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ABSTRACT: The purpose of this study is to investigate innetivation and anxiety of
English learning as it is experienced by EnglishFaseign Language (EFL) learners with
respect to various majors, differences in genderd Enguage proficiency. Specifically, it
studies EFL students at a technical university anwvén. This study surveyed and analyzed
857 freshmen from a technical university in TaiwBased on the analyses of structural
equation modeling, the results indicated that Esfgliearning anxiety impacted English
learning motivation in different ways dependingganders and majors. On the other hand,
English learning anxiety had little effect on Esglilearning motivation for the different
levels of language proficiency groups, especiatly learners in the intermediate group.
Generally speaking, most of the learners were pton@strumental rather than integrative
motivation in terms of learning English, and thigwels of English language class anxiety
were higher than their levels of English use arsd ssxiety. The findings can help clarify the
nature of both English learning anxiety and EnglisArning motivation as psychological
constructs to students
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INTRODUCTION

There has been a good development of literatutbarfield of English language instruction
dealing with the psychological aspects of learnsug;h as motivation and anxiety. Numerous
researchers have shown that both motivation (Clémeal. 1994; Dornyei, 2001; Gardner
and Maclintyre, 1993; Mehrpour and Vojdani, 2012afu2012) and anxiety (Horwitz et al.
1986; Liu, 2006; Liu and Jackson, 2008; Macintynd &ardner, 1989) are significant factors
in second and foreign language acquisition andctwigy. For the past three decades,
motivation has been an important area for empirneséarch and theoretical work within the
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context of learning mother tongue, foreign langyaged second language. Motivation
represents one of the most appealing variables tsexplain the differences in learners
during language learning (Pintrich and Schunk, 20@ad motivation is one of the most

significant factors that impacts the rate and sssad language learning (Dornyei, 1998).
Foreign language anxiety is becoming ever mord witaecond language acquisition studies.
Generally, anxiety is viewed to be detrimental &fprmance on learning tasks that require
attention and deliberate effort (Roccas & Brew€0Q2). Horwitz, Horwitz , and Cope(1986)

defined anxiety as a “subjective feeling of tensiapprehension, nervousness, and worry”
(p.125). A study conducted on foreign language etypias shown that anxiety might prevent
language learners from achieving a higher leveadroficiency in foreign languages and it is

negatively related to foreign language learningd@i1994). Some studies (e.g., Brown,
Robson, and Rosenkjar, 2001; Gardner, Masgorenargnand Mihic, 2004; Hao, Liu, and

Hao, 2004) have explored motivation and languaggefyn but there have been few studies
on the direct relationship between the two affextactors.

As indicated above, both motivation and anxietyypéa vital part in English learning
outcomes, moreover, they are closely related té edicer in second and foreign language
acquisition(Liu and Huang, 2011)Additionally, various levels of foreign languagateers’
achievements might be influenced by motivation angiety. It is, therefore, significant to
explore the relationship between motivation andietgxin terms of students’ English
learning achievement (Hao, Liu, and Hao, 200d)the field of school education, such as
high schools and colleges, much research has le®ucted on motivation and anxiety in
Taiwanese English learners. However, the reseancimotivation and anxiety of English
learners in technical universities in Taiwan istguimited. Given the context technical
universities have been developing and the neethfar students learning English has been
increasing. Therefore, this study aims to help rde@tee how and to what extent foreign
language learning motivation and anxiety interadghveach other that influence English
language learning performances among technical ewsity students in Taiwan. The
following research questions are developed to mftre study:

1. How do foreign language learning motivation and ietyx affect technical
university students by gender?

2. How do foreign language learning motivation and ietyx affect technical
university students by major?

3. How do foreign language learning motivation and ietyx affect technical
university students by English language proficielewel?
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LITERATURE REVIEW

