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Ahmed Aldyab”

Abstract: This study aims to examine the impact of foreign language anxiety and psychological factors on the
development of speaking skills among learners of Arabic as a foreign language. To achieve this objective, it
reviews the relevant educational and psychological literature and analyzes the major factors influencing
learners’ oral performance. The study is based on the premise that foreign language anxiety is one of the most
significant obstacles limiting learners’ ability to use Arabic effectively in communicative situations. It often
leads to hesitation, reduced self-confidence, and avoidance of oral participation, even among learners who
possess adequate linguistic knowledge. The study also explores the role of key psychological factors, including
motivation, self-efficacy, and self-confidence, in fostering speaking skills and enhancing communicative
competence. Furthermore, it examines a range of educational and psychological strategies that contribute to
reducing language anxiety, such as creating a safe and supportive learning environment, implementing
communicative activities and cooperative learning, providing positive feedback and formative assessment, and
integrating digital technologies and artificial intelligence to offer interactive, low-anxiety speaking
opportunities that encourage repeated practice and autonomous learning. The findings suggest that the
development of speaking skills depends not only on learners’ linguistic knowledge but also on learning
environments that address their psychological needs, strengthen self-confidence, and reduce sources of anxiety.
The study further emphasizes that integrating contemporary pedagogical approaches with digital technologies
can improve speaking fluency, increase learners’ motivation, and enhance their communicative competence in
real-life contexts. Finally, it recommends incorporating psychological dimensions into Arabic language
teaching programs for non-native speakers and providing teachers with training in supportive instructional
strategies that reduce language anxiety and promote active oral participation, thereby improving the overall
quality of Arabic language education.
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Oz: Bu galisma, yabanc dil olarak Arapga dgrenen bireylerde dil kaygist ve psikolojik faktorlerin konusma
becerisinin gelistirilmesi iizerindeki etkisini incelemeyi amaglamaktadir. Bu dogrultuda, konuya iligkin
egitimsel ve psikolojik alanyazin gozden gegirilmis, sozlii performans: etkileyen baglica faktorler analiz
edilmistir. Caligma, dil kaygisinin d6grencilerin Arapgayi iletisimsel ortamlarda kullanma becerisini sinirlayan
en 6nemli engellerden biri oldugu varsayimina dayanmaktadir. Dil kaygist; tereddiit, 6zgiliven eksikligi ve sozlii
iletisime katilmaktan kaginma gibi olumsuz sonuglara yol agmakta, hatta yeterli dil bilgisine sahip dgrencilerin
bile konusma performansini olumsuz etkileyebilmektedir. Ayrica aragtirmada motivasyon, 6z yeterlik ve
Ozgiiven gibi psikolojik faktdrlerin konusma becerisinin gelistirilmesi ve iletisimsel yeterligin artirilmasindaki
rolii ele alinmaktadir. Bunun yaninda, dil kaygisini azaltmaya katki saglayan baslica egitimsel ve psikolojik
stratejiler incelenmistir. Bu stratejiler arasinda giivenli ve iletisimi tesvik eden Ogrenme ortamlarinin
olusturulmasi, iletisimsel etkinliklerin ve isbirlikli 6grenmenin kullanilmasi, olumlu geri bildirim ile
destekleyici bicimlendirici degerlendirme uygulamalarinin benimsenmesi ve etkilesimli konugsma ortamlari
sunan dijital teknolojiler ile yapay zeka uygulamalarindan yararlanilmasi yer almaktadir. Caligsma, konugma
becerisinin gelistirilmesinin yalnizca dilsel bilginin kazandirilmasina bagli olmadigini; ayni zamanda
ogrencilerin psikolojik gereksinimlerini dikkate alan, 6zgiliveni destekleyen ve kaygi kaynaklarini azaltan
O6grenme ortamlarinin  olusturulmasini  gerektirdigi sonucuna ulagmistir. Ayrica, c¢agdas Ogretim
yaklagimlarmin dijital teknolojilerle biitlinlestirilmesinin akicilii gelistirdigi, 6grencilerin motivasyonunu
artirdig ve farkli iletisim durumlarinda sozlIi iletisim kurma yeterliklerini giiglendirdigi vurgulanmaktadir. Son
olarak caligma, Arapganin yabanci dil olarak 6gretimi programlarinda psikolojik boyutlarin daha fazla dikkate
alinmasimi ve 6gretmenlerin dil kaygisini azaltan, sozIi katilimi tesvik eden 6gretim stratejileri konusunda
yetistirilmesini 6nermektedir.

Anahtar Kelimeler: Dil kaygisi, psikolojik faktorler, konugma becerisi, yabanci dil olarak Arapga 6gretimi,
iletisimsel yeterlik.
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Structured Abstract:

The development of speaking skills is widely recognized as one of the most challenging aspects of
learning a foreign language. This challenge is particularly evident among learners of Arabic as aforeign
language, where linguistic complexity, limited opportunities for authentic communication, and various
psychological barriers often hinder oral language development. While linguistic competence remains
afundamental requirement for successful communication, research increasingly emphasizes that psychological
variables significantly influence learners’ willingness and ability to speak. Among these variables, foreign
language anxiety has been identified as one of the strongest predictors of learners’ oral performance.
Consequently, understanding the relationship between language anxiety, psychological factors, and speaking
skill development has become an essential area of inquiry in language education.

This study investigates the impact of foreign language anxiety and psychological factors on the
development of speaking skills among learners of Arabic as a foreign language. It provides a comprehensive
review of educational and psychological literature to explain how affective variables influence learners' oral
communication and explores pedagogical strategies that can minimize anxiety while enhancing communicative
competence. Rather than focusing solely on linguistic knowledge, the study adopts aholistic perspective that
considers cognitive, emotional, social, and technological dimensions of language learning.

Foreign language anxiety is generally understood as asituation-specific form of anxiety associated
with learning and using a second or foreign language. It frequently manifests through nervousness, fear of
making mistakes, communication apprehension, test anxiety, and concerns about negative evaluation by
teachers or peers. These emotional reactions often prevent learners from actively participating in classroom
discussions despite possessing adequate grammatical knowledge and vocabulary. As a result, learners may
hesitate before speaking, produce shorter and less complex utterances, avoid interaction altogether, or remain
silent during communicative activities. Such behaviors ultimately slow the development of speaking
proficiency and reduce learners' confidence in their communicative abilities.

In addition to language anxiety, the study highlights the significant influence of several psychological
factors on speaking performance. Motivation plays a central role in sustaining learners’ engagement with
communicative activities and encouraging persistence despite linguistic difficulties. Self-confidence enables
learners to express themselves more freely without excessive concern about making mistakes, whereas self-
efficacy—the belief in one's capability to perform specific language tasks—encourages learners to participate
actively in oral communication and persevere when facing challenges. These psychological variables interact
dynamically with language anxiety; increased confidence and self-efficacy generally contribute to lower
anxiety levels, while excessive anxiety tends to weaken motivation and reduce learners’ willingness to
communicate.

The study further examines several pedagogical strategies designed to reduce language anxiety and
facilitate speaking skill development. One of the most important approaches involves creating a safe,
supportive, and communicative classroom environment. In such environments, mistakes are viewed as natural
components of the learning process rather than indicators of failure. Teachers play a crucial role by encouraging
participation, delaying corrective feedback until learners complete their ideas, and emphasizing successful
communication over grammatical perfection. This supportive atmosphere enables learners to experiment with
language, express their ideas more confidently, and gradually overcome their fear of speaking.

Another effective strategy discussed in the study is the integration of communicative activities and
cooperative learning. Communicative language teaching emphasizes meaningful interaction through authentic
or simulated real-life situations, allowing learners to use language as a tool for communication rather than
merely studying grammatical rules. Activities such as role-playing, problem-solving tasks, pair work,
interviews, discussions, and collaborative projects provide learners with repeated opportunities to practice
speaking in meaningful contexts. Cooperative learning further reduces anxiety by encouraging students to work
together in small groups, where they can support one another, exchange ideas, and learn from peer interaction
within a less threatening environment.

The study also emphasizes the importance of positive feedback and supportive assessment practices.
Constructive feedback that recognizes learners’ strengths before addressing areas for improvement contributes
significantly to building self-confidence and maintaining motivation. Instead of emphasizing errors, teachers
are encouraged to provide corrective feedback in ways that preserve learners' willingness to communicate.
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Likewise, formative assessment, self-assessment, and peer assessment are presented as valuable alternatives to
traditional summative evaluation. These assessment approaches focus on continuous improvement rather than
judgment, helping learners monitor their progress while reducing evaluation-related anxiety.

An important contribution of this study is its discussion of digital technologies and artificial
intelligence as innovative tools for supporting speaking development. Recent advances in educational
technology have created new opportunities for learners to practice oral communication in interactive and low-
anxiety environments. Artificial intelligence-powered conversational systems, virtual tutors, speech
recognition applications, and intelligent chatbots enable learners to engage in authentic dialogues, receive
immediate feedback, and repeat speaking tasks without fear of embarrassment or negative social evaluation.
These technologies also offer adaptive learning experiences by adjusting task difficulty according to learners’
proficiency levels, thereby promoting gradual improvement and enhancing learners' confidence. Furthermore,
digital platforms facilitate autonomous learning by allowing students to practice speaking anytime and
anywhere, extending language exposure beyond the classroom.

The integration of traditional classroom instruction with digital learning environments is another
significant aspect addressed in the study. Blended learning approaches combine teacher guidance with
technology-assisted practice, enabling learners to benefit from both human interaction and individualized
digital support. For example, learners may complete Al-assisted speaking exercises outside class and
subsequently participate in classroom discussions that reinforce and expand the acquired language skills. Such
integration provides a balanced learning experience that strengthens communicative competence while
minimizing psychological barriers.

Overall, the study concludes that the successful development of speaking skills among learners of
Arabic as aforeign language depends not only on linguistic instruction but also on addressing learners’
psychological needs. Reducing foreign language anxiety, strengthening motivation, promoting self-confidence,
and enhancing self-efficacy are all essential components of effective language teaching. Educational practices
that foster supportive classroom environments, employ communicative and cooperative learning strategies,
provide constructive feedback, and integrate digital technologies can significantly improve learners’ oral
performance and communicative competence.

Finally, the study recommends that Arabic language teaching programs place greater emphasis on
psychological dimensions alongside linguistic objectives. Teacher education programs should prepare
instructors to recognize signs of language anxiety and implement evidence-based strategies that encourage oral
participation and emotional well-being. Additionally, curriculum designers are encouraged to integrate
communicative activities, formative assessment, and artificial intelligence applications into Arabic language
instruction. Future empirical research is also recommended to investigate the long-term effectiveness of Al-
supported speaking instruction and to examine the relationships between psychological variables and speaking
performance among diverse populations of Arabic language learners. Such efforts will contribute to improving
both the quality and effectiveness of Arabic language education in increasingly diverse and technology-
enhanced learning environments.

Keywords: Foreign language anxiety, psychological factors, speaking skills, Arabic as a foreign
language, communicative competence.
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Résumé Structuré:

Le développement des compétences orales est largement reconnu comme 1’un des aspects les plus
difficiles de I’apprentissage d’une langue étrangere. Ce défi apparait particulierement chez les apprenants de
’arabe langue étrangere, ou la complexité linguistique, le manque d’occasions de communication authentique
et divers obstacles psychologiques entravent souvent 1’acquisition de la compétence orale. Bien que la
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compétence linguistique demeure une exigence fondamentale pour une communication réussie, les recherches
soulignent de plus en plus que les variables psychologiques influencent de maniére significative la volonté et
la capacité des apprenants a parler. Parmi ces variables, I’anxiété lie a ’apprentissage d’une langue étrangére
a ¢té identifiée comme 'un des prédicteurs les plus puissants de la performance orale. Par conséquent,
comprendre la relation entre 1’anxiété linguistique, les facteurs psychologiques et le développement des
compétences orales est devenu un domaine essentiel d’investigation en didactique des langues.

Cette étude examine I’impact de ’anxiété linguistique et des facteurs psychologiques sur le
développement des compétences orales chez les apprenants de 1’arabe langue étrangére. Elle propose une revue
approfondie de la littérature éducative et psychologique afin d’expliquer comment les variables affectives
influencent la communication orale des apprenants et explore des stratégies pédagogiques visant a réduire
I’anxiété tout en renforgant la compétence communicative. Plutét que de se concentrer uniquement sur la
connaissance linguistique, 1’étude adopte une perspective holistique qui prend en compte les dimensions
cognitives, émotionnelles, sociales et technologiques de 1’apprentissage des langues.

L’anxiété linguistique est généralement comprise comme une forme situationnelle d’anxiété associée
a ’apprentissage et a I’utilisation d’une langue seconde ou étrangére. Elle se manifeste fréquemment par de la
nervosité, la peur de commettre des erreurs, I’appréhension de la communication, 1’anxiété liée aux tests et la
crainte d’une évaluation négative par les enseignants ou les pairs. Ces réactions émotionnelles empéchent
souvent les apprenants de participer activement aux discussions en classe malgré une maitrise suffisante de la
grammaire et du vocabulaire. En conséquence, les apprenants peuvent hésiter avant de parler, produire des
énoncés plus courts et moins complexes, éviter l’interaction ou rester silencieux lors des activités
communicatives. Ces comportements ralentissent le développement de la compétence orale et réduisent la
confiance des apprenants dans leurs capacités communicatives.

Outre ’anxiété linguistique, 1’étude met en évidence 1’influence significative de plusieurs facteurs
psychologiques sur la performance orale. La motivation joue un réle central dans le maintien de 1’engagement
des apprenants dans les activités communicatives et les encourage a persévérer malgré les difficultés
linguistiques. La confiance en soi permet aux apprenants de s’exprimer plus librement sans crainte excessive
de Dlerreur, tandis que 1’auto-efficacité—Ila croyance en sa capacité a accomplir des tAches linguistiques
spécifiques—favorise une participation active a la communication orale et la persévérance face aux défis. Ces
variables psychologiques interagissent dynamiquement avec I’anxiété linguistique : une confiance et une auto-
efficacité accrues contribuent généralement a réduire 1’anxiété, tandis qu’une anxiété excessive tend a affaiblir
la motivation et a diminuer la volonté de communiquer.

L’étude examine également plusieurs stratégies pédagogiques congues pour réduire 1’anxiété
linguistique et faciliter le développement des compétences orales. L’une des approches les plus importantes
consiste a créer un environnement de classe stir, favorable et communicatif. Dans de tels environnements, les
erreurs sont pergues comme des éléments naturels du processus d’apprentissage plutét que comme des signes
d’échec. Les enseignants jouent un rdle crucial en encourageant la participation, en différant la correction
jusqu’a ce que les apprenants aient terminé leurs idées, et en mettant 1’accent sur la réussite communicative
plutot que sur la perfection grammaticale. Cette atmosphére de soutien permet aux apprenants d’expérimenter
la langue, d’exprimer leurs idées avec plus de confiance et de surmonter progressivement leur peur de parler.

