[image: ]




Translation Anxiety Among Junior High School EFL Learners: A Qualitative Exploration of Affective Barriers When Translating English Expository Texts

Wijdan Haekal Putra1
1 Islamic University of Kadiri, Indonesia.
 wijdanhaekalputra@gmail.com 
ABSTRACT 
 
Anxiety in efl learning has been discussed for decades, yet its role as a specific barrier within translation tasks at the junior high school level has received disproportionately little scrutiny. At this stage, students are already exposed to texts that demand cognitive abilities as a standard part of their curriculum. This study takes that gap seriously, focusing on how anxiety surfaces and functions when eighth-grade indonesian efl students are asked to translate english expository texts, alongside identifying the affective forces that shape those experiences. A qualitative case study design was employed. Semi-structured interviews, direct classroom observation, and a supportive atmosphere for students to enhance their english were the three concurrent sources of data. This research used an inductive theme approach rather than a pre-established coding scheme, enabling patterns and categories to naturally arise from what participants said, wrote, and did. The findings resist easy summarization. Anxiety did not appear as a single, stable state. Students exhibited discomfort when confronting lexical ambiguity, a nagging internal pressure to locate semantically exact equivalents, and a sense of linguistic insufficiency that persisted well into the task, not just at the beginning. Expository texts proved especially destabilizing. Their argumentative density is part of the reason, but more precisely, it is the layered structural logic of such texts that forces students to work across two cognitive operations at once: grasping what the source text argues and reconstructing that argument within an entirely different linguistic system. That is not a small ask. Describing it as simply “challenging” underestimates the difficulties some students experienced during the observation sessions. Pressure did not originate from the text alone. Fear of being negatively judged, whether by the teacher assigning a grade or by peers overhearing a wrong answer, generated a distinct strand of anxiety that operated independently from the cognitive load of the translation itself. Time constraints tightened everything further. In multiple observed instances, students who appeared to understand the text well still defaulted to mechanical, word-for-word strategies, not out of ignorance, but because the conditions of the classroom simply did not permit slower, more deliberate meaning-making. That distinction matters. This study does not resolve every question about affective experience in translation-integrated language learning, and it does not pretend to. What it does establish is that treating translation tasks as purely linguistic exercises misrepresents what actually happens in the room. Learner engagement is shaped by the psychological architecture of these tasks who assesses them, under what time constraints, and with what degree of emotional safety, in ways that cannot be addressed by language assistance alone.
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INTRODUCTION
Anxiety isn't just a feeling of discomfort that comes and goes. In the process of foreign language acquisition, it works much deeper than that: blocking, filtering, and in many cases, stifling linguistic potential that should be developing. The framework most often used to explain this mechanism is Krashen's Affective Filter Hypothesis, which positions anxiety as one of the determining factors in how much linguistic input (comprehensible input) can be fully absorbed by the language acquisition apparatus in the learner's brain(Nattinger, 2014). When the affective filter is high, even readily available input will not reach its proper processing point. This is not because the learner is incapable, but because anxiety has already blocked it.
The empirical foundation for this claim was laid more systematically by Horwitz, Horwitz, and Cope (1986) through the construct of the Foreign Language Classroom Anxiety (FLCA) and its measurement instrument, the Foreign Language Classroom Anxiety Scale (FLCAS). Since the introduction of the FLCA and FLCAS, the field has entered a period of relative stability, with consistent findings spanning over three decades, establishing foreign language anxiety as a valid and reliable psychometric construct(Botes et al., 2022).This construct groups foreign language anxiety into three main sources: communication anxiety, test anxiety, and fear of negative evaluation. These three dimensions are not isolated categories; in practice, they often coexist and reinforce each other, creating affective conditions intense enough to inhibit learners' active engagement in language learning. 
The research tradition born from this framework has grown to become one of the most productive in applied linguistics. A review of 49 FLA studies published in the journal System between 2004 and 2023 revealed that qualitative methods, including in-depth interviews, classroom observations, and learners' reflective journals, are increasingly being utilized by researchers to capture affective dimensions that cannot be adequately captured through questionnaires alone(Yu, 2024). This shift is not without reason.Foreign language anxiety is an experience lived in narratives, not in numbers. English language (FL) learning has been recognized as a phenomenon involving multiple systems of emotions, beliefs, and behaviors, which influence not only learners' self-perceptions but also classroom interaction patterns(Özdemir & Seçkin, 2025). Interestingly, recent research also confirms that foreign language anxiety is strongly correlated with self-evaluation: learners who rate their language proficiency higher tend to experience lower levels of anxiety(Attia & Algazo, 2025). This suggests which anxiety and competence are not entirely separate; they are linked in a cycle that is difficult to break.
