخ فٜ اىق٘اػذ ٗ رشرٞت ٍفشداد اىغَيخ ػْذ      

.اىزؾذس ثبلاّغيٞضٝخ  

05 

اىزنيٌ ثبلاّغيٞضٝخ فٜ ٍ٘اػٞغ ػبٍخ اعٖو ٍِ اىزنيٌ فٜ ٍ٘ػ٘ع      

(اىغٞبعخ ٍضلا)ٍزخظض   

06 

 07 ٍفشدارٜ فٜ الاّغيٞضٝخ ٍؾذٗدح عذا     

ذح عبػخ ٗ ّظف اعج٘ػٞب غٞش مبف        08 رؼيٌ الاّغيٞضٝخ ىَ

 09 ٗقذ ؽظخ الاّغيٞضٝخ غٞش ٍلائٌ رَبٍب     

زخظظخ      فشداد اىَ لا َٝنْْٜ ٍِ  (ػيً٘ عٞبعٞخ ) ػذً اٍزلاك اىَ

غيٞضٝخ  اىزؾذس ثطلاقخ ٗ ؽشٝخ ثبىيغخ اىْ

10 

 11 أعزبر الاّغيٞضٝخ ٝزؼبٍو ٍؼْب ثيطف     

.لا رغَؼ ىٜ اىفشطخ لارنيٌ ثبلاّغيٞضٝخ خبسط اىقغٌ اٗ قبػخ اىذسط       12 

ُ ٝجذٛ       ُ اعزبر الاّغيٞضٝخ لا ٝغزطٞغ ا قبػخ اىذسط ٍنزظخ ىذسعخ ا

.إزَبٍب ٍزغبٗٝب ثِٞ اىطيجخ  

13 

اعزبر الاّغيٞضٝخ ٝؼطٜ إزَبٍب امجش ثق٘اػذ اىيغخ ٗ قشاءحاىْض ػيٚ      

.ؽغبة اىزؾذس ٗ اىغزَبع ىيغخ الاّغيٞضٝخ  

14 

اعزبر اىيغخ الاّغيٞضٝخ لا ٝغَؼ ىٜ ثبىزؾذس ثبىيغخ اىؼشثٞخ اصْبء      

 اىذسط

15 

.ٝقً٘ الاعزبر ثششػ الاّشطخ ٗ اىزؼبثٞش اىظؼجخ ثبىيغخ اىؼشثٞخ       16 

. الاعزبر ٝقً٘ ثبعزؼَبه اىيغخ الاّغيٞضٝخ فقؾ م٘عٞيخ ىيز٘اطو ٍؼْب       17 

ّغزفٞذ ٍِ اعزبر ٍزخظض فٜ اىؼيً٘ اىغٞبعٞخ ٗ ٝزقِ الاّغيٞضٝخ      

 امضش ٍِ اعزبر ٍزخظض فٜ اىيغخ الاّغيٞضٝخ فقؾ

18 

غبػذرْب ػيٚ فٌٖ       ٝغزخذً اعزبر الاّغيٞضٝخ ٗ عبئو عَؼٞخ ثظشٝخ ىَ 19 



 اىذسٗط

 ْٝ٘ع اعزبر الاّغيٞضٝخ ٍِ اعبىٞت رذسٝظ ٍٖبساد الارظبه     

  

20 

العواهل النفسٍة.2  

افؼو اىزنيٌ ثبلاّغيٞضٝخ فٜ ٍ٘اػٞغ ػبٍخ ٗ ىٞغذ ٍزخظظخ      

(مبىغٞبعخ ٍضلا)  

1 

 اخشٜ ٍِ اىخطبء ػْذ اىزنيٌ ثبلاّغيٞضٝخ أٍبً صٍلائٜ     

 

2 

 اشؼش ثبىخغو ػْذ اىزنيٌ ثبلاّغيٞضٝخ  أٍبً اىطيجخ اىزم٘س     

 

3 

 اشؼش ثبىخغو ػْذ اىزنيٌ ثبلاّغيٞضٝخ  أٍبً اىطيجخ الإّبس     

 

4 

 أخشٚ ٍِ اىقٞبً ثبلأخطبء ػْذ اىزنيٌ ثبلاّغيٞضٝخ     

 

5 

 6 أّب شخض خغ٘ه ٗ أر٘رش ثغٖ٘ىخ     

 أؽت اىزؾذس ثبلاّغيٞضٝخ اٍبً صٍلائٜ     

 

7 

اشؼش ثبىشاؽخ ػْذ اىزؾذس ثبلاّغيٞضٝخ ػْذٍب اقً٘ ثبىزؾؼٞش ٍغجقب      

.ىزىل  

8 

ؼيٍ٘بد اىلاصٍخ مَب       ُ أعزبر اىيغخ الاّغيٞضٝخ لا َٝنْٔ رقذٌٝ اىَ أظِ أ

زخظض  ُ ٝقذٍٖب الاعزبر اىَ اىزٛ ٝزقِ  (فٜ اىؼيً٘ اىغٞبعٞخ)َٝنِ ا

غيٞضٝخ   اىيغخ اىْ

9 

 ٝقً٘ صٍلائٜ ثبىغخشٝخ ٍْٜ ػْذٍب اؽذس ثبلاّغيٞضٝخ     

 

10 

 اىطيجخ ٖٝزَُ٘ ثبلاّغيٞضٝخ فقؾ لاعشاء الاٍزؾبُ      

 

 11  

ُ أرؾذس الاّغيٞضٝخ ٍغ أشخبص أعبّت       12 أؽت أ

ذسط لا ٝؤصش ػيٚ ٍشبسمزٜ       عْظ اىَ

 

13 

شبسمخ فٜ ؽظخ الاّغيٞضٝخ ػْذٍب ٝنُ٘       اشؼش ثبىشاؽخ فٜ اىَ

ذسط رمش  اىَ

14 

شبسمخ فٜ ؽظخ الاّغيٞضٝخ ػْذٍب ٝنُ٘       اشؼش ثبىشاؽخ فٜ اىَ

ذسط أّضٚ  اىَ

15 

 16 سغجزٜ فٜ اىزنيٌ ثبلاّغيٞضٝخ امجش ٍِ سغجزٜ فٜ اىنزبثخ اٗ اىقشاءح     



 

أقً٘ ثبىغي٘ط فٜ أخش اىظف.حؽزٚ لا أشبسك فٜ ؽظخ الإّغيٞضٛ       
 

17 

  ٍغ الأعزبر خبسط اىقبػخحاشؼش  ثبىخ٘ف ٍِ اىزنيٌ ثبلإّغيٞضٛ     

 

18 

ُ ٝنّ٘٘ا ٍ٘ػ٘ػِٞٞ ػْذ رقٌ٘ٝ الاٍزؾب       19  اىشفُ٘ٛلا َٝنِ ىلأعبرزح أ

 

 

 

شكسا جزٌلا لتعاونكن  

 

 

 

 

 

 

 

 