Une autre stratégie efficace discutée dans 1’étude est ’intégration d’activités communicatives et de
I’apprentissage coopératif. L’enseignement communicatif des langues met I’accent sur [’interaction
significative a travers des situations authentiques ou simulées, permettant aux apprenants d’utiliser la langue
comme outil de communication plutét que de se limiter a I’étude des régles grammaticales. Des activités telles
que les jeux de role, les taches de résolution de problémes, le travail en bindme, les entretiens, les discussions
et les projets collaboratifs offrent aux apprenants des occasions répétées de pratiquer 1’expression orale dans
des contextes significatifs. L’ apprentissage coopératif réduit davantage 1’anxiété en encourageant les étudiants
a travailler ensemble en petits groupes, ou ils peuvent s’entraider, échanger des idées et apprendre par
I’interaction entre pairs dans un environnement moins menagant.

L’étude souligne également I’importance du feedback positif et des pratiques d’évaluation favorables.
Un retour constructif qui met en valeur les points forts des apprenants avant d’aborder les aspects a améliorer
contribue de manicre significative a renforcer la confiance en soi et & maintenir la motivation. Plutot que de
mettre ’accent sur les erreurs, les enseignants sont encouragés a fournir un feedback correctif de maniére a
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préserver la volonté de communiquer. De méme, 1’évaluation formative, 1’auto-évaluation et I’évaluation par
les pairs sont présentées comme des alternatives précieuses a 1’évaluation sommative traditionnelle. Ces
approches d’évaluation privilégient ’amélioration continue plutét que le jugement, aidant les apprenants a
suivre leurs progres tout en réduisant I’anxiété liée a 1’évaluation.

Une contribution importante de cette étude réside dans sa discussion des technologies numériques et
de I’intelligence artificielle en tant qu’outils innovants pour soutenir le développement de 1’expression orale.
Les avancées récentes en technologie éducative ont créé de nouvelles opportunités pour les apprenants de
pratiquer la communication orale dans des environnements interactifs et a faible anxiété. Les systémes
conversationnels alimentés par I’intelligence artificielle, les tuteurs virtuels, les applications de reconnaissance
vocale et les chatbots intelligents permettent aux apprenants de participer a des dialogues authentiques, de
recevoir un feedback immédiat et de répéter les taches orales sans crainte de géne ou d’évaluation sociale
négative. Ces technologies offrent également des expériences d’apprentissage adaptatives en ajustant la
difficulté des taches au niveau de compétence des apprenants, favorisant ainsi une amélioration progressive et
renforcant la confiance. En outre, les plateformes numériques facilitent I’apprentissage autonome en permettant
aux ¢étudiants de pratiquer 1’expression orale a tout moment et en tout lieu, élargissant I’exposition a la langue
au-dela de la salle de classe.

L’intégration de I’enseignement traditionnel en classe avec les environnements numériques constitue
un autre aspect significatif abordé dans 1’étude. Les approches d’apprentissage hybride combinent
I’encadrement de 1’enseignant avec la pratique assistée par la technologie, permettant aux apprenants de
bénéficier a la fois de ’interaction humaine et du soutien numérique individualisé. Par exemple, les apprenants
peuvent réaliser des exercices oraux assistés par I’IA en dehors de la classe, puis participer a des discussions
en classe qui renforcent et élargissent les compétences acquises. Cette intégration offre une expérience
d’apprentissage équilibrée qui renforce la compétence communicative tout en réduisant les obstacles
psychologiques.

Dans I’ensemble, 1’étude conclut que le développement réussi des compétences orales chez les
apprenants de 1’arabe langue étrangére dépend non seulement de I’enseignement linguistique, mais aussi de la
prise en compte des besoins psychologiques des apprenants. Réduire 1’anxiété linguistique, renforcer la
motivation, promouvoir la confiance en soi et améliorer 1’auto-efficacité sont autant de composantes
essentielles d’un enseignement efficace des langues. Les pratiques éducatives qui favorisent des
environnements de classe soutenants, emploient des stratégies communicatives et coopératives, fournissent un
feedback constructif et intégrent les technologies numériques peuvent améliorer de maniére significative la
performance orale et la compétence communicative des apprenants.

Enfin, I’étude recommande que les programmes d’enseignement de 1’arabe accordent une plus grande
importance aux dimensions psychologiques parallélement aux objectifs linguistiques. Les programmes de
formation des enseignants devraient préparer les instructeurs a reconnaitre les signes d’anxiété linguistique et
a mettre en ceuvre des stratégies fondées sur des preuves qui encouragent la participation orale et le bien-étre
émotionnel. De plus, les concepteurs de programmes sont encouragés a intégrer des activités communicatives,
I’évaluation formative et les applications d’intelligence artificielle dans 1’enseignement de 1’arabe. Des
recherches empiriques futures sont également recommandées pour examiner 1’efficacité a long terme de
I’enseignement oral assisté par I’IA et pour étudier les relations entre les variables psychologiques et la
performance orale chez des populations diverses d’apprenants de I’arabe. Ces efforts contribueront a améliorer
la qualité et I’efficacité de ’enseignement de 1’arabe dans des environnements d’apprentissage de plus en plus
diversifiés et enrichis par la technologie.

Mots-clés: Anxiété liée a DI’apprentissage d’une langue étrangere ; facteurs psychologiques ;
compétences orales ; arabe langue étrangére ; compétence communicative.

Strukturierte Zusammenfassung:

Die Entwicklung miindlicher Fertigkeiten gilt weithin als eine der groten Herausforderungen beim
Erlernen einer Fremdsprache. Dieses Problem zeigt sich besonders bei Lernenden des Arabischen als
Fremdsprache, wo sprachliche Komplexitit, begrenzte Mdglichkeiten zur authentischen Kommunikation und
verschiedene psychologische Barrieren die Entwicklung der Sprechfertigkeit hdufig behindern. Obwohl
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sprachliche Kompetenz eine grundlegende Voraussetzung fiir erfolgreiche Kommunikation bleibt, betonen
Forschungsarbeiten zunehmend, dass psychologische Variablen den Willen und die Fahigkeit der Lernenden
zu sprechen maligeblich beeinflussen. Unter diesen Variablen wurde die Fremdsprachenangst als einer der
stirksten Préadiktoren fiir die miindliche Leistung identifiziert. Daher ist das Verstindnis der Beziehung
zwischen Sprachangst, psychologischen Faktoren und der Entwicklung miindlicher Fertigkeiten zu einem
zentralen Forschungsfeld in der Sprachdidaktik geworden.

Diese Studie untersucht den Einfluss von Fremdsprachenangst und psychologischen Faktoren auf die
Entwicklung miindlicher Fertigkeiten bei Lernenden des Arabischen als Fremdsprache. Sie bietet eine
umfassende Ubersicht iiber piddagogische und psychologische Literatur, um zu erkliren, wie affektive
Variablen die miindliche Kommunikation beeinflussen, und sie erkundet didaktische Strategien, die Angst
reduzieren und gleichzeitig die kommunikative Kompetenz fordern. Anstatt sich ausschlieBlich auf
sprachliches Wissen zu konzentrieren, verfolgt die Studie eine ganzheitliche Perspektive, die kognitive,
emotionale, soziale und technologische Dimensionen des Sprachenlernens beriicksichtigt.

Fremdsprachenangst wird allgemein als situationsspezifische Form der Angst verstanden, die mit dem
Lernen und Verwenden einer zweiten oder fremden Sprache verbunden ist. Sie duf3ert sich hdufig in Nervositit,
Angst vor Fehlern, Kommunikationshemmungen, Priifungsangst und Sorgen iiber negative Bewertungen durch
Lehrkrifte oder Mitlernende. Diese emotionalen Reaktionen hindern Lernende oft daran, aktiv an Diskussionen
im Unterricht teilzunehmen, obwohl sie iiber ausreichende grammatische Kenntnisse und Wortschatz verfiigen.
Infolgedessen zégern Lernende vor dem Sprechen, produzieren kiirzere und weniger komplexe AuBerungen,
vermeiden Interaktionen oder bleiben wihrend kommunikativer Aktivititen schweigsam. Solche
Verhaltensweisen verlangsamen letztlich die Entwicklung der Sprechfertigkeit und mindern das Vertrauen in
die eigenen kommunikativen Fahigkeiten.

Neben der Sprachangst hebt die Studie den bedeutenden Einfluss mehrerer psychologischer Faktoren
auf die Sprechleistung hervor. Motivation spielt eine zentrale Rolle bei der Aufrechterhaltung des Engagements
der Lernenden in kommunikativen Aktivititen und ermutigt sie zur Ausdauer trotz sprachlicher
Schwierigkeiten. Selbstvertrauen ermdglicht es den Lernenden, sich freier auszudriicken, ohne {iberméBige
Angst vor Fehlern, wihrend Selbstwirksamkeit—der Glaube an die eigene Fahigkeit, bestimmte sprachliche
Aufgaben zu bewiltigen—die aktive Teilnahme an miindlicher Kommunikation fordert und die Beharrlichkeit
bei Herausforderungen stérkt. Diese psychologischen Variablen interagieren dynamisch mit Sprachangst:
gesteigertes Selbstvertrauen und Selbstwirksamkeit tragen im Allgemeinen zur Verringerung der Angst bei,
wihrend iiberméBige Angst die Motivation schwécht und die Bereitschaft zur Kommunikation reduziert.

Die Studie untersucht ferner verschiedene didaktische Strategien zur Verringerung der Sprachangst
und zur Férderung der Entwicklung miindlicher Fertigkeiten. Eine der wichtigsten Ansétze besteht darin, ein
sicheres, unterstiitzendes und kommunikatives Klassenumfeld zu schaffen. In solchen Umgebungen werden
Fehler als natiirliche Bestandteile des Lernprozesses und nicht als Anzeichen von Misserfolg betrachtet.
Lehrkrifte spielen eine entscheidende Rolle, indem sie die Teilnahme férdern, korrektives Feedback bis zum
Abschluss der Ideen hinauszogern und erfolgreiche Kommunikation stirker betonen als grammatische
Perfektion. Diese unterstiitzende Atmosphire ermoglicht es den Lernenden, mit Sprache zu experimentieren,
ihre Ideen selbstbewusster auszudriicken und ihre Angst vor dem Sprechen schrittweise zu iiberwinden.

Eine weitere wirksame Strategie, die in der Studie diskutiert wird, ist die Integration kommunikativer
Aktivitdten und kooperativen Lernens. Der kommunikative Sprachunterricht betont sinnvolle Interaktion durch
authentische oder simulierte Situationen des Alltags, wodurch Lernende Sprache als Kommunikationsmittel
und nicht nur als Gegenstand grammatischer Regeln verwenden. Aktivititen wie Rollenspiele,
Problemldsungsaufgaben, Partnerarbeit, Interviews, Diskussionen und kollaborative Projekte bieten den
Lernenden wiederholte Gelegenheiten, das Sprechen in sinnvollen Kontexten zu iiben. Kooperatives Lernen
reduziert die Angst zusétzlich, indem es die Zusammenarbeit in kleinen Gruppen fordert, in denen Lernende
einander unterstiitzen, Ideen austauschen und durch Peer-Interaktion in einer weniger bedrohlichen Umgebung
lernen.

Die Studie betont auBerdem die Bedeutung von positivem Feedback und unterstiitzenden
Bewertungspraktiken. Konstruktives Feedback, das die Stirken der Lernenden hervorhebt, bevor auf
Verbesserungsbereiche eingegangen wird, trigt wesentlich zum Aufbau von Selbstvertrauen und zur
Aufrechterhaltung der Motivation bei. Anstatt Fehler zu betonen, werden Lehrkrifte ermutigt, korrektives
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Feedback so zu geben, dass die Kommunikationsbereitschaft erhalten bleibt. Ebenso werden formative
Bewertung, Selbsteinschéitzung und Peer-Assessment als wertvolle Alternativen zur traditionellen summativen
Bewertung vorgestellt. Diese Bewertungsansitze konzentrieren sich auf kontinuierliche Verbesserung statt auf
Urteil, helfen den Lernenden, ihren Fortschritt zu {iberwachen und reduzieren die angstbedingte Belastung
durch Bewertungen.

Ein wichtiger Beitrag dieser Studie ist die Diskussion digitaler Technologien und kiinstlicher
Intelligenz als innovativer Werkzeuge zur Unterstiitzung der Sprechentwicklung. Jiingste Fortschritte in der
Bildungstechnologie haben neue Moglichkeiten geschaffen, miindliche Kommunikation in interaktiven und
angstarmen  Umgebungen zu  iben.  Kl-gestiitzte = Gesprachssysteme,  virtuelle  Tutoren,
Spracherkennungsanwendungen und intelligente Chatbots ermdglichen es den Lernenden, an authentischen
Dialogen teilzunehmen, sofortiges Feedback zu erhalten und Sprechaufgaben ohne Angst vor Peinlichkeit oder
negativer sozialer Bewertung zu wiederholen. Diese Technologien bieten zudem adaptive Lernerfahrungen,
indem sie die Schwierigkeit der Aufgaben an das Niveau der Lernenden anpassen, wodurch schrittweise
Verbesserungen gefordert und das Selbstvertrauen gestirkt wird. Dariiber hinaus erleichtern digitale
Plattformen autonomes Lernen, indem sie den Lernenden ermoglichen, jederzeit und iiberall zu iiben und so
die Sprachpraxis iiber den Klassenraum hinaus zu erweitern.

Die Integration traditioneller Klasseninstruktion mit digitalen Lernumgebungen ist ein weiterer
bedeutender Aspekt, der in der Studie behandelt wird. Blended-Learning-Ansitze kombinieren die Anleitung
durch Lehrkréfte mit technologiegestiitzter Praxis, sodass Lernende sowohl von menschlicher Interaktion als
auch von individueller digitaler Unterstiitzung profitieren. Beispielsweise konnen Lernende KI-gestiitzte
Sprechiibungen auBerhalb des Unterrichts absolvieren und anschlieBend an Klassendiskussionen teilnehmen,
die die erworbenen Sprachfertigkeiten vertiefen und erweitern. Diese Integration bietet ein ausgewogenes
Lernerlebnis, das die kommunikative Kompetenz stiarkt und psychologische Barrieren minimiert.

Insgesamt kommt die Studie zu dem Schluss, dass die erfolgreiche Entwicklung miindlicher
Fertigkeiten bei Lernenden des Arabischen als Fremdsprache nicht nur von sprachlicher Unterweisung
abhingt, sondern auch von der Beriicksichtigung psychologischer Bediirfnisse. Die Verringerung der
Sprachangst, die Stirkung der Motivation, die Forderung des Selbstvertrauens und die Verbesserung der
Selbstwirksamkeit sind wesentliche Bestandteile eines effektiven Sprachunterrichts. Padagogische Praktiken,
die unterstiitzende Klassenumgebungen schaffen, kommunikative und kooperative Lernstrategien einsetzen,
konstruktives Feedback geben und digitale Technologien integrieren, konnen die miindliche Leistung und die
kommunikative Kompetenz der Lernenden erheblich verbessern.