One group of learners who deserves special attention, yet is often overlooked in the literature, is junior high school students. Students at this level are in a critical phase of cognitive and emotional development and are particularly vulnerable to strong affective reactions during the language learning process, with anxiety shown to significantly negatively impact their academic performance(Liu et al., 2025). At this age, the self-esteem patterns which have formed can be long-lasting. A negative experience with a single language activity can leave a lasting impression and reinforce a reluctance to try again. Research on students in grades 7 through 10 indicates that situational anxiety, or sudden onset anxiety, is a dominant problem, with shy students tending to avoid speaking, providing minimal responses in the target language, and choosing not to actively engage in class(Pontillas & Rosas, 2024). Unfortunately, most FLA literature still focuses on the university context. Studies on early adolescent learners remain a relatively thin area of empirical research. 
In the Indonesian context, the problem is even more complex. Anxiety in learning English among Indonesian learners is not a new phenomenon; it has existed for decades, long before the era of online learning, and has been entrenched since English was made a compulsory subject in the national curriculum(Sholeh & Muchibuddin, 2025). The typological distance between Indonesian and English, minimal exposure to the target language outside of the classroom, and the evaluative pressures of the national examination system all contribute to creating a learning climate that is fertile for anxiety to grow. FLA research in Indonesia has indeed grown, but its growth has been highly uneven: speaking and writing domains have received far greater attention, while translation activities have been largely untouched, particularly at the junior high school level. 
In fact, translation is a very real activity in the learning lives of Indonesian EFL students. It's not a professional competency, but rather a daily strategy: translating exam questions, digesting course texts, or understanding assignment instructions. However, the impact of anxiety on learning second language translation tasks, including anxiety arising from the direction of translation itself and the underlying cognitive mechanisms, remains largely under-researched(Jia et al., 2023).Expository texts, in particular, present unique challenges: their structure is denser in argumentation, their vocabulary is more technical, and their logical cohesion is tighter than narrative texts, which are typically more familiar. When junior high school students are confronted with an expository paragraph in English and asked to translate it, they face not only linguistic difficulties but also various affective pressures.
Several previous studies have indeed addressed this area, although from different perspectives. One comprehensive review concluded that emotional intelligence and anxiety significantly influence translation quality and recommended that educators in translation studies be more sensitive to the emotional dimensions that shape translator performance(Qiu, 2023). Using a more experimental methodological approach, a study based on eye-tracking and key-logging found that translation direction significantly impacted learners' cognitive load, which then triggered a marked change in translation anxiety levels(Jia et al., 2023). This is a crucial finding: it confirms that translation anxiety is not simply a vague emotional reaction, but rather a phenomenon with observable mechanisms., but rather a phenomenon with observable mechanisms. However, research specifically examining learners' subjective perspectives on anxiety in productive language activities, including translation, remains very limited(Özdemir & Seçkin, 2025). 
The limitations of these studies cannot be ignored. Almost all were conducted in the context of universities or professional translator training; none specifically targeted EFL learners in junior high schools. Quantitative and experimental approaches still dominate, so learners' internal affective experiences, their narratives of fear, their coping strategies, and how they interpret their own difficulties, have not been explored in sufficient depth. Expository texts are almost never the specific object of translation anxiety studies at the secondary level. And the Indonesian context, with all the ecological and sociocultural uniqueness that shapes the language learning experience here, is virtually absent from these studies. It's not just one gap, but several overlapping gaps.
This research responds to this situation. The purpose of this study is to qualitatively explore the experience of translation anxiety among junior high school students learning English as a foreign language (EFL) when dealing with English expository texts, with a focus on the affective barriers that arise in the process. Operationally, this study aims to: (1) identify the forms of anxiety experienced by junior high school students learning English as a foreign language (EFL) when translating English expository texts; (2) understand the affective factors that trigger and exacerbate this anxiety; and (3) explain how translation anxiety affects the translation process and outcomes for this group of students. A qualitative approach was chosen not only because of its methodological relevance, but also because the research questions essentially demand narratives, not a numbers.