Moativation in L earning Language

According to Gardner and Lambert (1972), there taur@ kinds of motivation: integrative
motivation, referring to a holistic learning appcbatoward the speech and culture of the
target language group, and instrumental motivatieferring to language learning for more
immediate or practical goals. More recently, newtinvabion classifications have been
identified, namely intrinsic and extrinsic motivais. To be specific, intrinsic motivation, like
integrative motivation, implies learning a secondfareign language is for the pleasure
inherent in doing so. Extrinsic motivation like ingnental motivation, refers to the drive to
learn a second/foreign language that is instightedome punishment or reward from the
social environment (Noels et al., 2001). Despitat flact that both types of motivation are
factors vital to success in learning a second oeigm language, much debate among
researchers has been focused on which kind of ataiivis more significant L2 for learners
(Dornyei, 2001). Researchers have different petsfscfor language learning outcomes
toward the two types of motivation. For examplegegmative motivation was viewed as
superior to instrumental motivation for predictitige success of L2 learning (Gass and
Selinker, 2001), and it is claimed that intrinsiotidation plays an important part in learning
a second/foreign language (Noels et al., 2001)edfners respect the target culture, they
might practice the language and improve their lagguskills (Cook, 2001). From another
point of view, Liao (1996) states that Chinese shigd tend to be motivated more
instrumentally than integratively in terms of leiagna second or foreign language, because
of their desire to obtain good scores, and the eympént as well as financial benefits that
can result (Liao, 1996).

Anxiety in Learning Language

Research has been conducted to examine variouablesiof foreign language learning

anxiety. In general, these variables are divideéd iwo main categories: situational variables
and learners’ variables. Situational variablesudel for instance, course contents, course
level, course activities, teacher behavior andualéis, and social interaction among peer
group learners (Jackson, 2002). Learners’ variabiekide, gender, personality, attitude,

motivation, self-belief, culture, ability, and agariables among others (Brown, Robson, &
Rosenkjar, 2001; Campbell, 1999; Gregersen& Horw&@02). The above factors and

variables interact in complicated ways that causarning anxiety for many students.

Recently, the identification of foreign languagarl@ng classroom anxiety has attracted a lot
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of attention from researchers. Learners may shdferdnt anxiety-related behaviors and
reactions unique to the foreign language classrsetting, such as, trying to avoid difficult
linguistic structures, getting nervous during leéagnactivities, an unwillingness to volunteer
answers and participate in oral activities, comingrepared to class, avoiding speaking the
target foreign language in class, and being ledéingvito communicate and express
themselves compared to more relaxed learners. (Mael 1995; Macintyre, et al., 1997).

In terms of causes of language anxiety, Horwitale{1986) theorizes that foreign language
anxiety in the classroom can be attributed to threain performance anxieties:
communication apprehension, social evaluation, &stl anxiety. Besides, Young (1991)
indentifies six potential interrelated sourcesafduage anxiety, which may be attributed to
the foreign language classroom environment: petsand interpersonal anxieties, which
could be related to fear of a real or anticipatetl & speaking, learner beliefs toward
language learning, teacher beliefs about languasteuction, interaction between instructor
and learners, classroom procedures, and languageseX herefore, the influence of anxiety
on the language learning process and product makeglentification of language learning
anxiety a significant component of foreign languagsearch for language learners. Because
language learning anxiety is complicated and miah&hsional, it manifests itself in learners
differently.

Relationships between Motivation and Anxiety for L earning Language

Some studies regarding the relationship betweemgukage motivation and anxiety in
language learning have drawn the interest of sévesaarchers. For example, Gardner, Day,
and Maclntyre (1992) mentioned that integrativelytivated learners “are less anxious in L2
contexts” (p.212) than learners who are instrumbmtaotivated. Their findings indicate that
anxiety and motivation are “two separate dimensiomgh overlapping behavioral
consequences” (p.212). Noels et al. (1999) stateel rhore students feel motivated, the less
effort they will expend and the more anxiety theyl veel” (p.31). In the view of Brown,
Robson, and Rosenkjar, (2001), learners’ motivasiod anxiety were negatively correlated
and a lack of motivation could cause anxious bedraviFurther, Liu (2006) found that the
students’ motivation was positively correlated wiitleir English proficiency. An interesting
negative correlation between second and foreigguage learning anxiety and achievement
is also addressed in the studies (Horwitz, 2008aA1L994). Empirical research has shown
that the more anxious foreign languages studertgla less willing they are to get involved
in learning activities, and thus to have lower perfance results than those who are
less-anxious students (Aida, 1994).
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Currently, national English proficiency is an indefikcompetitiveness in Asia, Taiwan is no
exception. Observing English language instructiofaiwan reveals a tendency toward more
traditional and teacher-centered methods. This viswshared by Huang (2001) who
summarizes English language instruction in Taiwathe following manner. “Although the
Ministry of Education has issued new curriculumngirds based on the Communicative
Teaching Approach, teachers are not using thisoagpr and teacher-centered practices
remain dominant” (p. 154). Additionally, Chu (2008)entions, “the pervasive methods
firmly established in Taiwan continue to be tramttl rote teaching methods (p.26).” In short,
English language instruction in Taiwan tends to esep primarily on teacher-centered
practice rather than student-centered approachaiitier of this study observes that English
class instruction portrays an air of formality.nhost Taiwanese classes, students remain quiet
most of time throughout the class session. For @l@nwhile they are not unengaged or
inattentive, they simply do not tend to ask questiand are not eager to answer questions
unless asked by the teachers. Thus, only whenet@hérs ask individual students directly,
would they get a response and yet students getuaerby being called to respond to
guestions. Because of this, some students are undiatr of pressure and anxiety, which
contribute to the lack of learning English durintass. Learning English is a terrible
nightmare for most of them especially making mistain front of the class.