AbschlieBend empfiehlt die Studie, dass Programme zum Arabischunterricht psychologischen
Dimensionen neben sprachlichen Zielen grofiere Bedeutung beimessen. Lehrerausbildungsprogramme sollten
Lehrkrafte darauf vorbereiten, Anzeichen von Sprachangst zu erkennen und evidenzbasierte Strategien
umzusetzen, die miindliche Teilnahme und emotionales Wohlbefinden foérdern. Dariiber hinaus werden
Curriculum-Designer ermutigt, kommunikative Aktivititen, formative Bewertung und KI-Anwendungen in
den Arabischunterricht zu integrieren. Zukiinftige empirische Forschung wird ebenfalls empfohlen, um die
langfristige Wirksamkeit Kl-gestiitzter Sprechiibungen zu untersuchen und die Beziehungen zwischen
psychologischen Variablen und Sprechleistung bei unterschiedlichen Gruppen von Arabischlernenden zu
analysieren. Solche Bemiihungen werden dazu beitragen, die Qualitdt und Effektivitit des Arabischunterrichts
in zunehmend vielfiltigen und technologiegestiitzten Lernumgebungen zu verbessern.

Schliisselbegriffe: Fremdsprachenangst; psychologische Faktoren; Sprechfertigkeiten; Arabisch als
Fremdsprache; kommunikative Kompetenz.

Resumen Estructurado:

El desarrollo de las destrezas orales se reconoce ampliamente como uno de los aspectos mas
desafiantes del aprendizaje de una lengua extranjera. Este desafio resulta particularmente evidente entre los
estudiantes de arabe como lengua extranjera, donde la complejidad lingiiistica, las limitadas oportunidades de
comunicacion auténtica y diversas barreras psicologicas suelen obstaculizar el progreso en la expresion oral.
Aunque la competencia lingiiistica sigue siendo un requisito fundamental para la comunicacion eficaz, la
investigacion enfatiza cada vez mas que las variables psicologicas influyen de manera significativa en la
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disposicion y la capacidad de los estudiantes para hablar. Entre estas variables, la ansiedad ante la lengua
extranjera ha sido identificada como uno de los predictores mas sdlidos del rendimiento oral. En consecuencia,
comprender la relacion entre la ansiedad lingiiistica, los factores psicoldgicos y el desarrollo de las destrezas
orales se ha convertido en un d&mbito esencial de investigacion en la enseflanza de lenguas.

Este estudio investiga el impacto de la ansiedad lingiiistica y de los factores psicologicos en el
desarrollo de las destrezas orales entre los estudiantes de arabe como lengua extranjera. Ofrece una revision
exhaustiva de la literatura educativa y psicologica para explicar como las variables afectivas influyen en la
comunicacion oral de los estudiantes y explora estrategias pedagogicas que pueden minimizar la ansiedad al
tiempo que potencian la competencia comunicativa. En lugar de centrarse inicamente en el conocimiento
lingiiistico, el estudio adopta una perspectiva holistica que considera las dimensiones cognitivas, emocionales,
sociales y tecnoldgicas del aprendizaje de lenguas.

La ansiedad lingiiistica se entiende generalmente como una forma situacional de ansiedad asociada al
aprendizaje y uso de una segunda lengua o lengua extranjera. Se manifiesta con frecuencia a través de
nerviosismo, miedo a cometer errores, aprension comunicativa, ansiedad ante los examenes y preocupacion
por la evaluacion negativa de docentes o compafieros. Estas reacciones emocionales suelen impedir que los
estudiantes participen activamente en las discusiones en clase, a pesar de poseer conocimientos gramaticales y
léxicos suficientes. Como resultado, los estudiantes pueden dudar antes de hablar, producir enunciados mas
breves y menos complejos, evitar la interaccion por completo o permanecer en silencio durante las actividades
comunicativas. Tales comportamientos ralentizan el desarrollo de la competencia oral y reducen la confianza
de los estudiantes en sus capacidades comunicativas.

Ademas de la ansiedad lingiiistica, el estudio destaca la influencia significativa de varios factores
psicologicos en el rendimiento oral. La motivacion desempefia un papel central en el mantenimiento del
compromiso de los estudiantes con las actividades comunicativas y en el estimulo de la perseverancia a pesar
de las dificultades lingiiisticas. La confianza en si mismos les permite expresarse con mayor libertad sin
preocuparse excesivamente por los errores, mientras que la autoeficacia—Ila creencia en la propia capacidad
para realizar tareas lingiiisticas especificas—fomenta la participacion activa en la comunicacion oral y la
perseverancia frente a los retos. Estas variables psicologicas interactuan dindmicamente con la ansiedad
lingiiistica: una mayor confianza y autoeficacia suelen contribuir a reducir los niveles de ansiedad, mientras
que una ansiedad excesiva tiende a debilitar la motivacion y disminuir la disposiciéon a comunicarse.

El estudio examina asimismo diversas estrategias pedagdgicas disefiadas para reducir la ansiedad
lingiiistica y facilitar el desarrollo de las destrezas orales. Una de las aproximaciones mas importantes consiste
en crear un entorno de clase seguro, de apoyo y comunicativo. En tales entornos, los errores se consideran
componentes naturales del proceso de aprendizaje y no indicadores de fracaso. Los docentes desempefian un
papel crucial al fomentar la participacion, retrasar la retroalimentacion correctiva hasta que los estudiantes
concluyan sus ideas y enfatizar la comunicacion exitosa por encima de la perfeccion gramatical. Esta atmosfera
de apoyo permite a los estudiantes experimentar con la lengua, expresar sus ideas con mayor confianza y
superar gradualmente el miedo a hablar.

Otra estrategia eficaz discutida en el estudio es la integracion de actividades comunicativas y del
aprendizaje cooperativo. La enseflanza comunicativa de lenguas enfatiza la interaccion significativa mediante
situaciones auténticas o simuladas, permitiendo a los estudiantes usar la lengua como herramienta de
comunicacion en lugar de limitarse al estudio de reglas gramaticales. Actividades como juegos de rol, tareas
de resolucion de problemas, trabajo en parejas, entrevistas, debates y proyectos colaborativos brindan a los
estudiantes oportunidades repetidas para practicar la expresion oral en contextos significativos. El aprendizaje
cooperativo reduce aun mas la ansiedad al fomentar el trabajo en pequenos grupos, donde los estudiantes
pueden apoyarse mutuamente, intercambiar ideas y aprender de la interaccion entre pares en un entorno menos
amenazante.

El estudio subraya también la importancia de la retroalimentacion positiva y de las practicas de
evaluacion de apoyo. La retroalimentacion constructiva que reconoce las fortalezas de los estudiantes antes de
sefialar areas de mejora contribuye significativamente a reforzar la confianza en si mismos y a mantener la
motivacion. En lugar de enfatizar los errores, se anima a los docentes a proporcionar retroalimentacion
correctiva de manera que se preserve la disposicion a comunicarse. Del mismo modo, la evaluacion formativa,
la autoevaluacion y la evaluacion entre pares se presentan como alternativas valiosas a la evaluacion sumativa
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tradicional. Estos enfoques de evaluacion se centran en la mejora continua mas que en el juicio, ayudando a
los estudiantes a monitorear su progreso y a reducir la ansiedad relacionada con la evaluacion.

Una contribuciéon importante de este estudio es su discusion sobre las tecnologias digitales y la
inteligencia artificial como herramientas innovadoras para apoyar el desarrollo de la expresion oral. Los
avances recientes en tecnologia educativa han creado nuevas oportunidades para que los estudiantes practiquen
la comunicacion oral en entornos interactivos y de baja ansiedad. Los sistemas conversacionales impulsados
por inteligencia artificial, los tutores virtuales, las aplicaciones de reconocimiento de voz y los chatbots
inteligentes permiten a los estudiantes participar en didlogos auténticos, recibir retroalimentacion inmediata y
repetir tareas orales sin temor a la vergiienza o a la evaluacion social negativa. Estas tecnologias ofrecen ademas
experiencias de aprendizaje adaptativas al ajustar la dificultad de las tareas segun el nivel de competencia de
los estudiantes, promoviendo asi una mejora gradual y reforzando la confianza. Asimismo, las plataformas
digitales facilitan el aprendizaje auténomo al permitir que los estudiantes practiquen la expresion oral en
cualquier momento y lugar, ampliando la exposicion a la lengua mas alla del aula.

La integracion de la instruccion tradicional en el aula con entornos de aprendizaje digital constituye
otro aspecto significativo abordado en el estudio. Los enfoques de aprendizaje combinado (blended learning)
combinan la orientaciéon del docente con la practica asistida por tecnologia, permitiendo a los estudiantes
beneficiarse tanto de la interaccion humana como del apoyo digital individualizado. Por ejemplo, los
estudiantes pueden realizar ejercicios orales asistidos por IA fuera de clase y posteriormente participar en
discusiones en el aula que refuercen y amplien las destrezas adquiridas. Tal integracion proporciona una
experiencia de aprendizaje equilibrada que fortalece la competencia comunicativa y minimiza las barreras
psicologicas.

En conjunto, el estudio concluye que el desarrollo exitoso de las destrezas orales entre los estudiantes
de arabe como lengua extranjera depende no solo de la instruccion lingiiistica, sino también de la atencion a
las necesidades psicologicas de los estudiantes. Reducir la ansiedad lingiiistica, fortalecer la motivacion,
promover la confianza en si mismos y mejorar la autoeficacia son componentes esenciales de una ensefianza
eficaz de lenguas. Las practicas educativas que fomentan entornos de clase de apoyo, emplean estrategias
comunicativas y cooperativas, proporcionan retroalimentacion constructiva e integran tecnologias digitales
pueden mejorar significativamente el rendimiento oral y la competencia comunicativa de los estudiantes.

Finalmente, el estudio recomienda que los programas de ensefianza del arabe otorguen mayor énfasis
a las dimensiones psicoldgicas junto con los objetivos lingiiisticos. Los programas de formacion docente
deberian preparar a los instructores para reconocer signos de ansiedad lingiiistica ¢ implementar estrategias
basadas en evidencia que fomenten la participacion oral y el bienestar emocional. Asimismo, se anima a los
disefiadores curriculares a integrar actividades comunicativas, evaluacion formativa y aplicaciones de
inteligencia artificial en la ensefianza del arabe. Se recomienda también la investigacion empirica futura para
examinar la eficacia a largo plazo de la instruccion oral asistida por IA y para analizar las relaciones entre las
variables psicoldgicas y el rendimiento oral en poblaciones diversas de estudiantes de arabe. Tales esfuerzos
contribuirdn a mejorar tanto la calidad como la eficacia de la ensefianza del arabe en entornos de aprendizaje
cada vez mas diversos y enriquecidos por la tecnologia.

Palabras clave: ansiedad ante la lengua extranjera; factores psicologicos; destrezas orales; arabe
como lengua extranjera; competencia comunicativa.
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CrpykrypnpoBanHoe Pe3rome:

Pa3BuTre HaBBIKOB YCTHOM pedn NMPHU3HAETCS OJHUM M3 HaWOOJIEE CIIOJKHBIX ACHEKTOB W3YUYCHUS
HMHOCTPAHHOTO $3bIKA. JTa TPYJHOCTh OCOOCHHO 3aMETHA Yy M3yYarOUINX apaOCKUil S3bIK KaK WHOCTPAHHBIH,
TZie S3BIKOBAsl CIOXHOCTb, OTPAHMYCHHBIE BO3MOXKHOCTH JUI ayTEHTHYHOTO OOIICHHS W PAa3JINIHBIC
MICHXOJIOTHYECKHE Oaphephl YacTO IMPEISITCTBYIOT PAa3BUTHIO YCTHOM peun. XOTS S3bIKOBasl KOMIICTEHIIHS
ocraércst GyHIaMEHTAIBHBIM YCIOBUEM YCIIEIIHOW KOMMYHHKAIMHI, UCCIEI0BaHMS BCE Jalle MO IEPKUBAIOT,
YTO TCHXOJIOTHYECKHE IEPEMEHHBIC CYIIECTBEHHO BIMSIOT Ha TOTOBHOCTH M CIIOCOOHOCTb yYalMXCS
roBoputh. Cpean 3TUX HNEPEMEHHBIX TPEBOXKHOCTH NMPHU M3YYEHUU MHOCTPAHHOTO SI3bIKA ONpeAenseTcs Kak
OJIVH 13 HanboJiee CHIBHBIX NPEANKTOPOB YCTHOH ycrieBaeMocTH. ClieioBaTesIbHO, TOHUMaHHE B3aUMOCBS3H
MEXK/1Y SI3BIKOBO TPEBOKHOCTBIO, IICUXOJIOTMYECKUMHU (PaKTOPaMH M Pa3BUTHEM YCTHBIX HABBIKOB CTAHOBUTCS
Ba)KHEHIIIeH 001aCThI0 UCCIIE0OBaHNUs B cepe SI3bIKOBOr0 00pa3oBaHMsI.

Hacrosmee nccrienoBaHue paccMaTpUBaeT BIUSHHE S3BIKOBOM TPEBOKHOCTH M ICHXOJIOTMYECKHX
(hakTOpOB HA Pa3BUTHE YCTHBIX HABBIKOB y M3yYarONINX apaOCKHUH A3bIK KaKk MHOCTpaHHbIH. OHO mpearaer
BCECTOPOHHUI 0030p MEAaroruyecKoil M ICUXOJIOTHYECKON JUTEPaTyphl, OOBACHSAIOMNM, KaKUM 00pa3oM
apQeKTUBHBIE IIEPEMEHHBIC BO3ICHCTBYIOT Ha YCTHYI0O KOMMYHHKALMIO YYallUXCs, M HCCIEAyeT
Mearorumdeckue CTPaTeruy, CHOCOOHBIE MHUHMMHU3HPOBATh TPEBOXXKHOCTh W OJHOBPEMEHHO MOBBICHTH
KOMMYHHKAaTHBHYIO KOMIIETCHIHMIO. VIccienoBaHne NMPHUHUMAET LENIOCTHYIO MEPCIEKTHBY, YUUTHIBAIOIIYIO
KOTHUTHBHBIE, SMOIOHAIBHBIC, COLMATBHBIC I TEXHOJIOTHYECKNE N3MEPCHHUS N3YUCHHS SA3bIKA.