Theoretically, this research offers a conceptual extension of the construct of foreign language anxiety into the previously underserved domain of translation, particularly in the context of young learners in developing countries. Practically, the findings are expected to provide a foundation for EFL teachers and curriculum designers to build more affectively aware learning environments. Because as long as translational anxiety is not recognized and addressed, it will continue to work silently as a barrier between the learner and his or her true language abilities.
METHOD
Research design
This research relies on a qualitative approach with an instrumental case study design. This choice was not solely a matter of methodological suitability, but rather driven by the nature of the research question itself. Translational anxiety is an experience that occurs inside the learner's mind, not a quantifiable number. Understanding how EFL learners experience, understand, and interpret expository texts in English requires an approach that captures the narratives, not just summarizes them in frequency distributions.
This case study was chosen because the phenomenon under study relates to a very specific context: early adolescent learners, an Indonesian EFL environment, and translation activities which have not been empirically explored in this population. The specificity of the context is not a weakness; in fact, it is precisely what makes this case study relevant here. The instrumental nature of this design means that the case is not studied simply for its own sake, but rather as a medium for examining something broader: how foreign language anxiety operates when young learners are faced with the cognitive and linguistic demands of a translation task.
The epistemological foundation is interpretivism. The consequence is quite stark: learners' affective experiences are treated not as objective facts that can be verified externally, but as subjective and contextual constructions of meaning. This doesn't mean that this research neglects precision, but the measure of success is different. It's not how much anxiety can be quantified, but how deeply it can be understood from the perspective of the learner experiencing it.
Participant
The participants in this study are eighth-grade students at a public junior high school in Tangerang area who were learning English as a foreign language. Why eighth grade? Students at this level have passed the initial adaptation period to English lessons, but their affective patterns toward language learning are not yet fully formed. Their anxiety is still observable in conditions relatively unprotected by sophisticated coping strategies, and this is methodologically important.
The sampling technique used is purposive sampling. In qualitative research, the goal is not statistical representation but depth of information, and purposive sampling allows researchers to select participants based on relevance, not random distribution. Three criteria were established: first, participants had completed the task of translating English texts into Indonesian in a learning context; second, there was an indication of affective difficulties during the activity based on the classroom teacher's initial observations; and third, participants were willing to engage and provide open information. The target number of participants was between eight and twelve students, following the principle of data saturation, where data collection is stopped when emerging themes no longer yield meaningful new information.
Intruments
The primary instrument in this study is the researcher herself. In the qualitative research tradition, this position is not merely a formality; the researcher acts as planner, collector, analyst, and interpreter of data. This involvement demands consistently developed theoretical sensitivity, not false neutrality.
To support a more structured data collection process, several supporting instruments are developed. A think-aloud guide contained written and verbal instructions explaining how to verbalize thought processes during translation, including a short practice session before the main task began to familiarize participants with the technique. A semi-structured interview guide is developed based on Horwitz et al.'s (1986) three FLCA components: communication apprehension, test anxiety, and fear of negative evaluation, which are then adapted to the context of translation activities. The reflective journal sheet contains several open questions, such as "What is the most difficult thing for you when translating a text?" and "How do you feel when you find a word or sentence that you don't understand?" The expository texts used as translation stimuli were selected based on three criteria: they contains semi-technical vocabulary, has an argumentative structure typical of expository texts, and are unfamiliar to the participants. All sessions were recorded using an audio recorder.
Procedures
This research is conducted in three sequential stages.
The planning stage begin with a systematic literature review to develop a conceptual framework and refine the theoretical understanding of the construct of translation anxiety. Next, all instruments are developed and validated through expert assessment by two experts in applied linguistics and educational psychology. The expository texts to be used as stimuli were piloted for readability on a small group of students who were not part of the primary participants. Permission for the study is obtained from the school administration at this stage, along with informed consent from the participants and their guardians.
The implementation stage organized data collection into three separate sessions. The first session is a think-aloud session: participants translate the expository text while expressing their thought processes aloud. The researcher is present in the same room but do not intervene except to remind participants to continue speaking if there is prolonged silence. The second session, a semi-structured interview, is done immediately after the translation session to ensure the emotional experience is still fresh. The third session, a reflective journal entry, is completed on the same day, both at school or at home. Before all the main sessions, the researcher also observes one or two regular class meetings to map participants' affective behavior patterns in more everyday language learning situations. 