As can be seen, language-learning outcomes appdxea particularly prone to the complex
effect of motivation and anxiety, which, as suggddby existing literature, might be related
to each other to some degree (Liu and Huang, 2M@)ever, the effect of motivation and
anxiety on the process of foreign language acgmmsihas been somewhat ignored in the
English teaching and learning environments of Taiwdtle empirical data is available for
researchers to explore the affective domains afdaese English learners. The present study
attempts to provide some instructional implicatiomgoday’s English classrooms especially
at technical universities in Taiwan and enhanceguage-learning effectiveness in foreign
language learning.

METHOD

Participants

The total participants in this study were 857 (4#5a8le and 404 female) freshmen who were
placed into three proficiency levels (pre-internagelj intermediate, and upper- intermediate)
based on their English scores of the Universityd&rte Exam. The total test score was 100.
Based on the criterion-referenced placement, tbeesof 60 was a passing score in Taiwan
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grading system. 231 participants who received scbetow 60 were pre-intermediate level
group; 420 participants between 60 and 80 weresified into intermediate level group; and
206 participants who obtained above 80 points wéassified into upper-intermediate level
group. All were enrolled in the freshmen Englishurse offered by the University. The
participants were basically from two different nrajoEnglish-majoring students (n=112),
and non-English-majoring students (n=745).

I nstrument

Survey method was applied to this study, which msof a 16-item Foreign Language
Learning Motivation Scale (See Appendix A), a &t Foreign Language Classroom
Anxiety Scale (See Appendix B), and demographiorimition questionnaires. All the items
except the background questionnaire items wereeglam a 5-point Likert scale ranging

from “strongly disagree” to “strongly agree”. TherEign Language Learning Motivation

and the Foreign Language Classroom Anxiety questioes in the Chinese language were
administered to the participants; Mandarin Chinegas used to avoid unnecessary
misreading and miscomprehension in terms of queséive contents.

The 16-item Foreign Language Learning Motivational8cwas directly adopted and
developed from the Motivation Test Battery (Gardaed Lambert 1972), and designed to
measure four dimensions of motivation: integrativseentation (questions 1 to 4),
instrumental orientation (questions 5 to 10), redivle orientation (questions 11 to 13) , and
intrinsic orientation (questions 14 to 16). Oridipathe Foreign Language Classroom
Anxiety Scale was directly adopted from Horwitza¢t (1986), and there were 33 question
items, which were divided into three broad catezprof Foreign Language Classroom
Anxiety Scale: communication anxiety, test anxietgd fear of negative evaluation. The
researchers eliminated nine inappropriate itemsobthe 33 original questionnaire items as
suggested by a review panel. Finally, this Fordignguage Classroom Anxiety Scale was
used to measure two dimensions of foreign langesgsroom anxiety: English use and test
anxiety (questions 1 to 9), and English languagssclanxiety (questions 10 to 24). The
Cronbach’s alpha was.84 referring to the final merof the 24-item questionnaires as being
reasonably reliable for the formal final version.

Data Collection

All participants completed the questionnaire durgigss time midway through their first
semester. The survey questionnaires took aroundiBites to complete. The students were
informed that the survey would have no effect airtrade.
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Data Analyses

In order to derive a distinctive and reliable subscfor each motivational and anxiety
subtype, the data were subjected to a structutatemn modeling with AMOS 4.0. Structural
equation modeling (SEM) is a statistical methoddu$ar testing and estimating casual
relations using a combination of statistical datd gualitative causal assumptions. Besides
this, the analysis tests the extent to which treoitical model adequately represents the
covariance matrix of the data. The fitting functiestimated by the procedure was assessed
through several indices, namely Chi-Square stesisthe Goodness of Fit Index (GFl), the
Adjusted Goodness of Fit Index (AGFI), Root Mean&g Residual (RMR), and Root Mean
Square Error of Approximation (RMSEA) (Kaplan, 200@inally, structural equation
modeling (SEM) analyses were run to explore thati@tship between foreign language
motivation and anxiety among the participants.