SI3bIKOBasi TPEBOXKHOCTh OOBIYHO MOHMMAeTCsl KakK CHTyalOHHO-cnenuduyeckas ¢dopma
TPEBOKHOCTH, CBSI3aHHAsA C M3yUYEHHEM U HCIOJIb30BAaHHEM BTOPOTO MJIM MHOCTPaHHOrO s3bika. OHa 4acTo
NPOSIBIAETCS. B BHJAE HEPBO3HOCTH, CTpaxa COBEPIIUTHh OIIMOKM, OMACEeHHH IO TMOBOLY OOIIEHHS,
9K3aMEHAIMOHHOHN TPEBOKHOCTU M OECHOKOWCTBA O HETATUBHOM OLIEHKE CO CTOPOHBI MperojaBarteneil nim
CBEPCTHHUKOB. DTH 3MOIMOHAIBHbIE PEAKLIUH MPEMATCTBYIOT aKTUBHOMY YYaCTHIO YUAIIHXCS B O0CYKICHUSX,
HECMOTpS Ha HAJIMYME JOCTATOUHBIX T'paMMaTHYECKUX 3HAHUM U CJIOBApHOro 3anaca. B pesynbrare yyamuecs
MOTYT KoJlleOaThCsl TEeped TeM, KaK 3arOBOPUTh, MPOM3BOIUTH 0Oojee KOPOTKHE M MEHee CIIOXKHBIC
BBICKa3bIBaHU, M30eraTh B3aWMOJICHCTBUS WM OCTABAaThCS MOJYAIUBHIMH BO BpeMsi KOMMYHHKaTHBHBIX
MeporpusThil. Takoe noBeAeHHE 3aMEMIISIET Pa3BUTUE YCTHOW PEYM M CHHXKAET YBEPEHHOCTh yYalIUXCs B
COOCTBEHHBIX KOMMYHHUKAaTHBHBIX CIIOCOOHOCTSIX.

[ToMHMO A3BIKOBOM TPEBOXKHOCTH, HUCCIEIOBAHME MOAYEPKHUBAET 3HAUMUTENILHOE BIUSHUE psija
MICUXOJIOTHYECKUX (DaKTOpPOB HAa YCTHYIO YCIIEBaeMOCTb. MOTHBAIMs HUrpaeT LEHTPAIbHYIO pOJb B
MOJICP’)KAaHNM BOBJICYEHHOCTH YYAIIUXCSI B KOMMYHHKAaTHBHBIE MEPONPHUATHA U TOOYXITaeT HX K
HACTOMYMBOCTH, HECMOTPSI Ha S3BIKOBBIE TPYJHOCTH. Y BEPEHHOCTh B ce0e MO3BOJISIET yYaIIUMCs CBOOOTHEE
BBIP@XKaTh CBOM MBICIIH 0€3 Upe3MEepHON 03a00UEHHOCTH OLIMOKaMu, TOra Kak caMo3((heKTUBHOCTh — Bepa
B COOCTBEHHYIO CITIOCOOHOCTH BBINIOJHATh KOHKPETHBIE S3bIKOBBIC 3371a4l — MOOYXK/IAET yYalluXcs aKTHBHO
Yy4acTBOBATh B yCTHOW KOMMYHHMKALIMU U MIPOSIBIATH HACTOWYMBOCTD IPU CTOJIKHOBEHUH C TPYIHOCTAMH. DTH
NCUXOJOrMYECKUE TIEPEMEHHBIE JUHAMUYECKU B3aUMOJIEHCTBYIOT C SI3bIKOBOM TPEBOXKHOCTBIO: MOBBIIICHHAS
YBEPEHHOCTh M CaMO3((EKTHBHOCTH CIIOCOOCTBYIOT CHM)KEHHMIO TPEBOXKHOCTH, TOTZa KaK dYpe3MepHas
TPEBOXKHOCTH OCIIA0IIeT MOTUBALIMIO X YMEHBIIAET TOTOBHOCTH K OOIIECHHIO.

HccnenoBanue Takke paccMaTpUBaeT NMENArOTHUECKUE CTPATETHM, HANpPaBIEHHbIE HAa CHUKEHUE
SI3BIKOBOM TPEBOXKHOCTH U COJEHCTBUE PA3BUTHIO YCTHBIX HABBIKOB. OJHUM M3 BaKHEHMIIMX MOAXOJOB
ABJISIETCS CO3aHKue Oe30IIacHOM, MOJUIepXKHUBAIOIIel 1 KOMMYHUKaTUBHON arMocdepsl B Kiacce. B Takux
YCIIOBHAX OIIMOKH paccMaTpUBAIOTCS KaK €CTECTBEHHBIE 3JIEMEHTHI IIporiecca 00ydeHs, a He KaK MPH3HAKH
Heynauu. IIpermomaBaTeny WTpaioOT KIFOYEBYIO POJIb, MOOLIPSAS Y9acTHe, OTKIAIbIBas KOPPEKTHPYIOIIYIO
00paTHYIO CBA3b A0 3aBEPIICHUS MBICJICH YJAIIUXCs U aKIEHTHPYS BHIMaHUE HA YCIEITHOW KOMMYHHKAIINH,
a He Ha rpaMMaTH4eCKOM COBEpIICHCTBE. Takas aTMocdepa MO3BOJSET yHalMcs SKCIEPUMEHTHPOBATh C
SI3BIKOM, O0JIee YBEPEHHO BBIPa)KaTh CBOM MJCH U IIOCTEIICHHO IIPE0JI0IEBATh CTPAX Mepel TOBOPEHHEM.
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Emé omuoit >ddexTuBHON cTpaTermeil SBIAETCS HWHTErpansi KOMMYHHKATHBHBIX 3aJaHUN U
KOOMEpaTUBHOTO 0o0ydeHns. KOMMyHHKAaTHBHOE OOydeHHE SA3BIKY aKIEHTHPYET BHHMAaHHC Ha 3HAYMMOM
B3aUMOJICHCTBUM Uepe3 pealbHble WIM CMOACIMPOBAHHBIC JKH3HEHHBIC CUTYalldH, MO3BOJSS ydaIUMCS
UCTIONB30BaTh A3BIK KAK MHCTPYMEHT OOILIECHWS, a HE TOJIBKO M3Yy4aTh rpaMMaTHUYECKHE MpaBuia. PoneBble
UTPBI, 3aJadyl 10 PEIICHWI0 MpobieM, pabdoTa B mapax, MHTEPBHIO, AUCKYCCHH W COBMECTHBIC IMPOCKTHI
MPENOCTABIAIOT yYaIlUMCSl MOBTOPSAIOIINECS BO3MOXKHOCTH IPAKTHKOBATh YCTHYIO pEdb B 3HAYUMBIX
koHTeKkcTaX. KooneparuBHoe o0ydeHHE CHMXKAET TPEBOXKHOCTb, MOOYXJasi CTY/IEHTOB paboTaTh BMECTE B
HeOOJIBIIMX TPYMIax, I7Ie OHKM MOTYT ITOJAEPKUBATh JPYT ApPYra, OOMEHHUBATHCS MICSIMHU M YYUTHCS 4depe3
B3aUMOJIIICTBHE CO CBEPCTHUKAaMH B MEHEE yrpoKaroliel cpere.

HccnenoBanre moauépKkuBacT BaXKHOCTD MIO3UTHBHOMN 00paTHOW CBSI3H M TIOJICPKUBAIOIIHNX MPAKTUK
onenuBanus. KoHCTpyKTHBHAsI 0OpaTHasl CBsI3b, KOTOpPask CHavaia OTMEYAeT CHIIBHBIC CTOPOHBI YUAIHXCs, a
3aTeM yKa3bIBacT Ha 00JACTH JIs YIYUIICHHs, CIIOCOOCTBYET YKPEIUICHUIO YBEPCHHOCTH U TMOJICPIKAHUIO
MOTHBAIlA. BMeCTO axIeHTHpOBaHWA BHHUMAaHHS Ha OMIHMOKaxX IMPerojaBaTelsiM pPEKOMEHIyeTCs
MIPEIOCTABIATh KOPPEKTUPYIOIIYIO 00paTHYIO CBS3b TAKMM 00pa30oM, YTOOBI COXPaHATh TOTOBHOCTD yUAIIUXCS
K obmennto. @opmupyroliee oleHNBaHIe, CAaMOOIICHKa 1 OIIEHKA CBEPCTHUKOB PACCMATPUBAIOTCS KaK IICHHEIC
ANBTEPHATHBBl TPATUIIMOHHON WTOTOBOM ONEHKE. ODTH TOAXOABl COCPEIOTOYCHBI Ha HEMPEPHIBHOM
COBEPILICHCTBOBAHHH, IIOMOTasl YUaIIMCS OTCIICKHBATH CBOH MPOTPecC M CHIDKATh TPEBOKHOCTH, CBA3aHHYIO
C OLIEHKOH.

Ba)kHBIM BKIJI/IOM UCCIIEIOBaHHUS SBISIETCS] 00CYKACHHE [IM(DPOBBIX TEXHOJIOTHH M UCKYCCTBEHHOTO
MHTEJUIEKTa KaK WHHOBAIlMOHHBIX MHCTPYMEHTOB IOJIJEPKKH pa3BUTHA YCTHOH peud. CoBpeMeHHBIE
JOCTHXKEHHUsT B 00JacTH 00pa30BaTENbHBIX TEXHOJOTHH CO3Jajli HOBBIE BO3MOXKHOCTH MJISl yYal[MXCs
MIPAaKTUKOBATh YCTHYI0 KOMMYHHKAIIUIO B HHTEPAKTUBHBIX M HU3KO-TPEBOXKHBIX YCIOBHAX. CHCTEMBI Tuanora
Ha OCHOBE HCKYCCTBEHHOT'O MHTEJICKTa, BHUPTYyalbHbIE PEHNETUTOPHI, MIPUIOKEHUS Paclo3HaBaHUSA peUd U
MHTEJUIEKTYalbHbIC 4aT-00Thl MO3BOJSIOT yYallUMCSl y4acTBOBATh B ayTEHTUYHBIX IHANorax, MOJIy4aTh
HEMEIJICHHYI0 OOpaTHYIO CBSI3b M IIOBTOPSTH YCTHBIC 3aJaHus 0e3 cTpaxa CMYIUCHHS WIM HETaTHBHOU
COIIMAIBHON OIEHKH. JTH TEXHOJIOTHH TPEJIararoT aJalTUBHBIA OIMBIT OOYYEHUs, PETyIupys CIOKHOCTb
3aJaHUi B COOTBETCTBHHU C YPOBHEM BIAJCHUS SA3bIKOM YHaIIUXCsSI, CIIOCOOCTBYS MOCTEICHHOMY YTy YIICHHUIO
U YKpEIUICHHIO yBepeHHOCcTH. Kpome Toro, nudpossie miaTdopMsl CliocoOCTBYIOT aBTOHOMHOMY OOyYEHHIO,
MIO3BOJISISL CTYACHTAM IIPAaKTHKOBATh YCTHYIO Pedb B JI000€ BpeMs M B JIIOOOM MecCTe, pacIIupsis sI3bIKOBYIO
MpaKTHUKY 3a IpesienaMy Kiacca.

WHrerpanusi TpaguIMOHHOTO OOyYeHHs B Kiacce ¢ LU(PPOBBIMH 00pa3oBaTEIbHBIMU CpElaMU
ABIETCA €€ OJHMM 3HAYMUTENIBHBIM acCHEeKTOM HccienoBaHus. lloaxonel cMemaHHOTO 0OydYeHHS
00BETMHIIOT PYKOBOACTBO MpENOJaBaTelsl C IPAKTUKOM, MOANEpKMBAEMONW TEXHOJIOTUSAMH, IO3BOJISS
yHYaIIMMCs MOTy9aTh MOJIb3y KakK OT YeIOBEYECKOI0 B3aMMOICHCTBHSA, TaK U OT HHAMBHUIYAIbHON NHU(POBOH
noaaepxkku. Hanpumep, ydamuecss MOTYT BBIIOJHATh YIPaXXHEHUsI II0 YCTHOM peuu ¢ noanep:xkoi MM BHe
KJlacca, a 3aTeM yJacTBOBATh B KIIACCHBIX 00CYKIEHUSAX, KOTOPBIE 3aKPETIIAIOT U PACIIHPSIOT TPUOOPETEHHBIE
S3BIKOBBIC HABBIKM. Takasi MHTETpaiusi oOecreunBaeT cOaIaHCHPOBAHHBIN OIBIT 00YyUCHHMS, YKPEIUIIOMHNiA
KOMMYHHUKATHBHYIO KOMIIETEHIIMIO 1 MUHUMHU3UPYIOMINI IICUXO0JIOTHUECKHE Oapbephl.

B uenom wuccnenoBaHue NPUXOIUT K BBIBOJY, YTO YCHEIIHOE Pa3BUTHE YCTHBIX HABBIKOB Y
W3yYaloMnX apaOCKuil sS3bIK KaK WHOCTPAHHBIM 3aBHCHT HE TOJNBKO OT S3BIKOBOTO OOy4YeHHs, HO H OT
YAOBJIETBOPEHUSI TCHXOJOTHYECKHX TOTpeOHOCcTel ydammuxcs. CHHXEHHE S3BIKOBOM TpPEBOXKHOCTH,
YKpeIUICHHe MOTHBAllUM, pa3BUTHE YBEPEHHOCTH W IMOBBIIEHHE CaMO3(()EKTUBHOCTH SBISIOTCS
BOXHEHIIMMH KOMIIOHEHTaMU 3(h(eKTHBHOTO 00y4eHHs s3bIKy. [learornyeckue nmpakTHky, (OpMUpPYIOLIHEe
MOJIEPKUBAIOIIYI0 aTMoc(hepy B Kacce, UCTIONb3YIONNe KOMMYHUKAaTUBHBIE U KOOTIEPATHBHBIE CTPATETHU
00y4eHws, IPEeJOCTABIIAIONINE KOHCTPYKTUBHYIO OOPaTHYIO CBSI3b M HHTETPUPYIONIUE (P POBHIE TEXHOIOTHH,
CHOCOOHBI CYIIECTBEHHO YIIyUIIUTh YCTHYIO YCIIEBAEMOCTh 1 KOMMYHHUKAaTHBHYIO KOMIIETECHIINIO yUaIIUXCS.

Hakonen, wcciiejoBaHHEe PEKOMEHIYET, YTOOBI MPOrpaMMBbl TIPENOAaBaHUS apabCKOro s3bIKa
yACTsUTA OONbIIe BHUMAHUS TCHXOJOTHYSCKUM ACIEeKTaM Hapsiy C S3bIKOBBIMH HesiMH. [Iporpammer
MOJrOTOBKU TMpernojiaBareyeil JOMKHbI TOTOBUTh MHCTPYKTOPOB K PACIO3HABAHMUIO MPHU3HAKOB SA3BIKOBOM
TPEBOKHOCTH WM BHEJAPCHHUIO OCHOBAHHBIX HAa JIOKA3aTENbCTBAX CTPATETHH, CIIOCOOCTBYIOIIMX YCTHOMY
YY4aCTHIO W SMOIMOHANBHOMY Onaromoiy4dmto. Pa3pa0ordmkaM y4eOHBIX MpOrpaMM PEKOMEHIYETCs
MHTETPUPOBaTh KOMMYHUKATUBHBIC 3aaHUs, (POPMHPYIOIICE OICHUBAHUE W MPHIOKCHHUS HCKYCCTBEHHOTO
WHTEJIJIEKTA B MIpeToaBaHue apabckoro s3bika. Takke peKoOMEHAyeTCs MpOoBeIeHNE Oy ayIIX SMIIUPHUIESCKIX
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WCCIICIOBAaHUN NIl M3YYEHHUS NONTOoCpouHOU 3¢ddekTnBHOCTH ycTHOTrO 0O0yueHHs ¢ momnmepxkor MU u
aHaTM3a B3aMMOCBA3EH MEXIy IICHXOJIOTHYECKUMH IIEPEMCHHBIMH W YCTHOH YCIIEBAEMOCTBIO CpPEIH
Pa3IMYHbIX TPYTI U3yYaroNIuX apadckuii sa3bIk. Takue ycuust OyayT ciocoOCTBOBATH MOBBIICHUIO KA4ECTBA
1 3¢ EKTUBHOCTH TPETIOAaBaHUs apabCKOTo SA3BIKA B YCIOBHUAX BCE O0JIee pa3HOOOPa3HBIX M TEXHOJIOTHIECKHI
o0oraméHHbIX 00pa30BaTEIBHBIX CPEI.