Data Analysis
Thematic analysis, as developed by Braun and Clarke (2006), served as the analytical framework for this study. The choice was not incidental. Thematic analysis specially designed for the kind of work which this study requires: identifying and interpreting patterns of meaning across qualitative data, especially when the data is affective in nature and difficult to categorize clearly. It does not impose a predetermined structure onto the findings; on the contrary, it allows meaning to emerge through sustained engagement with the material itself.
The process takes place in six phases, though "unravel" perhaps overstates the tidiness of it. Phase one centered on data introduction: the researcher read through all transcripts, reflective journal entries, and observation notes repeatedly before any coding began.. Not skimming. Reading with the intention of sitting inside the data long enough to notice what keeps returning. Phase two generated initial codes through open coding, assigning labels to each data segment based on its content and the meaning it carried in context. In the third phase, the codes are grouped into a broader theme, more abstract themes through axial coding, paying close attention to how each code relates to and complicates each other. The fourth and fifth phases involve reviewing and then naming the themes, a stage which requires the researcher to continually test whether the themes truly reflect the data or are tacitly shaped by previous theoretical assumptions. Phase six produced the written report, with findings anchored by representative quotations drawn directly from participant data.
Verbatim transcriptions of all thinking while talking sessions and post-task interviews formed the primary data corpus. Reflective journals and observational field notes works as sources of triangulation, which uses to confirm, perfect, or sometimes challenge themes emerging from the transcripts. The analytical process moved in neither a clean nor a straight line. Whenever interpretation of a theme shifted, the researcher returned to the raw data rather than proceeding on the basis of an earlier reading. In affective research particularly, meaning tends to emerge across repeated encounters with the same material, not during the first pass.
Three strategies were applied concurrently to ensure the trustworthiness of the findings. Member checking give participants the opportunity to review summaries of the emerging findings and offer corrections or confirmation if needed. Peer discussion took the form of regular discussions with a research colleague, which focuses especially on analytical junctures where interpretation remained genuinely uncertain. Thick description ensured the research context is served with sufficient richness and specificity that readers could make their own judgments about the transferability of the findings to other settings with comparable ecological and comparable sociocultural . Whether the application capability applies beyond this particular context remains, appropriately, an open question.
RESULTS AND DISCUSSION
Translational anxiety is rarely visible externally. It operates internally: slowing decisions, intensifying doubts, and leading learners to produce translations that fall far short of their actual linguistic capacity. This study examined these dynamics in eighth-grade EFL learners at a public junior high school in Tangerang, Indonesia, who were asked to translate an English expository text under conditions that allowed for in-depth observation of their affective experiences. The expository text is chosen because its strict structure, semi-technical understanding, and demands for logistical cohesion between clauses create multiple layers of difficulty. For students with very limited exposure to the target language outside the classroom, the gap between curricular demands and actual language experience naturally creates fertile land for anxiety. Three theoretical frameworks underpin this analysis. (Nattinger, 2014)Affective Filter Hypothesis explains how anxiety operates as a filter that hinders the optimal processing of linguistic input. (HORWITZ et al., 1986)FLCA construct provides three distinguishable sources of anxiety: communication anxiety, test anxiety, and fear of negative evaluation. Braun and Clarke's (2006) thematic analysis framework was used to organize qualitative data that did not always fall neatly into predetermined categories. The goal was not to understand the extent of anxiety experienced, but rather how it operates internally and its impact on the translation process and outcomes.
Comprehension of Communication as a Dominant Form of Translational Anxiety
Of the twelve participants, ten reported communication anxieties in consistent forms: discomfort after reading the text, avoidance behavior, and in some cases, reinforcement of the process before the target sentence was even formulated.
The first thing recorded was not errors, but silence. S3 pause for over twenty seconds before saying: "I understand the meaning, but I don't know how to say it in Indonesian correctly. It's like I'm stuck in the middle." This wasn't a lexical difficulty. What failed was not comprehension, but the ability to produce an equivalent that the learner considered correct enough. Overly stringent internal standards became a source of pressure, a dynamic linked in the FLA literature to an inverse relationship between anxiety and learner self-evaluation (Shao, 2025).
S7 confirmed the same point: "I understand the paragraph, but when I want to write the translation, I'm afraid of choosing the wrong words." It wasn't understanding the content that was the problem, but rather the expressive demands of the target language. This is the essence of communication anxiety as defined by (HORWITZ et al., 1986). S1, through a reflective journal, added another dimension: "I'm afraid my translation will turn out completely wrong." Anxiety already operates as a comprehensive assessment of one's abilities before a single word is written, an empirical illustration of Krashen's (1982) affective filter mechanism that precedes the primary cognitive task.