RESULTS

Based on the analyses of structural equation magiele result has shown that the model of
the male group had a good fit to the data (GFI=A3FI=.81, RMR=.03, RESEA=.13), and
there was a highly standardized path of coefficgnt.97) between the factors of anxiety
and learning motivation. In other words, anxiety laagreat influence on learning motivation
in the male group. To be specific, instrumental ivation (standardized coefficients =.69),
integrative motivation (standardized coefficients67/, and resultative motivation
(standardized coefficients =.60) had a strong gatimate to learning motivation. Intrinsic
motivation (standardized coefficients =.47) hadeasl strong relationship with learning
motivation. On the other hand, English languagescinxiety (standardized coefficients =.63)
was at a stronger level than English use and teséty (standardized coefficients =.46). (See
Table 1)

Table.1 The Model of English Learning Motivatiordalnxiety in the Male Group

. P D D 2. 2

| Mot7F1~| [Mot F2 | [Mot F3| [Mot Fa [Anx F1] [Anx F2|

a7

.97

Anxiety

Motivation

Group=Male
p-value9(=0.05)=.001
GFI(—~1)=.930
AGFI(~1)=.817
RMR(<0.05)=.038
RMSEA(<=0.1)=.138
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In the female model, the goodness-of-fit indexasagd that the model fit the data (GFI1=.99,
AGFI=.98, RMR=.00, RESEA=.00), and there was a matedy standardized path of
coefficients (r=.62) between the factors of anxiatyl learning motivation. In others words,
anxiety had a moderate impact on learning motivaiiothe female group. To be specific,
instrumental motivation (standardized coefficient$1), had a strong path estimate on
learning motivation, and resultative motivatiorafglardized coefficients =.31) had a weaker
effect on relationship with learning motivation. @re other hand, the relationship between
English use and test anxiety (standardized coeffisi =.58) was at a higher level than the
English language class anxiety (standardized aefffis =.50). (See Table 2)

Table 2. The Model of English Learning MotivatiomdaAnxiety in the Female Group

@ @ © R

62

Group=Female
p-value9(>0.05)=.893
GFI(~1)=.996
AGFI(~1)=.984
RMR(<0.05)=.008
RMSEA(<0.1)=.000

\/\_”/\_/\_/
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Table.3 The Model of English Learning Motivationdafnxiety in English-Majoring Group

Anx F1 Anx F2

.36

Anxiety

Group=E
p-value9(>0.05)=.667
GFI(~1)=.999
AGFI(~1)=.989
RMR(<0.05)=.003
RMSEA(<0.1)=.000

By contrast, the model of the non-English-majorgngup had a good fit to the data (GFI=.93,
AGFI=.79, RMR=.03, RESEA=.15), and there was a lyigtandardized path of coefficients

(r=.95) between the factors of anxiety and learmmagivation. In others words, anxiety had a
great influence on learning motivation in the namgish-majoring group. To be specific,

integrative motivation (standardized coefficient§ A, resultative motivation (standardized
coefficients =.67), and instrumental motivatiora(stardized coefficients =.62), had a strong
path estimate to learning motivation, while intitnsnotivation (standardized coefficients

=.58) was significantly weaker. On the other hatthglish language class anxiety

(standardized coefficients =.61) was at a strorigeel than English use and test anxiety
(standardized coefficients =.57). (See Table 4)
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Table.4 The Model of English Learning MotivationdaAnxiety in Non-English-Majoring
Group

| Mot F1| [Mot F2| [ Mot F3| | Mot F4| | Anx F1| [Anx F2|

.58

.95

Motivation - Anxiety

Group=NE
p-value9(>0.05)=.000
GFI(~1)=.931
AGFI(~1)=.793
RMR(<0.05)=.035
RMSEA(<0.1)=.150