KaroueBble ci10Ba: TPEBOKHOCTD NPH M3Y4YEHUH HHOCTPAHHOTO SI3bIKA; ICHXOJIOTHYECKHE (PaKTOPBI;
YCTHBIE HaBBIKH; apaOCKU A3bIK KAK MHOCTPAaHHbIH; KOMMYHUKaTHBHAsE KOMIIETCHIIHS.
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Yapilandirilmis Ozet:

Konusma becerisinin gelistirilmesi, yabanci dil 6greniminin en zor alanlarindan biri olarak kabul
edilmektedir. Bu durum 6zellikle Arapcay1 yabanci dil olarak 6grenenler icin daha belirgindir. Ciinki dilsel
yeterliligin yani sira psikolojik faktdrler de szl iletisim basarisini 6nemli dl¢iide etkilemektedir. Son yillarda
yapilan arastirmalar, yabanci dil kaygisinin konusma performansini etkileyen en gii¢lii degiskenlerden biri
oldugunu gostermektedir. Bu nedenle, yabanci dil kaygisi ile konusma becerisinin gelisimi arasindaki iliskinin
incelenmesi, Arapga 6gretimi alaninda 6nemli bir arastirma konusu haline gelmistir.

Bu ¢alisma, Arapgay1 yabanci dil olarak 6grenen 6grencilerde yabanci dil kaygisi ve psikolojik
faktorlerin konugma becerisinin gelisimi {izerindeki etkisini incelemeyi amaglamaktadir. Calismada egitim ve
psikoloji alanindaki kuramsal literatiir kapsamli bi¢imde gdzden gegirilmis; duyussal degiskenlerin sozlii
iletisim tizerindeki etkileri agiklanmis ve kaygiy1 azaltarak iletisimsel yeterligi gelistirmeye katki saglayan
Ogretim stratejileri ele alinmistir. Calisma, yalnizca dilsel bilgiye odaklanmak yerine biligsel, duyussal, sosyal
ve teknolojik boyutlar1 kapsayan biitiinciil bir yaklagim benimsemektedir.

Yabanct dil kaygisi; hata yapma korkusu, iletisim kurma endisesi, sinav kaygisi ve olumsuz
degerlendirilme korkusu gibi durumlarla ortaya ¢ikmaktadir. Bu duygular, 6grencilerin yeterli dil bilgisi ve
kelime hazinesine sahip olmalarma ragmen smif i¢i konugma etkinliklerine katilmalarin1 engelleyebilmekte;
konugmadan kaginmalarina, kisa ve basit ifadeler kullanmalarina veya tamamen sessiz kalmalarma neden
olabilmektedir. Bunun sonucunda konusma akiciligi ve iletisimsel yeterlik olumsuz etkilenmektedir.

Arastirmada ayrica motivasyon, 6z giiven ve 6z yeterlik gibi psikolojik degiskenlerin konusma
performansindaki belirleyici rolii vurgulanmaktadir. Motivasyon 6grencilerin 6grenme siirecine aktif katilimini
ve karsilastiklar1 gii¢liikler karsisinda sebat etmelerini desteklerken, 6z giiven hata yapma korkusunu azaltarak
daha rahat iletisim kurmalarii saglamaktadir. Oz yeterlik ise dgrencilerin konusma gérevlerini bagariyla yerine
getirebileceklerine iliskin inanglarini giiglendirmekte ve so6zlii iletisime katilimi artirmaktadir. Bu degiskenler
yabanci dil kaygistyla karsilikli etkilesim i¢inde olup, 6z giiven ve 6z yeterligin artmasi kayginin azalmasina
katk1 saglamaktadir.

Calisma, yabanci dil kaygisini azaltmak amaciyla uygulanabilecek Ogretim stratejilerini de
incelemektedir. Destekleyici ve giivenli sinif ortamlarinin olusturulmasi, hatalarin 6grenme siirecinin dogal bir
pargast olarak goriilmesi, 6gretmenin dgrencileri cesaretlendirmesi ve diizeltici geri bildirimi uygun zamanda
sunmasi, 0grencilerin konusmaya yonelik kaygilarmi azaltmaktadir. Bunun yaninda rol yapma, problem
¢Ozme, ikili ve grup ¢alismalari, tartismalar ve is birlikli 6grenme etkinlikleri gibi iletisimsel uygulamalar,
Ogrencilerin gercek yasami yansitan anlamli baglamlarda konusma pratigi yapmalarini saglayarak iletisimsel
yeterliklerini gelistirmektedir.

Arastirmada ayrica olumlu geri bildirimin, bi¢imlendirici degerlendirmenin ve 6z degerlendirme
uygulamalarinin 6grencilerin 6z giivenini artirdig1 ve degerlendirme kaygisini azalttigi belirtilmektedir. Bunun
yant sira dijital teknolojiler ve yapay zeka uygulamalari, 6grencilere diisik kaygili ve etkilegsimli 6grenme
ortamlart sunarak konusma becerisinin gelistirilmesine dnemli katkilar saglamaktadir. Yapay zeka destekli
konugma sistemleri, sanal dgretmenler, konugma tanima uygulamalar1 ve akilli sohbet robotlari, 6grencilere
gercekei konugma deneyimleri, anlik geri bildirim ve bireysellestirilmis 6grenme firsatlar1 sunmaktadir. Ayrica
smif i¢i 6gretim ile dijital 6grenme ortamlarinin biitiinlestirilmesi, 6grencilerin hem dgretmen rehberliginden
hem de teknoloji destekli bireysel uygulamalardan yararlanmasini saglayarak daha dengeli ve etkili bir
6grenme siireci olusturmaktadir.

Aragstirma sonuglari, konusma becerisinin etkili bicimde gelistirilebilmesi i¢in yalnizca dil 6gretiminin
yeterli olmadigini, ayn1 zamanda 6grencilerin psikolojik gereksinimlerinin de dikkate alinmasi gerektigini
ortaya koymaktadir. Yabanci dil kaygisinin azaltilmasi, motivasyonun artirilmasi, 6z giiven ve 6z yeterligin
desteklenmesi, iletisimsel Ogretim stratejilerinin uygulanmasi ve dijital teknolojiler ile yapay zeka
uygulamalarmin egitim siirecine entegre edilmesi, 6grencilerin sozlii performansini ve iletisimsel yeterligini
6nemli 6lgiide gelistirmektedir. Bu dogrultuda, Arapganin yabanci dil olarak dgretiminde psikolojik boyutlara
daha fazla 6nem verilmesi, 6gretmenlerin bu konuda yetistirilmesi, iletisimsel etkinliklerin ve yapay zeka
destekli uygulamalarm 6gretim programlarina dahil edilmesi 6nerilmektedir.

Anahtar Kelimeler: Dil kaygisi, psikolojik faktorler, konusma becerisi, yabanci dil olarak Arapga
Ogretimi, iletisimsel yeterlik.
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Introduction

Speaking is widely regarded as one of the most important language skills in second language
education, as it represents the ultimate goal for most language learners. It serves as the primary means
of effective communication in everyday life as well as in academic, professional, and cultural
contexts. In the context of teaching Arabic to non-native speakers, speaking assumes particular
significance because it extends beyond the mere transmission of information to encompass social
interaction, understanding of Arab culture, and engagement in authentic communicative situations
that require the spontaneous and natural use of language. However, the development of speaking
skills depends not only on learners’ knowledge of grammar and vocabulary but also on a range of
psychological and affective factors that may either facilitate or hinder their ability to use the language
in communicative contexts.

Among these factors, foreign language anxiety has been identified as one of the most
influential psychological variables affecting second and foreign language learning. It refers to a state
of tension and apprehension experienced by learners when using the target language, particularly
during oral communication or when being evaluated. Unlike general anxiety, foreign language
anxiety is situation-specific, emerging primarily in communicative contexts that require immediate
language production. Numerous studies in the field of second language acquisition have
demonstrated that foreign language anxiety negatively affects oral performance by reducing fluency,
impairing lexical retrieval, and increasing hesitation during speech.

Foreign language anxiety interacts with several other psychological variables, including
motivation, self-confidence, self-efficacy, fear of making mistakes, and attitudes toward the target
language. These variables play a crucial role in determining learners’ willingness to participate in
speaking activities. Learners with strong motivation to learn Arabic are generally more willing to
practice the language and more capable of overcoming linguistic challenges, whereas low motivation
may gradually lead to withdrawal from communicative situations. Similarly, self-confidence and
self-efficacy encourage learners to use the language more boldly, even when they make linguistic
errors, while fear of making mistakes often results in avoiding participation and reducing
opportunities for meaningful speaking practice (Tirker & Celik, 2022, p. 69).

Furthermore, the learning environment plays a pivotal role in shaping these psychological
factors. A classroom characterized by positive interaction, constructive feedback, and acceptance of
mistakes as a natural part of learning contributes significantly to reducing foreign language anxiety
and strengthening learners’ self-confidence. Conversely, learning environments dominated by
excessive correction and constant criticism may discourage learners from participating in oral
activities and limit opportunities for developing speaking proficiency.
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The importance of these psychological factors becomes even more evident in teaching
Arabic as a foreign language due to the distinctive characteristics of Arabic itself. Its phonological
system includes sounds that are unfamiliar to many learners, its rich morphological structure presents
additional learning challenges, and the coexistence of Modern Standard Arabic and various regional
dialects, together with the language’s profound cultural and historical dimensions, may increase
learners’ psychological burden, particularly during the early stages of learning. Consequently,
foreign language anxiety may exert a stronger influence on oral performance in Arabic than in some
other foreign languages.

Recent developments in language education have introduced a variety of pedagogical and
psychological strategies designed to address these challenges. These include creating supportive and
psychologically safe learning environments, incorporating communicative activities, promoting
cooperative learning, providing constructive and positive feedback, and utilizing digital technologies
and artificial intelligence to create interactive speaking opportunities that reduce psychological
pressure while increasing learners’ opportunities for authentic language practice. Contemporary
approaches to language teaching therefore extend beyond cognitive aspects of learning to emphasize
the psychological well-being of learners as an essential component of successful language
acquisition.

Against this background, the present article seeks to examine the relationship between
foreign language anxiety and psychological factors, on the one hand, and the development of
speaking skills among learners of Arabic as a foreign language, on the other. It analyzes the nature
of these psychological variables, explores their impact on oral performance, and reviews a range of
pedagogical and psychological strategies that may contribute to improving speaking proficiency
while reducing language anxiety. Ultimately, the article aims to provide a comprehensive perspective
that enables teachers and researchers to better understand the role of psychological factors in learning
Arabic and to employ this understanding in developing more effective and learner-centered
instructional practices that foster confident, fluent, and meaningful communication.

1. Conceptual Framework of Foreign Language Anxiety and Psychological Factors
among Learners of Arabic as a Foreign Language

1.1 The Concept of Foreign Language Anxiety and Its Distinction from General Anxiety

Foreign language anxiety is considered one of the most influential psychological variables
affecting the learning of foreign and second languages, particularly in skills that require direct
interaction, such as speaking. It refers to a state of psychological tension and apprehension
experienced by learners when using the target language in communicative situations due to feelings
of linguistic inadequacy, fear of making mistakes, or concern about being evaluated by others. This
type of anxiety is not associated with learners’ intellectual abilities; rather, it typically arises from
the nature of the linguistic situation itself, where learners are expected to produce a new language
within a limited time while maintaining grammatical accuracy, appropriate pronunciation, and
effective expression (Teriza & Kurniawan, 2024, p. 109).

Foreign language anxiety differs fundamentally from general anxiety. General anxiety is
regarded as a relatively stable psychological trait that may accompany individuals across various
aspects of life, including academic, social, and professional settings. In contrast, foreign language
anxiety is restricted to situations involving the use of a foreign or second language. A learner may
be confident in everyday life yet experience considerable nervousness when asked to speak Arabic
in front of classmates or instructors. This indicates that foreign language anxiety is not a permanent
personality characteristic but rather an emotional response closely associated with language learning
contexts and communicative situations (Maclntyre & Gardner, 1991, p. 520).
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In teaching Arabic as a foreign language, foreign language anxiety assumes particular
significance because Arabic possesses phonological, lexical, and grammatical characteristics that
often differ substantially from learners’ native languages. For example, English-speaking learners
may hesitate to pronounce sounds such as /°/ (¢), /h/ (z), /kh/ (), /gh/ (¢), and /q/ (3), not only
because these sounds are unfamiliar but also because they fear being perceived as incompetent
speakers. Consequently, they may prefer remaining silent rather than attempting to speak, despite
knowing the appropriate vocabulary, in order to avoid embarrassment or criticism.

A common classroom example in Arabic language instruction occurs when the teacher asks
a simple question such as, “How did you spend your weekend?”” Although learners may know the
answer mentally, they often hesitate before speaking, mentally reviewing grammatical rules,
searching for appropriate vocabulary, and organizing sentence structure. This process increases their
anxiety, leading them to produce only a brief response such as, “/ went... market... good.” In such
cases, the difficulty is not merely insufficient linguistic knowledge but rather the disruptive effect of
foreign language anxiety, which interferes with retrieving previously learned knowledge at the
appropriate moment.

Conversely, another learner with a lower level of linguistic competence may speak relatively
fluently because they are not afraid of making mistakes. Such a learner might say, “At the weekend
I went with my friends to the park and we played football.” Although the sentence may contain
grammatical errors, the learner successfully conveys the intended message with confidence. This
example illustrates that reduced anxiety may sometimes contribute more to successful
communication than extensive linguistic knowledge that cannot be effectively utilized because of
excessive nervousness.

It is also important to distinguish between facilitative and debilitative foreign language
anxiety. A moderate degree of anxiety may motivate learners to prepare carefully for speaking
activities, review vocabulary, and improve pronunciation. This beneficial form of anxiety encourages
greater effort and concentration. However, when anxiety exceeds an optimal level, it becomes a
genuine obstacle, negatively affecting working memory, slowing lexical retrieval, and impairing
learners’ ability to organize ideas while speaking. Consequently, the quality of oral performance
declines (MacIntyre & Gardner, 1994, p. 292).