Avoidance behavior was present in a more subtle form in S6 and S8. Both consistently chose simpler equivalents, not because they didn't know the more appropriate ones. S8 confirmed: "I deliberately chose words I was confident in, even though they might not be quite right." This trade-off between accuracy and affective safety directly impacted the target text, which became flatter and lost its contextual precision, consistent with the finding that anxiety encourages learners to operate below their actual linguistic capacity (Shao, 2025).
Test Anxiety as a Situational Component of Anxiety
Unlike communication apprehension, which is uniform throughout the process, test anxiety operates episodically. It waits for a trigger.
The most consistent trigger is the awareness of time limits. When S2 realized the remaining time was disproportionate to the untranslated text, she said: "Oh, how many minutes are left? I'm getting nervous." What happened was not acceleration, but the opposite: rushed writing and mid-correction. Fear of failure and time pressure are primary sources of test anxiety in EFL learners (Pesonen-Wen & Studies, 2022), and these data give concrete confirmation of this claim.
The second trigger is the observational context. S5 wrote in her journal: "If no one were assessing me, I might be more relaxed and the results would be better." This statement quite accurate describes how the evaluative context interferes with performance. (Saito et al., 2023) identified a similar dynamic: learners with high test anxiety tend to experience a growing gap between their actual and self-estimated abilities, which in turn exacerbates the anxiety in a cycle that is difficult to break.
Seven of the twelve participants showed signs of test anxiety at identifiable levels. The remaining five showed no clear indicators, although some acknowledged that the context of the formal task made them more stressed. This difference suggests that test anxiety is more influenced by the perception of the evaluative situation than by the characteristics of the text itself, a finding sources by a qualitative study of evaluative anxiety in EFL contexts (Zabrodskaja & Dakanalis, 2024)
Understanding Communication in Translational Activities: A Theoretical Interpretation
The communication anxiety construct in Horwitz et al.'s (1986) FLCA framework was initially developed in the context of oral production. The data in this study indicate that the same mechanisms operate in the context of fully individualized written translation. The expressive demands in the target language are sufficient to trigger anxiety, even without a live audience.
(Nattinger, 2014)affective filter in this data not only hinders the transmission of input from the source text but also interferes with the production output in the target language. S1's panic before beginning translation is a filter that is already activated before the primary cognitive task begins. This is not a failure of competence, but rather a preceding affective failure.
Expository texts specifically exacerbate this situation. When S3 reports "understanding the meaning but not knowing how to express it," she is facing a gap between receptive understanding and productive capacity, which, according to Swain's (1985, 2000) output hypothesis, is only realized when learners are forced to produce output. Anxiety widens the gap, and cognitive load in translators' activities has been shown to contribute directly to changes in translational anxiety levels (Jia et al., 2023). The most visible consequence is the conservative strategies of S6 and S8: flatter, more general target texts, losing the argumentative density they should have maintained.
Test Anxiety in Evaluative Contexts: Between Situational Pressure and Cognitive Responses
Test anxiety in this study did not function as a permanent background condition. It emerged, intensified, then subsided, and then reactivated when certain situational markers were present: reminders of deadlines, awareness of observations, and discrepancies between actual and expected progress.
S2, who was nervous due to the awareness of time constraints, did not face a formal exam. No grades were recorded, and there were no institutional consequences. However, her affective response did not differ from that reported in studies of test anxiety in formal EFL contexts (Pesonen-Wen & Studies, 2022). If test anxiety is primarily a response to evaluative perceptions, rather than to the evaluation itself, then the formal context is not a necessary condition for its emergence.
S5's statement, "if no one were to grade, her results would probably have been better," is not a rationalization. It accurately describes how the evaluative context interfered with her performance. The cycle identified by (Saito et al., 2023) applies here: the higher the test anxiety, the greater the gap between actual and self-perceived ability, which further exacerbates anxiety.
The implications go beyond simply reducing the frequency of assessments. A more relevant intervention is changing how students perceive the situations in which they are being observed. The extent to which such perceptual changes can be pedagogically addressed, and under what conditions interventions are most effective, remain questions that cannot be fully answered by this research data. 