Unfortunately, we could not set up the models ighr-intermediate and lower-intermediate
levels of language proficiency based on the analysk structural equation modeling.
However, the goodness-of-fit indexes of intermediatvel of language proficiency showed
that the models fit the data (GFI=.99, AGFI=.97, R§¥00, RESEA=.00), and that there was
a weakly standardized path of coefficients (r=Méaiween the factors of anxiety and learning
motivation. Overall it appeared that anxiety hadesmk impact on learning motivation in the
intermediate level language proficiency group. lartigular, instrumental motivation
(standardized coefficients =.24), had a weak patimate to learning motivation, and
resultative motivation (standardized coefficientd(3 had a very weak relationship with
learning motivation. By contradistinction, Englidanguage class anxiety (standardized
coefficients =.98) was at a higher level than Esigluse and test anxiety (standardized
coefficients =.23). (See Table 5).
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Table.5 The Model of English Learning MotivationdaAnxiety in Intermediate Level of
Language Proficiency Group

Mot F2 Mot F3 Anx F1 Anx F2

.10 .23 98

.. 41
Motivation

Anxiety
17

Group=I
p-value9(>0.05)=.487
GFI(~1)=.998
AGFI(~1)=.978
RMR(<0.05)=.006
RMSEA(<0.1)=.000

When it comes to the main contributions of thisdgiuthe findings could be useful and
valuable for researchers and instructors in impr@wstudents’ English achievement. With
increased motivation to learn English, studentshinligarn English actively in their daily life,
which might in return result in lower anxiety in @ish learning. Also, English instructors
can provide effective teaching and learning stiategith their students

CONCLUSIONSAND DISCUSSIONS

In conclusion, the impact that anxiety has on Efgliearning motivation with regard to
gender is undeniable, especially for the male gréigwever, in both the male and female
groups, English learning motivation is prone totimsiental motivation. The results of this
study are similar to Svanes’s study (1987). Acamydb Svanes (1987), Asian students were
considered instrumentally motivated in terms ofr@®y a second language, and the types of
motivation were related to the backgrounds of thdents.

In terms of their learning anxieties, male and flemgroups are quite varied. In the male
group, English class anxieties are at a higher ldna English use and test anxiety. On the
contrary, English use and test anxiety of the fengabup are at a higher level than their
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English class anxieties.

Also, anxiety has an influence on English learnmgtivation with respect to the different
majors, especially in non-English-majoring group.general, instrumental motivation plays
an important role in English learning motivation Emglish-majoring students, whereas,
integrative motivation plays a significant part iBnglish learning motivation to
non-English-majoring students. Interestingly, wieetHooking at English-majoring or
non-English-majoring students, the results show HEraglish class anxieties are at a higher
level than English use and test anxiety. The figgiof this study are consistent with Huang'’s
(2001) statements. Huang (2001) noted that Engdgisuage instruction in Taiwan focused
on more teacher-centered practices rather tharemstwentered practices. Based on this,
some students are anxious because they are untigr i pressure, and so they lack
motivation to learn English in class.

With respect to varied English language proficiegoyups, anxiety only had a slight effect
on English learning motivation of the intermedigt@up. Tellingly, whether the students
were at a higher-intermediate, intermediate or lewrmediate level, they indentified that
their English class anxieties were more extrema thase regarding English use and test
anxiety The finding of this study is in accordance with gamto Chu’s (2003) statements.
Chu (2003) had shown that English language instmuan Taiwan is the traditional rote
teaching method. Because of this teaching methodhesstudents are tired of learning
English, are lacking of motivation, and have eleddearning anxiety in class. To be honest,
learning English is a terrible nightmare to mosttieém. Consequently, we need to find
alternatives to improve the quality of English etufum and instruction in Taiwan.

There is no denying that the factors of motivateomd anxiety influence learners in the
second/foreign classroom. In terms of languageniegr it is significant to understand how
motivation and anxiety interact with each others&hon Brown, Robson, and Rosenkjar,
(2001), high motivation and low anxiety are two kiactors that related to success in
language learning. In order to reduce learnersiegyand increase their learning motivation,
instructors might also take the affective learnatignosphere into consideration. In a learning
environment where learners can learn without presand stress, they may display positive
motivation and low anxiety in the classroom. Thare some effective suggestions for the
affective learning atmosphere in the second/foreignguage classroom: encouraging
students by using positive feedback instead of thegacomments, being patient and
enthusiastic with student’s learning and improvetnereating a relaxed and cooperative
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learning environment, where no one will be singlgé avoiding fierce competitive evaluation
and assessment, and setting up reasonable andisu@arning goals. Besides this, teachers
should be aware of students’ language proficieremels when they adopt the learning
materials and activities.