This phenomenon is frequently observed during classroom speaking activities. Teachers
often notice that some learners participate enthusiastically when working in pairs or small groups but
avoid speaking when addressing the entire class. Such observations indicate that anxiety levels
fluctuate according to the communicative context and that the learning environment itself may either
alleviate or intensify language anxiety (Horwitz, 2016, p. 74).

Accordingly, foreign language anxiety can be viewed as a psychological phenomenon
specifically associated with language-use situations that directly influences the development of
speaking skills among learners of Arabic as a foreign language. Understanding this concept and
distinguishing it from general anxiety is therefore essential for explaining the communicative
difficulties experienced by language learners. It also provides a foundation for developing
instructional practices that address learners’ psychological needs alongside their linguistic
development, transforming the classroom into a safe environment for experimentation and
communication rather than a place primarily concerned with error correction and evaluation.

1.2 Major Psychological Factors Influencing Arabic Language Learning among Non-Native
Speakers

Psychological factors constitute one of the fundamental foundations of successful language
learning. Language acquisition depends not only on learners’ cognitive abilities but also to a
considerable extent on their emotional and psychological conditions. In the field of teaching Arabic
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as a foreign language, these factors become even more significant because learners encounter not
only linguistic challenges but also phonological, morphological, and cultural systems that differ
substantially from those of their native languages (Alayan, 2004, p. 18). Consequently, self-
confidence, motivation, self-efficacy, fear of making mistakes, and attitudes toward the Arabic
language represent interrelated variables that influence learners’ engagement with the language and
their ability to develop speaking skills in authentic communicative situations.

Among these variables, self-confidence is one of the strongest determinants of successful
oral performance. It reflects learners’ belief in their ability to use Arabic for communication, even
when their speech contains errors. Learners with high self-confidence actively participate in
conversations, ask questions, and attempt to express their ideas using whatever vocabulary and
grammatical structures they possess. In contrast, learners with low self-confidence often avoid
speaking because they fear criticism or ridicule. For instance, two students may be asked to describe
a picture in Arabic. The first immediately begins speaking using simple sentences such as, “/ see a
family sitting in the park, and the children are playing with a ball.” Although grammatical mistakes
may occur, the learner continues speaking confidently. The second student, despite possessing a
similar level of vocabulary and grammar, hesitates for a long time before producing only a few words
because of limited confidence in their communicative ability. This example illustrates that self-
confidence often influences learners’ willingness to use the language more strongly than their actual
linguistic knowledge.

Motivation is another essential factor influencing language learning. It can be defined as the
internal or external force that encourages learners to continue studying Arabic despite the challenges
they encounter. Learners’ motivations vary considerably; some study Arabic for religious, academic,
professional, or cultural purposes, while others seek to communicate with Arabic speakers or gain a
deeper understanding of Arab and Islamic heritage. The clearer and stronger the learner’s motivation
is, the more willing they become to invest effort, persevere, and participate actively in classroom
activities (Dornyei, 1994, p. 278). For example, a learner who aspires to study at an Arab university
is often more committed to attending speaking classes and practicing outside the classroom compared
with a learner who studies Arabic only as a temporary interest or merely to fulfill an academic
requirement. Moreover, motivation contributes to reducing the impact of anxiety because motivated
learners become more accepting of mistakes as a natural part of the learning process.

Another influential factor is self-efficacy, which refers to learners’ beliefs about their ability
to successfully accomplish required language tasks. This concept differs from self-confidence; while
self-confidence reflects a general sense of personal ability, self-efficacy is related to learners’
evaluation of their ability to perform specific tasks, such as conducting a conversation, delivering an
oral presentation, or answering teachers’ questions in Arabic. When learners believe they are capable
of having a short conversation with a classmate, they are more willing to engage in the experience,
even when facing certain difficulties. Conversely, if they believe beforehand that they will fail, they
may avoid participation altogether. Therefore, successful completion of simple and gradually more
challenging communicative tasks strengthens learners’ self-efficacy, encourages them to participate
in more complex situations in the future, and enables them to develop sufficient confidence to
communicate with others (Mindowicz, 2022, p. 57).

Fear of making mistakes is also among the most common psychological factors affecting
non-native learners of Arabic, particularly in speaking, which requires immediate responses. This
fear often arises from learners’ belief that mistakes indicate low proficiency or may lead to criticism
from teachers or laughter from classmates. As a result, learners may prefer silence over participation
or limit themselves to very short answers, despite possessing the necessary linguistic knowledge.
This situation becomes especially apparent when a teacher asks a student to speak about themselves
for one minute. The learner may focus more on monitoring grammatical accuracy and pronunciation
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than on conveying meaning, resulting in slow speech, frequent pauses, and reduced fluency. In
contrast, learners who perceive mistakes as opportunities for learning tend to participate more
actively and develop speaking skills more rapidly.

Attitudes toward the Arabic language are equally important as the previously mentioned
factors, as learners’ perceptions of the language and its culture influence their willingness to engage
with it. When learners hold positive attitudes and view Arabic as a language of cultural, academic,
or religious value, they are more motivated to use it, interact with its speakers, and practice it both
inside and outside the classroom. Conversely, if Arabic is associated in their minds with difficulty,
complexity, or fear of failure, this may negatively affect their motivation and participation. For
instance, some learners who visit Arab countries or participate in cultural activities with Arabic
speakers often demonstrate noticeable improvement in speaking skills because their positive
experiences strengthen their attitudes toward the language and transform its use into an enjoyable
experience rather than a source of anxiety (Kurnaz & Korkutan, 2025, p. 62).

It should be noted that these psychological factors do not operate independently; rather, they
continuously interact with one another. Increased motivation contributes to stronger self-confidence,
and self-confidence enhances self-efficacy, whereas excessive fear of mistakes weakens all of these
factors. Therefore, the success of Arabic language programs for non-native speakers depends not
only on improving curricula and instructional materials but also on addressing learners’
psychological needs and creating a learning environment that encourages experimentation, accepts
mistakes, and promotes authentic communication. When learners feel psychologically secure and
receive support and encouragement from teachers and peers, they become more willing to participate
orally and more capable of transforming their linguistic knowledge into effective communicative
performance (Barkanyi, 2021, p. 151), which represents the primary goal of language learning.

1.2 The Specific Nature of Learning Arabic for Non-Native Speakers and the Impact
of Its Linguistic and Cultural Characteristics on Learners’ Psychological States

Arabic possesses linguistic and cultural characteristics that make learning it a distinct
experience compared with many other languages, and these characteristics directly influence the
psychological state of non-native learners. Learners do not only face the challenge of acquiring new
vocabulary and grammatical structures; they also encounter a comprehensive linguistic system that
includes unfamiliar sounds, a rich morphological structure, complex syntactic patterns, and a
language deeply connected to broad cultural, social, and historical contexts. Therefore, successful
Arabic learning depends not only on cognitive development but also on learners’ psychological
adaptation to these characteristics and their ability to perceive them as learning opportunities rather
than obstacles (Polatcan, 2019, p. 207).

One of the most influential characteristics affecting learners is the Arabic sound system,
which includes phonemes that do not exist in many other languages, such as ‘ayn (¢), ha’ (¢), kha’
(%), dad (u=), and qaf (3&). Beginners may experience frustration when they are unable to pronounce
these sounds accurately, particularly when they compare themselves with native speakers or receive
repeated correction in front of classmates. For example, learners whose first language is Spanish or
English may struggle to distinguish between ha’ (z) and ha’ (®) or between qaf (&) and kaf (<),
causing them to hesitate during oral participation due to fear of making mistakes. Over time, this
feeling may lead them to avoid using words containing these sounds, which limits their lexical
development and negatively affects their fluency in conversation.

The morphological structure of Arabic also represents both a linguistic and psychological
challenge. Arabic relies heavily on a root-and-pattern system, which may appear unfamiliar to many
learners. When students realize that words such as kataba (<), katib (<), maktib («25S),
maktaba (355%), and kitab (<S) share the same root, they require time to understand the relationships
among these forms and use them effectively in communication. At the early stages, learners may feel
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overwhelmed by the number of derived forms; however, this feeling gradually decreases when they
discover that understanding roots helps them predict the meanings of unfamiliar words, which
strengthens their confidence and provides a sense of achievement.

Another feature that gives Arabic learning its distinctive nature is the existence of multiple
linguistic varieties, particularly Modern Standard Arabic and regional dialects. Many learners study
Modern Standard Arabic in classrooms and are later surprised when visiting Arab countries or
watching Arabic media to find that speakers use dialects with different vocabulary, pronunciation,
and structures. This variation may create confusion and anxiety, leading learners to ask: Which form
of Arabic should I use? Is what I learned in class sufficient for daily communication? Without
appropriate guidance, learners may believe that their previous efforts were ineffective. However,
Modern Standard Arabic provides a shared foundation upon which dialectal competence can
gradually be developed according to learners’ communicative needs.

The uniqueness of Arabic extends beyond linguistic aspects to include its cultural and
civilizational dimensions. Arabic carries social, religious, and cultural values embedded in its
expressions and communicative practices (Kramsch, 1993, p. 87). When learners study expressions
such as as-salamu ‘alaykum (:Sde 2), in sha’ Allah (49 £\ o)), al-hamdu lillah (4 %)), and baraka
Allahu fik (< & &L), they are not merely learning new words but also becoming familiar with
interactional patterns that reflect Arab societies. When these expressions are introduced within their
appropriate cultural contexts, they help learners understand everyday communication and reduce
feelings of unfamiliarity or confusion when interacting with Arabic speakers.

Conversely, the absence of cultural awareness may increase psychological tension. Learners
who memorize linguistic structures without understanding their social meanings may lack confidence
when using them, fearing that they might apply them in inappropriate contexts. For example, learners
may hesitate to use greeting expressions or polite phrases because they do not know the situations in
which they are appropriate, despite knowing their literal meanings. This highlights the importance
of integrating culture into Arabic language instruction, as communicative competence involves not
only grammatical accuracy but also the ability to use language appropriately within social contexts.

One psychological factor associated with the specific nature of Arabic learning is the
perception among some learners that Arabic is inherently difficult. This belief may develop before
learning begins due to common opinions or experiences shared by others. If this perception becomes
firmly established, it may negatively affect learners’ motivation and self-confidence, causing them
to interpret minor mistakes as evidence of their inability to learn the language. However, when
teachers adopt gradual teaching approaches and divide skills into achievable learning goals, learners
can observe their progress step by step, transforming the perception of difficulty into a sense of
capability and achievement.

It is also important to consider learners’ linguistic and cultural backgrounds when designing
Arabic language programs. Learners whose first language belongs to the Semitic language family
may find certain linguistic features relatively familiar, whereas learners from different linguistic
backgrounds may experience greater difficulties with sounds or grammatical structures (De Bot et
al., 2005, p. 162). In addition, differences in cultural backgrounds influence communication styles,
willingness to speak, and patterns of classroom interaction. Therefore, effective Arabic language
teaching requires flexible instructional practices that take into account individual and cultural
differences.
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2. The Impact of Foreign Language Anxiety and Psychological Factors on the
Development of Speaking Skills among Learners of Arabic as a Foreign Language

2.1 The Impact of Foreign Language Anxiety on Fluency and Accuracy in Speaking

Foreign language anxiety is considered one of the most significant psychological factors that
directly affect the performance of non-native learners of Arabic, particularly in speaking, which
requires immediate language production in real time. The influence of anxiety is clearly reflected in
two essential components of oral competence: fluency and accuracy. A high level of anxiety
weakens learners’ ability to maintain a balance between these two aspects during communication.

At the level of linguistic fluency, anxiety disrupts the flow of speech because learners engage
in excessive self-monitoring while speaking. They focus more on grammatical correctness and
pronunciation than on conveying meaning (MacIntyre & Gardner, 1991, p. 521). As aresult, frequent
hesitation, unnatural pauses, and difficulty retrieving appropriate vocabulary may occur. For
example, when a learner is asked to describe their school day in Arabic, they may begin with a correct
sentence such as: “I went to the university in the morning,” then suddenly stop for several seconds
while searching for the next word and continue in a fragmented manner: “Then... then I studied... a
subject... difficult... its name is...” This type of disruption is not necessarily caused by a lack of
linguistic knowledge but rather by the effect of anxiety, which interferes with the rapid retrieval of
linguistic information from working memory.

Regarding linguistic accuracy, anxiety may produce contradictory effects. In some cases, it
encourages learners to excessively monitor and correct themselves while speaking, making them
more likely to produce errors because their attention becomes divided between form and meaning.
In other cases, anxiety may lead learners to avoid using complex structures or unfamiliar vocabulary
for fear of making mistakes. Consequently, they rely on very simple and linguistically limited
sentences. For instance, instead of saying: “I will go to the library to complete my research next
week,” a learner may say: “I go library,” not because they are unaware of the correct structure, but
because they simplify their language to avoid grammatical or morphological errors.

It is important to emphasize that the relationship between foreign language anxiety, fluency,
and accuracy is not a simple linear relationship but rather a complex interactive one. High anxiety
does not only reduce oral performance; it also affects the way language is processed cognitively.
Studies in second language acquisition indicate that high levels of anxiety consume part of the
cognitive resources required for organizing ideas, retrieving vocabulary, and constructing sentences,
thereby reducing linguistic performance efficiency during speaking (Papi & Khajavy, 2023, p. 134).
Thus, learners experience a double pressure: the pressure of producing language and the pressure of
avoiding mistakes or negative evaluation.

In the context of teaching Arabic to non-native speakers, this impact becomes more apparent
in interactive classroom situations such as pair conversations, group discussions, and oral
presentations. Some learners may be able to answer questions when reading a written sentence, yet
struggle to produce similar sentences in spontaneous communication. This occurs because foreign
language anxiety increases in situations that require immediate responses without sufficient time for
preparation or reflection.

Furthermore, anxiety does not affect only the moment of speaking; its influence extends
before and after language production. Before speaking, learners may anticipate failure and expect
mistakes, which reduces their willingness to participate. During speaking, their attention becomes
divided between expressing meaning and monitoring linguistic form. After speaking, they may
engage in excessive negative self-evaluation and feel dissatisfied even when their performance was
relatively successful. This continuous interaction between anxiety and performance creates a
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psychological cycle that may hinder the long-term development of speaking skills if it is not
addressed pedagogically.

On the other hand, the effect of anxiety varies from one learner to another depending on
individual factors such as self-confidence and previous experience with language use. Learners who
have had positive speaking experiences are generally more capable of overcoming anxiety, whereas
less experienced learners may exaggerate minor mistakes and transform them into a continuous
source of stress. This explains the noticeable differences among learners in the same classroom
despite having similar linguistic proficiency levels (Krashen, 1985, p. 49).

Therefore, foreign language anxiety can be considered a crucial factor in shaping the quality
of oral performance among non-native speakers of Arabic because it simultaneously affects both
fluency and accuracy. Understanding this impact is an essential step toward explaining speaking
difficulties and developing instructional strategies that aim to reduce psychological pressure and
enhance effective linguistic communication (Papi & Khajavy, 2023, p. 132).