Communication Apprehension as a Production-Level Barrier 
The most consistent finding across the twelve participants was not how difficult the source text was. What was consistent was the location of the anxiety: not at the reading stage, but at the writing stage. Participants understood the text. What collapsed was their confidence in expressing that understanding in the target language. This distinction has significant theoretical implications, because in the FLCA framework developed by Horwitz, Horwitz, and Cope (1986), communication apprehension is explicitly defined as a fear inherent in the expressive demands of the target language, not in its receptive processing(HORWITZ et al., 1986).
What makes these findings more than mere reconfirmation is the context. Horwitz et al. developed the FLCA construct in an oral production context, where there is an audience, direct interaction, and social pressure is clearly present. Participants in this study worked alone, in silence, without interaction with anyone. Nevertheless, ten of the twelve reported affective pressure functionally identical to what the literature describes in oral performative contexts. The conclusion that emerges, at least from these data, is that the primary trigger is not the social situation but the expressive demands of the task itself.
(Abadikhah & Shahriyarpour, 2012)provides a framework that complements this picture. The output hypothesis argues that learners only become aware of the gap between their receptive competence and productive capacity when forced to produce output. S3 articulated this experience precisely: understanding the paragraph, but not knowing how to translate it into Indonesian. It was not a failure of comprehension. It was an encounter with a chasm that had previously been invisible. More important than the chasm itself was the response to it: when anxiety was active, learners didn't try to cross it. They stopped, or retreated to safer language.
The fallback strategies demonstrated by S6 and S8 deserve attention beyond mere behavioral accounts. They didn't choose the simpler equivalent because they didn't know the more appropriate one. They chose it because the more appropriate option felt too emotionally risky. Research examining foreign language anxiety across skill domains consistently finds that anxious learners produce output below their actual capacity, and that avoidance of more challenging language forms is one of the most reliable behavioral indicators of high anxiety (HORWITZ et al., 1986). In the context of expository texts, the costs of this strategy are immediately apparent: arguments that should maintain the conceptual density of the source text become flatter, more generic, and lose their precision. (Nattinger, 2014) explains the mechanism behind this through the Affective Filter Hypothesis. A high affective filter not only hinders input processing, but in translational contexts also interferes with output production simultaneously. Both are affected. S1, who reported "panic" before writing a single word, illustrates a filter that is fully activated before the primary cognitive task begins. What is linguistically available is affectively blocked. This is not a question of competence that is absent; it is a question of competence that is present but inaccessible.
Expository texts exacerbate this condition in a genre-specific way. Narrative texts provide a more predictable structure as cognitive scaffolding. Expository texts do not. Learners must reconstruct the logic of the argument in the target language, rather than simply transmitting the flow or description. (Jia et al., 2023) found through an eye-tracking study that cognitive load in a translation task resulted in measurable changes in translators' anxiety levels. The qualitative data in this study provide converging evidence from different methodological perspectives, both of which point to the same conclusion.
Test Anxiety as a Perceptual, Not Situational, Phenomenon
The second finding calls for a shift in understanding test anxiety in FLA research. Most of the literature places test anxiety in the context of formal evaluation: exams, graded presentations, assignments that contribute to final grades. The data in this study suggest something different. The relevant variable is not the evaluative context, but rather the learner's perception that evaluation may be taking place. Seven of the twelve participants exhibited identifiable indicators of test anxiety, and in each case, the trigger was a perceived evaluative cue, not an actual formal assessment. No grade was awarded. No formal records were kept. However, the affective responses were functionally indistinguishable from those documented in the literature in formal testing contexts.
(HORWITZ et al., 1986) defined test anxiety within the FLCA framework as apprehension about academic evaluation linked to fear of failure and concern about how one's performance will be judged.
CONCLUSION
This study examined two interconnected questions: what forms of anxiety manifest when eighth-grade EFL learners translate expository text, and what factors drive those manifestations. The findings are clear on both counts.
Communication apprehension emerged as the dominant form, present in ten of twelve participants and operating specifically at the production stage rather than comprehension. Test anxiety appeared as a secondary but distinct form, episodic and triggered not by formal evaluation but by the mere perception that judgment was occurring. When both were active simultaneously, target text quality degraded most visibly. Three factors account for these patterns: the expressive demands of the target language, the learners' perceptual orientation toward evaluation, and the genre-specific cognitive load of expository text, which removed the structural scaffolding that other text types would provide.
The contribution of this research is not only descriptive. It extends the FLCA framework into written translational contexts, demonstrates that communication apprehension functions without a live interlocutor, and reframes the pedagogical target: intervention needs to address how learners perceive observed language tasks, not simply how often they are formally assessed.
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