To reduce language learning anxiety, Horwitz, {1891) noted that educators should help
anxious students to deal with existing anxiety-ptarg situations and endeavor to make the
learning context less stressful. Creating a lowietyxclassroom atmosphere is clearly a vital
prerequisite to language learning success. Languzlgesrooms are an “inherently
face-threatening environment” (Dornyei, 2001, p.9a¥ learners are expected to
communicate using a “severely restricted languageet (p.91). Therefore, instructors
should encourage students to recognize their lajegaaxieties and fears and offer some
strategies to overcome them. In the long run, teacttan help students by reducing
negativity of learning English, raising studentslfselief and assisting them in alleviating
the anxiety caused by expectations of failure.

Finally, the results of this study are based orstjoenaire data and not direct observation of
student and teacher behavior in the classroom.efdrey, we do not state that motivation and

anxiety that the respondents attributed to thehieacwas actually caused by what the

teachers did or did not do in specific-learningaiitons. Future research could also study the
affective experiences of learners during languagening using qualitative research methods
such as direct classroom observation, learningediaand interviews.
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Appendix A: Foreign Language L ear ning Motivation Questionnaire (English Version)
English will help me acquire new ideas and broadgroutlook.

English will enable me to better understand andepate English culture.

| am interested in English music.

| can learn more about the world through learninglEsh.

English is necessary to get a good jog.

English is essential to be active in society.

English will help me if I should ever travel abroad

English is essential for personal development.

© ©® N g~ wDNRE

English will be helpful for my future career.

10. English will help me to pass my exams and gradfiate the college.
11.1 like to discuss something in English but notimstflanguage.

12.1 enjoy discussions in English class.

13.1t is important to use a course book in class.

14.1 feel freer to express myself in English than liddirst language.
15.1try to use English as much as possible in class.t

16.1 always enjoy learning English.

(Chinese Version)

KX BEFNBR LR RGBT -
RXBRETHLIRETHLBR UL -
P33 X Ik dh Rk AR o
FHEBE X P AR EER
ZRBF A, XA R L o

B G LER 0 BHEREAAERGGEMS -
EHREBRRBER > RXHRBEAE B -
EXHMBAGERERERY -
RXHBMROHKERA T -

10. e x ¥ ph k@B A R - L HIEA R ¥ -
11 R EHRARGHAFEHAA F X335 -
12. R FL AR RE L3R -

13 £aRe LERBEM AR EELY -

14. HEIFARAXEFLAPIXRIFEA L
IS RETHRARIXRFTSERAR -

16. 348 L 42 33 o
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Appendix B: Foreign Language Classroom Anxiety Questionnaire (English Version)

1. I am usually at ease during tests in my Engliskylage class.

2. | worry about the consequences of failing in Erglis

3. | get nervous when the English language teacher @séstions which | have not prepared

in advance.

The more | study for a language test, the moreusad | get.

When called up on to use my English, | feel verycmat ease.

| feel anxious if someone asks me something iniEhngl

| would feel uncomfortable speaking English undgy eircumstances.

| would feel quite relaxed if | had to ask stregedtions in English.

It would bother me if | had to speak English on phene.

10.1 don’t usually get clear idea when | have to regpto a question in English language
class.

11.1 get nervous and confused when | am speakingiifcaglish language class.

12.1 always feel that the other students speak Engletter than | do.

13.1 feel confident when asked to participate in Eslglianguage class.

14.1t embarrasses me to volunteer answers in our Eimgginguage class.

15.1 am afraid the other students will laugh at me mhspeak English.

16.1 don’t worry about making mistakes in English laage class.

17.During English language class | find myself thirnkisbout things that have nothing to do
with the course.

18.1 get upset when | don’t understand what the te@isheorrecting.

19.Even if | am well prepared for English languagessld feel anxious about it.

20.1 often feel like not going to English languagessla

21.1 am afraid that my English language teacher idyda correct every mistake | make.

22.English language class moves so quickly, | worryutlgetting left behind.

23.1 feel more tense and nervous in English langudagsthan in other classes.

24.When | am on my way to English language classellfery sure and relaxed.

© ©® N g bk

(Chinese Version)
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