2.2 The Influence of Fear of Evaluation and Correction on Oral Participation and Classroom
Interaction

Fear of evaluation and correction is one of the most prominent manifestations associated
with foreign language anxiety in Arabic language classrooms for non-native speakers. This
psychological factor represents an indirect barrier to oral participation and classroom interaction. It
refers to the learner’s psychological pressure resulting from continuous expectations of being
evaluated by teachers or peers while using the language, whether through direct correction or through
others’ reactions. This fear often reduces learners’ willingness to initiate communication and
participate in speaking activities (Horwitz et al., 1986, p. 130).

The effect of this fear appears clearly in the decline of oral participation inside the classroom.
Many learners refrain from answering questions or initiating speech despite possessing the necessary
linguistic knowledge because they fear making mistakes or being criticized in front of others.
Consequently, some learners prefer silence or adopt the role of passive listeners, reducing
opportunities for actual language practice and limiting the development of communicative
competence (Young, 1991, p. 431). For example, when the teacher asks a simple question such as:
“What did you do yesterday?” a learner may know the answer but hesitate to raise their hand or
speak because they expect that any mistake in verb conjugation or sentence structure will receive
immediate correction, causing embarrassment in front of classmates. As a result, the learner chooses
silence as a safer option, which reduces opportunities for authentic language practice.

Fear of evaluation also affects the nature of classroom interaction. Learners often limit their
participation or provide very short answers to reduce the possibility of making mistakes. This
weakens classroom dialogue and transforms communicative activities from genuine interaction into
brief individual responses. For example, during a group discussion about a topic such as “travel,” a
learner may simply say: “I like travelling,” without adding details or expanding the idea, despite
having the ability to produce more complex sentences. The learner avoids elaboration because of fear
of linguistic errors or criticism.

Another important aspect is that the teacher’s correction style plays a central role in either
increasing or reducing this fear. Direct and continuous correction during learners’ speech may
increase anxiety, interrupt the flow of ideas, and weaken self-confidence. In contrast, indirect or
delayed correction strategies help reduce psychological pressure and allow learners to focus first on
communicating meaning before addressing linguistic accuracy (Gregersen, 2023, p. 59). For
example, when a teacher allows students to complete their speech without interruption and provides
constructive feedback afterward, a safer environment for participation is created.
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The impact of fear of evaluation also extends to interaction among learners themselves. Some
students may avoid communicating with classmates who have stronger language abilities because
they fear comparison or feelings of inadequacy. In some cases, learners prefer interacting with peers
at a similar proficiency level because this reduces their sense of linguistic threat. However, this limits
the diversity of classroom interaction and reduces opportunities for cooperative learning, which is an
essential element in developing speaking skills.

It is also important to recognize that this fear is not limited to the academic dimension but
extends to the social dimension as well. Some learners feel that language mistakes may negatively
affect their image in front of others or make them targets of ridicule, especially during the early stages
of learning (Ibrahim, 2013, p. 337). This perception increases sensitivity toward evaluation and
makes learners more cautious in using the language, even outside the classroom in simple social
situations.

Nevertheless, the influence of fear of evaluation is not identical among all learners. It varies
according to factors such as personality, previous experiences, self-confidence, and the nature of the
learning environment. Learners who are accustomed to supportive classrooms free from negative
criticism tend to participate more confidently, whereas those who have experienced negative
evaluation may carry this fear for extended periods.

2.3 The Role of Motivation, Self-Confidence, and Self-Efficacy in Improving Oral
Performance and Developing Speaking Skills

Motivation, self-confidence, and self-efficacy are among the most important positive
psychological factors that contribute to improving oral performance among non-native learners of
Arabic. These factors function as internal forces that encourage learners to engage in communicative
situations, overcome fear of making mistakes, and continue practicing the language despite
difficulties. Unlike foreign language anxiety, which often restricts oral production, these three factors
help liberate learners from hesitation, strengthen their ability to express themselves, and gradually
develop their fluency and accuracy (Dornyei, 2005; Bandura, 1997, p. 173).

Motivation represents the starting point in learning speaking skills, as it determines the extent
to which learners are willing to invest effort and persist in using Arabic. Learners who possess strong
motivation—whether intrinsic motivation arising from interest in the Arabic language and culture or
extrinsic motivation related to academic, professional, or religious goals—are more likely to
participate in speaking activities and accept mistakes as a natural part of the learning process
(Dérnyei, 2005, p. 123). For example, a learner studying Arabic with the aim of communicating in
an Arabic-speaking environment will attempt to use the language whenever possible, even if their
sentences are incomplete, because they view practice as an essential means of achieving their goal.

Self-confidence refers to learners’ general sense of their ability to use the language without
excessive fear of negative judgment. This confidence directly influences learners’ willingness to
speak inside and outside the classroom. Confident learners do not hesitate to ask questions or
participate in discussions, even when they are not completely certain about the accuracy of their
speech. For example, during a discussion about a topic such as “travel, ” a confident learner may say:
“I like travelling because I discover new cultures and visit different places, but sometimes I face
difficulties in communication.” Although some structures may not be entirely accurate, self-
confidence encourages the learner to continue speaking without interruption (Bandura, 1997, p. 177).

Self-efficacy is a more specific concept than self-confidence, as it refers to learners’ beliefs
about their ability to successfully perform particular language tasks, such as conducting a short
conversation, delivering an oral presentation, or participating in a group discussion. The higher
learners’ self-efficacy, the greater their ability to approach communicative situations with confidence
and flexibility (Bandura, 1997, p. 185). For instance, if learners believe they can manage a simple
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conversation about food or studies, they enter the communicative situation with greater confidence
and attempt to use the vocabulary and structures they know without hesitation. However, if their self-
efficacy is low, they may avoid participation even before beginning the conversation.

These three factors interact dynamically with one another. High motivation strengthens self-
confidence, self-confidence enhances self-efficacy, and successful previous communicative
experiences reinforce all three factors simultaneously (Bandura, 1997; Ddrnyei, 2005). When
learners successfully complete a simple conversation in Arabic and receive positive responses from
teachers or classmates, they develop a sense of achievement that increases their willingness to
participate in more complex communicative situations in the future.

These psychological factors also contribute to improving essential components of oral
performance, including fluency, accuracy, and interaction. Highly motivated learners tend to practice
the language more frequently, which increases their fluency. Confident learners are less likely to
pause excessively during speech, while learners with high self-efficacy are better able to organize
their thoughts and select appropriate vocabulary quickly during communication. Therefore, these
factors influence not only the psychological dimension of learning but also directly affect the quality
of linguistic performance.

In the context of teaching Arabic to non-native speakers, the classroom environment plays
an important role in strengthening these factors. Continuous encouragement, positive feedback, and
providing frequent opportunities for practice all contribute to increasing learners’ motivation,
confidence, and self-efficacy. When learners feel that their teachers appreciate their attempts to
communicate despite the presence of errors, they become more willing to participate and less afraid
of negative evaluation (Dornyei, 2005, p. 124).

2.4 The Relationship between the Learning Environment and Learners’ Level of Foreign
Language Anxiety

The learning environment is one of the key factors shaping the level of foreign language
anxiety among non-native learners of Arabic. Anxiety should not be viewed as a fixed characteristic
of learners; rather, it is a dynamic state influenced by the educational context, classroom interactions,
and teaching practices. Therefore, the design and management of the learning environment directly
affect learners’ feelings of psychological safety or threat when using the language, particularly in
speaking, which requires immediate participation and direct interaction (Gregersen & Maclntyre,
2014, p. 162).

Supportive and psychologically safe learning environments play a significant role in
reducing learners’ foreign language anxiety. When learners feel that the classroom is a space for
experimentation and learning rather than strict evaluation, they become more willing to participate
orally without fear of making mistakes. For example, in a classroom that encourages participation
and accepts errors as a natural part of learning, learners may engage in conversations even when their
sentences are not completely accurate because they understand that the primary goal is
communication rather than linguistic perfection. Such environments gradually enhance fluency and
reduce hesitation during speaking (Arnold, 1999, p. 153).

In contrast, learning environments characterized by strict correction or direct criticism may
significantly increase foreign language anxiety. When learners experience repeated correction while
speaking or feel that every mistake is being monitored and discussed, they tend to withdraw from
communicative situations and become more reluctant to participate. For example, if a teacher
interrupts a learner every time they make an error in sentence structure or pronunciation, the learner
may stop attempting complete expressions and limit themselves to very short answers or complete
silence, despite having the ability to express their ideas (Gregersen & Maclntyre, 2014, p. 60).
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The nature of classroom interaction also plays an important role in determining anxiety
levels. Classrooms that rely on group interaction and small-group activities generally provide a less
threatening environment because learners feel that mistakes occur within a limited group of peers
rather than in front of the entire class. This reduces psychological pressure and increases
opportunities for participation. Conversely, activities requiring individual performance in front of the
whole class may increase anxiety levels, especially among beginners or learners with low self-
confidence.

The relationship between learners and teachers also influences the development of foreign
language anxiety. Teachers who demonstrate encouragement, patience, and positive feedback
contribute to creating a motivating learning environment where feelings of fear and tension are
reduced. On the other hand, teachers who focus only on errors without providing constructive support
may reinforce learners’ feelings of inadequacy, resulting in increased anxiety. For example, a teacher
saying, “Try again, your idea is correct, just adjust the word order,” creates a very different
psychological impact compared with saying, “This is wrong, your answer is incorrect.”

The organization of learning activities is another influential factor. Communicative activities
based on role-play, pair discussions, and problem-solving tasks help reduce foreign language anxiety
because they place learners in realistic situations that are closer to authentic communication and away
from direct academic pressure. Providing sufficient thinking time before speaking also helps learners
organize their ideas and reduce tension during oral performance.

Furthermore, the use of modern educational technologies can contribute to reducing anxiety
by providing safe interactive environments, such as language learning applications, digital
conversation rooms, and artificial intelligence-based activities. These tools allow learners to practice
language without fear of direct evaluation or social judgment. Such practices help learners gradually
build confidence before moving toward real-life interaction inside the classroom (Gregersen &
Maclntyre, 2014, p. 167).

3. Educational and Psychological Strategies for Developing Speaking Skills and
Reducing Foreign Language Anxiety among Non-Native Speakers of Arabic

3.1 Designing a Safe and Motivating Learning Environment for Oral Communication

Designing a safe and motivating learning environment for oral communication is one of the
most important educational and psychological strategies that contribute to developing speaking skills
and reducing foreign language anxiety among non-native speakers of Arabic. Learners cannot
develop their oral competence in an environment where they feel threatened or afraid of making
mistakes. Instead, they require a learning space characterized by psychological support, acceptance
of linguistic attempts, and encouragement of participation without pressure or direct negative
evaluation. Therefore, the learning environment should not be viewed merely as a physical setting
for education but as a psychological and pedagogical factor that directly influences learners’
willingness to communicate.

A safe learning environment is based on a fundamental principle: reducing psychological
threat and increasing learners’ sense of linguistic security. When learners realize that mistakes are a
natural part of the learning process and that they will not be met with ridicule or negative judgment,
they become more willing to participate in speaking activities (Horwitz et al., 1986, p. 129). For
example, in a classroom where the teacher adopts continuous encouragement, learners may produce
simple and incomplete sentences such as: “Yesterday I went to the market with my friend...” without
fear of hesitation or interruption because they understand that the goal is to convey meaning rather
than produce a perfect sentence.

The teacher’s instructional style is also a central element in creating such an environment.
Teachers who use encouraging language, postpone correction during speaking, and show
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appreciation for learners’ attempts contribute to reducing tension and increasing self-confidence. In
contrast, teachers who focus on immediate and continuous correction may increase learners’ anxiety,
leading them to withdraw from participation or limit themselves to very short responses. For
example, when a teacher allows a learner to complete their speech and then says: “Your idea is good,
and the sentence can be improved in this way...”, this creates a stronger sense of security compared
with interrupting the learner while speaking.

Classroom organization also contributes to creating an environment that encourages
communication. Arranging seats in small groups or in a circle rather than using a traditional
classroom layout helps reduce the fear associated with speaking in front of the entire class. In
addition, organizing activities in gradual stages—from pair conversations, to group work, and finally
to presentations in front of the class—helps learners move progressively from low-anxiety situations
to more challenging communicative contexts, thereby strengthening their confidence over time.

Another important aspect is classroom error management, as responding positively to
mistakes is one of the essential features of a safe learning environment. Instead of viewing errors as
indicators of weakness, they should be treated as opportunities for learning and improvement. For
example, if a learner says: “I goes to university yesterday,” the teacher can reformulate the sentence
correctly without embarrassing the learner, saying: “Good, you mean: I went to university
yesterday,” while encouraging the learner to continue speaking. This approach reduces fear and
enhances learners’ willingness to communicate.

Building positive relationships among learners themselves is also a fundamental component
of a safe classroom environment. Learners should feel supported by their peers rather than afraid of
being judged by them. Cooperation and mutual encouragement reduce pressure and increase
participation in speaking activities. When learners work within a supportive group, they become
more willing to experiment with language without fear of failure.

A motivating learning environment also requires providing frequent opportunities for oral
practice because repetition reduces anxiety and increases familiarity with the language. The more
learners speak in the classroom, whether through short activities or simple daily conversations, the
more comfortable they become with using Arabic spontaneously. Over time, speaking changes from
a source of anxiety into a familiar skill practiced with confidence.

Therefore, designing a safe and motivating environment for oral communication can be
considered the foundation of any program aiming to develop speaking skills among non-native
speakers of Arabic. Such an environment does not only provide linguistic knowledge but also
removes psychological barriers, builds confidence, and transforms the classroom into a positive
interactive space that helps learners use Arabic naturally and effectively.

3.2 Employing Communicative Activities and Cooperative Learning in Developing
Speaking Skills

The use of communicative activities and cooperative learning represents one of the effective
modern strategies for developing speaking skills among non-native learners of Arabic. This
educational approach focuses on placing learners at the center of the learning process as active
participants in language production rather than passive recipients of grammatical rules and
vocabulary. Speaking skills are not acquired through theoretical memorization alone but through
continuous practice in authentic or semi-authentic communicative situations that simulate real
language use.

Communicative activities are based on the fundamental principle of using language as a tool
for interaction rather than merely as an object of study. Examples of these activities include role-
playing, simulations, classroom interviews, problem-solving tasks, and group discussions about
everyday topics. For example, a teacher may ask learners to perform a restaurant situation in which
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one student acts as the customer and another as the waiter. This allows them to naturally use
expressions related to ordering and serving, such as: “I would like a light meal, please,” or “Could
I have the menu?” Such situations reduce the formal nature of learning and increase spontaneous
language use, which positively affects fluency development.

These activities also contribute to reducing foreign language anxiety because they move
learners from an environment of direct evaluation to a communicative environment that focuses more
on meaning than form. Learners do not feel that they are constantly being tested; instead, they feel
that they are participating in an interactive activity similar to everyday life. This perception reduces
fear of making mistakes and increases willingness to speak, even when sentences are not completely
accurate grammatically.

Cooperative learning, on the other hand, is based on dividing learners into small groups in
which they work together to achieve a shared linguistic goal, such as preparing a dialogue,
completing a communicative task, or giving an oral presentation. This approach creates a less
threatening environment compared with individual performance in front of the entire class because
learners feel supported by their peers, and mistakes become less embarrassing when they occur
within a small group rather than before an audience.

For example, a group of learners may be assigned to prepare a dialogue about “shopping at
the market,” where they exchange roles between the seller and the buyer and cooperate in producing
appropriate sentences. During this activity, learners learn from one another, correct their mistakes
indirectly, and develop their speaking skills through continuous interaction. This type of activity also
strengthens cooperation and reduces feelings of linguistic isolation that some learners may
experience.

One of the major benefits of cooperative learning is that it provides greater opportunities for
repetition and practice. Each learner speaks several times within the small group rather than making
only one contribution in the whole-class setting. This repetition improves fluency, increases the speed
of vocabulary retrieval, and gradually strengthens self-confidence.

The integration of communicative activities and cooperative learning also contributes to
creating a dynamic learning environment in which different language skills—Iistening, speaking, and
interaction—naturally overlap. Learners do not acquire speaking skills separately from context;
rather, they develop them through situations that require understanding, responding, and immediate
interaction, making learning more realistic and effective.

Another important advantage of these strategies is that they help reduce individual
differences among learners. Less proficient learners find opportunities to participate without
excessive pressure, while more advanced learners can support their peers, creating a balanced
cooperative learning environment. This, in turn, reduces language anxiety related to comparison and
fear of negative evaluation (Richards, 2006, p. 37).

3.3 Adopting Positive Feedback and Supportive Assessment Methods to Enhance Self-
Confidence

Adopting positive feedback and assessment methods that support self-confidence represents
one of the most important educational approaches for developing speaking skills among non-native
speakers of Arabic. This is due to their direct impact on shaping learners’ attitudes toward the
language, reducing language anxiety, and increasing their willingness to participate in oral
communication. The way feedback and error correction are provided affects not only linguistic
development but also learners’ psychological states, as feedback can either become a tool for building
confidence or a source of stress and withdrawal from interaction (Hattie & Timperley, 2007).
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Positive feedback is based on a fundamental principle of supporting learners both
psychologically and linguistically by highlighting strengths in their performance before addressing
areas that require improvement. For example, when a learner participates in an oral activity and says:
i€ eladl (5 yid) el (3 sud) ) Cund G (T went to the market yesterday, I buy many things), the teacher
can respond supportively by saying: “Very good, you used the past tense clearly. We can improve
the sentence slightly to make it: 3 S ¢ledl <u i) (I bought many things),” and then encourage the
learner to try again. This approach does not merely correct the error; it also maintains the learner’s
motivation and encourages continued speaking without fear of negative evaluation.

In contrast, excessive focus on errors without providing psychological support may lead to
negative outcomes, as learners may feel discouraged or become afraid of participating again. Direct
correction during speaking, especially when it occurs repeatedly, can interrupt the flow of ideas and
increase anxiety, causing learners to focus on avoiding mistakes rather than communicating meaning,.
Therefore, maintaining a balance between linguistic correction and preserving communicative flow
is a fundamental element in successful language learning.

Supportive assessment methods aim to transform evaluation from a final judgment tool into
a continuous process for improvement. Formative assessment is one of the most important
approaches in this regard, as it focuses on monitoring learners’ progress gradually through
continuous feedback that helps them improve their performance without creating feelings of threat
(Black & Wiliam, 1998,36). For example, teachers can assess speaking skills based on criteria such
as clarity of ideas, ability to communicate, and attempts to use new vocabulary rather than focusing
solely on grammatical and morphological errors. This type of assessment allows learners to
experience a sense of achievement even when linguistic mistakes occur, thereby strengthening their
self-confidence.

Self-assessment and peer assessment are also effective tools for supporting self-confidence.
Through these methods, learners are encouraged to evaluate their own performance or that of their
classmates during group activities in a simple and constructive manner. When learners learn how to
recognize their own linguistic development, they become more aware of their abilities and less
dependent solely on external evaluation. In addition, working within small groups reduces the
psychological pressure associated with public assessment and creates a safer environment for oral
practice.

Another important aspect in this context is that the style of providing feedback plays a
significant role in building or weakening learners’ self-confidence. Teachers who use encouraging
expressions such as: “You are improving in using sentences” or “Your idea is clear and good; we
only need a small adjustment in the wording” contribute to raising learners’ motivation and making
them more willing to participate in future activities. In contrast, approaches that focus only on
mistakes without guidance or support may lead to decreased motivation and increased language
anxiety.

Providing learners with opportunities to try again after receiving correction is also an
effective strategy for strengthening self-confidence. When learners are asked to reformulate their
sentences after guidance, they experience immediate improvement rather than simply receiving
criticism. This enhances their sense of self-efficacy and encourages them to continue using the
language.

3.4 Employing Digital Technologies and Artificial Intelligence to Provide Interactive
Speaking Situations that Reduce Anxiety and Enhance Communicative Competence

The use of digital technologies and artificial intelligence represents one of the modern trends
in language education, as it provides interactive learning environments that support the development
of speaking skills among non-native speakers of Arabic. At the same time, these technologies

Turkish Studies — Language and Literature, 21(3)



The Impact of Foreign Language Anxiety and Psychological 4423

contribute to reducing language anxiety and enhancing communicative competence. Educational
technology is no longer merely a supplementary tool; rather, it has become an alternative or
complementary learning environment that provides learners with multiple opportunities to practice
language in safe contexts free from direct social pressure (Kohnke et al., 2023,544).

These technologies are characterized by their ability to provide virtual speaking situations
that allow learners to interact without fear of immediate evaluation or embarrassment in front of
others. For example, learners can use artificial intelligence-supported conversational applications to
engage in everyday dialogues, such as ordering food, introducing themselves, or making
appointments. Learners receive immediate responses that help them correct their mistakes in a non-
threatening manner. This type of interaction reduces language anxiety because it provides learners
with opportunities for experimentation and repetition without fear of negative judgment.

Digital platforms also contribute to promoting autonomous and continuous learning, as
learners can practice speaking anytime and anywhere beyond the limitations of the classroom.
Repeated practice of conversational situations through applications or educational robots helps
learners become more familiar with the language and increases their speed of linguistic response,
which positively affects fluency. For instance, when learners repeatedly practice a virtual
conversation about a topic such as “shopping,” they gradually develop greater confidence in using
expressions related to that context.

An important advantage of artificial intelligence technologies is that they provide immediate
and continuous feedback, which is often psychologically less threatening than direct human
evaluation. Instead of feeling embarrassed in front of teachers or classmates, learners receive
corrections within the system, such as suggestions for correct sentences or automatic reformulations
of their expressions. This approach helps reduce anxiety related to mistakes and encourages learners
to continue practicing without fear of failure.

Furthermore, these technologies allow personalized learning experiences by adapting tasks
according to learners’ proficiency levels. Intelligent systems can gradually adjust the complexity of
conversations in accordance with learners’ progress. Beginners may start with very simple dialogues,
such as introducing themselves, and gradually move toward more complex situations, such as
discussions or expressing opinions. This gradual progression reduces feelings of frustration or
overload and strengthens learners’ sense of achievement, which positively influences self-
confidence.

Digital technologies also contribute to creating a learning environment with lower social
pressure, as learners do not experience direct comparison with others as often occurs in traditional
classrooms. Interaction with a digital system or virtual assistant reduces the fear of speaking in front
of an audience and gives learners greater freedom to make mistakes without fear of criticism or
ridicule. This, in turn, helps build stronger psychological readiness for later transition to real
communication inside or outside the classroom.

These technologies can also be integrated into classroom instruction through blended
activities that combine traditional learning with digital practice. For example, learners may be asked
to conduct a conversation with an intelligent application and then discuss their experience in class.
This integration creates a balance between the psychologically safe digital environment and authentic
social interaction, strengthening the transfer of acquired skills to real communication situations.

Therefore, the integration of digital technologies and artificial intelligence can be considered
an effective tool for developing speaking skills among non-native speakers of Arabic. It provides
flexible and interactive practice environments that reduce language anxiety, increase opportunities
for communication practice, and gradually enhance communicative competence in a safe and
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effective manner. Consequently, learning Arabic becomes a more accessible, productive, and
sustainable experience.

Conclusion

The discussion presented in this article demonstrates that language anxiety and its related
psychological factors constitute a central element in determining the level of speaking performance
among non-native learners of Arabic. The analysis has shown that language anxiety is not merely a
temporary emotional state; rather, it is an influential factor that affects fluency and accuracy, as well
as learners’ ability to retrieve vocabulary, organize ideas, and engage in communicative situations.
Furthermore, this anxiety is influenced by several psychological factors, including motivation, self-
confidence, self-efficacy, fear of making mistakes, and learners’ attitudes toward the Arabic
language.

The article has also revealed that the educational environment plays a crucial role in shaping
these psychological factors. Supportive and psychologically safe learning environments can reduce
language anxiety and encourage learners to participate in oral communication, whereas environments
characterized by excessive criticism and direct correction may increase tension and withdrawal from
interaction. Therefore, improving the quality of the educational environment represents an essential
step in developing learners’ speaking skills.

The findings also indicate that modern pedagogical strategies provide an effective approach
for addressing this issue through the implementation of communicative activities, cooperative
learning, positive feedback, assessment methods that support self-confidence, and the integration of
digital technologies and artificial intelligence to provide safe and interactive speaking situations.
These strategies contribute not only to improving linguistic performance but also to building a
positive psychological environment that enables learners to overcome fear of mistakes and strengthen
their confidence in using Arabic.

In light of these findings, it can be concluded that successful teaching of speaking skills in
Arabic for non-native speakers cannot be achieved through focusing solely on linguistic aspects.
Rather, it requires integration between linguistic, psychological, and educational dimensions,
viewing learners as complete individuals who are influenced by both emotional and cognitive factors.
Accordingly, considering psychological factors in curriculum design and classroom activities should
be regarded as an educational necessity rather than an additional option.

The results of this article further emphasize that teaching Arabic to non-native speakers
requires adopting a comprehensive perspective that combines modern linguistic theories with
principles of educational psychology. Such an approach ensures the creation of learning
environments that address learners’ psychological and emotional needs alongside their linguistic
requirements. Developing speaking skills is not related only to expanding linguistic knowledge; it
also depends on providing an educational environment that encourages initiative and allows learners
opportunities for linguistic experimentation without fear of mistakes or negative evaluation.

The importance of specialized teacher preparation for Arabic language instructors is also
highlighted, enabling them to recognize manifestations of language anxiety among learners,
understand its causes, and apply teaching strategies based on psychological support and positive
interaction. The teacher’s role extends beyond transmitting linguistic knowledge; teachers serve as
facilitators of learning, sources of encouragement and confidence, and creators of psychologically
safe classroom environments. Such environments directly contribute to increasing learners’
participation in oral activities and improving their communicative competence.

On the other hand, rapid developments in educational technologies and artificial intelligence
open new possibilities for advancing speaking instruction. These technologies provide interactive
learning environments that allow learners to practice language continuously, receive immediate
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feedback, and benefit from personalized learning experiences that consider individual differences.
Such tools can help reduce the fear of speaking, promote learner autonomy, and enhance self-
confidence, particularly among learners who hesitate to participate in traditional classroom settings.

In this context, there is a need for further empirical and field studies investigating the
relationship between language anxiety and other psychological variables within Arabic language
learning contexts for non-native speakers. Future research should consider differences in educational
environments, language proficiency levels, and learners’ cultural backgrounds. It is also
recommended that future studies examine the effectiveness of training programs aimed at reducing
language anxiety, the role of artificial intelligence applications, blended learning approaches, and
alternative assessment methods in developing speaking skills. Such efforts can contribute to
establishing evidence-based educational practices.

Attention to psychological aspects in teaching Arabic to non-native speakers is no longer a
secondary or supplementary issue; rather, it has become one of the fundamental foundations for
successful language learning and the development of communicative competence. The more
educational institutions and teachers design learning experiences that address psychological and
emotional dimensions alongside linguistic aspects, the greater the opportunities for learners to
acquire speaking skills effectively and confidently and to achieve more successful communication
in daily, academic, and professional contexts. Therefore, developing balanced educational programs
that combine linguistic competence, psychological support, and effective use of modern technologies
represents an essential direction for improving the quality of Arabic language education and
achieving its goal of preparing learners who can use Arabic effectively and fluently in various
communicative situations.
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ETIK BEYANLAR
Arastirma ve Yayin Etigi
Bu makalenin 6zgiin bir ¢alisma oldugunu ve bilimsel arastirma ve yayin etigi ilkelerine
uygun olarak hazirlandigint beyan ederim. Makale daha &nce herhangi bir yerde
yayimlanmamis olup bagka bir dergide degerlendirme siirecinde degildir.
Caligmada kullanilan tiim kaynaklar akademik kurallara uygun bigimde atiflanmistir.
Caligmanin intihal, veri uydurma, veri tahrifi veya manipiilasyon icermedigini; arastirma
bulgularinin bilimsel diiriistliik ilkelerine uygun sekilde sunuldugunu beyan ederim.
Yazar Katkisi
Caligmanin tasarlanmasi, yliriitiilmesi, analizi ve makalenin raporlama agamasini tek basina
yliriitmiistiir. Makalenin son hélini okuyup onayladim ve yayimlanmasini kabul ettim.
Cikar Catismasi
Bu makalenin yayimlanmasina iligkin herhangi bir ¢ikar ¢atismasi bulunmadigini beyan
ederim.
Finansal Destek
Bu aragtirma herhangi bir kamu kurumu, ticari kurulus veya kar amaci giitmeyen kurulus
tarafindan finansal olarak desteklenmemistir.
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Yapay Zeka Kullanim Beyam
Makalenin hazirlanmas: siirecinde yapay zeka araglarindan yalmizca dil diizenleme, ceviri
destegi ve anlatim iyilestirmesi amaciyla sinirlt 6l¢iide yararlanilmistir. Yapay zeka araglari
tarafindan yapilan ceviri ve dil diizenlemeleri tarafimdan dikkatle kontrol edilmistir. Yapay
zeka araglart calismanin bilimsel igeriginin, aragtirma tasariminin, analizlerinin veya
akademik sonuglarinin olusturulmasinda kullanilmamigtir. Makalenin igerigine iliskin tim
akademik sorumluluk bana aittir.

Telif Haklar1 ve izinler
Telif hakki gerektiren materyaller kullanilmigsa gerekli izinlerin alindigimi ve ¢aligmanin
herhangi bir fikri miilkiyet hakkini ihlal etmedigini beyan ederim.

Yazar Onayi
Makalenin son hélini okudum, onayladim ve yayimlanmasini kabul ettigimi beyan ederim.
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