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Abstract
The present paper reports on the findings of a study on the general patterns of Chinese university students’ foreign
language learning anxiety and motivation and their relationships to the students’ performance in English. Analyses of
1697 questionnaires revealed that 1) the whole sample, as well as male and female students, reported a medium or
even low level of foreign language anxiety and a moderate or even high level of English learning motivation; 2)
more than 60% of the respondents reported to be at the low level of foreign language anxiety but at the mid level of
English learning motivation. And the differences among students of low-, mid-, and high-level foreign language
anxiety and English learning motivation were all statistically significant; 3) the students’ foreign language anxiety
and English learning motivation were significantly correlated with each another, and the students’ performance in
English; and 4) external motivation, intrinsic motivation, test anxiety, motivation intensity, academic achievement,
personal development and going abroad were powerful predictors of the students’ performance in English.
Keywords: Foreign language anxiety, Motivation, Performance
1. Introduction
In recent years, there has been an increasing interest among researchers in the role of affective factors in SLA
(Horwitz, Horwitz, & Cope, 1986; MacIntyre & Gardner, 1989). Research has shown that foreign language anxiety
and motivational factors play an important role in foreign/second language (SL/FL) learning outcomes, academic
performance, and student persistence (Csizér & Dörynei, 2005; Gardner 1985; Kessler, 2010; Ushioda, 2008).
Despite the fact that the relationship between students’ foreign language anxiety and motivation and their learning
outcomes have been researched in various mainstream educational settings during the past few decades (Dörnyei,
2003; Hao, Liu & Hao, 2004; Liu & Huang, 2011), far from enough attention has been paid to the anxiety and
motivational characteristics of EFL learners in Mainland China. The interaction of foreign language anxiety and
learning motivation has not been adequately researched either. The present research aimed to explore the general
patterns of Chinese university students’ foreign language learning anxiety and motivation and their relationships to
the students’ performance in English.
2. Literature review
2.1 Foreign language anxiety
Language anxiety is a unique type of anxiety that causes worry and negative emotional reactions related to language
learning (Horwitz, 2001). As a multidimensional phenomenon (Horwitz et al., 1986; Gardner & MacIntyre, 1989),
foreign language anxiety is “a distinct complex of self-perceptions, beliefs, feelings, and behaviors related to
classroom language learning arising from the uniqueness of the language learning process” (Horwitz et al., 1986:
128). According to Horwitz et al. (1986), foreign language anxiety entails three components: communication
apprehension, fear of negative evaluation, and test anxiety. People with communication apprehension are shy about
communicating with others and have difficulty speaking in public and listening to spoken messages. Test anxiety
associates with language anxiety due to unrealistic expectations on language achievement (Horwitz et al., 1986).
Similar to test anxiety, students’ fear of negative evaluation is more extensive, because evaluation may occur in any
evaluative situation, such as group discussions or speaking in front of the classroom, in language classes (MacIntyre,
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1999).
To measure foreign language anxiety, Horwitz et al. (1986) developed an instrument—the 33-item Foreign Language
Classroom Anxiety Scale (FLCAS). Since then, research has been flourishing in this area using the scale as the
principal data-collection instrument, agreeing on the existence of anxiety in SL/FL classrooms (Ewald, 2007; Kessler,
2010; Tallon, 2009; Yan & Horwitz, 2008). Though some studies report that anxiety can be facilitating (Frantzen &
Magnan, 2005; Gregersen, 2003; Gregersen & Horwitz, 2002; Spielmann & Radnofsky, 2001), findings of most
studies have been relatively uniform, indicating a consistently moderate negative relationship between anxiety and
SL/FL proficiency/performance (Ewald, 2007; Horwitz, 2001; Liu, 2006b; Liu & Jackson, 2008; Matsuda & Gobel,
2004; Mills, Pajare, & Herron, 2006). For example, Liu and Jackson’s (2008) study of 547 Chinese university
freshmen revealed that foreign language anxiety was inversely related to the students’ self-rated proficiency in and
access to English.
Although students with communication apprehension, test anxiety, and fear of negative evaluation are apt to develop
language anxiety, they may have different levels of language anxiety due to various variables, such as age, attitudes
and motivation, unwillingness to communicate, self-confidence, the learning environment, and gender (Ewald, 2007;
Hurd & Xiao, 2010; Liu, 2006b; Liu & Jackson, 2008; Mak, 2011; Mills et al., 2006). For example, Elkhafaifi (2005)
found that advanced students had lower language anxiety than beginning or intermediate students and that older
students who spent more years learning English in school had lower anxiety than younger students.
2.2 Language learning motivation
Gardner’s social psychological model (Gardner, 1985; Gardner & Lambert, 1972; Tremblay & Gardner, 1995)
dominated research on language learning motivation from the late 1950s until the 1990s, concentrating on two
orientations to motivation: integrative and instrumental motivation. Gardner (1985: 10) defined L2 motivation as
“the extent to which the individual works or strives to learn the language because of a desire to do so and the
satisfaction experienced in this study” and made a distinction between instrumental and integrative motivation.
Instrumental motivation meant studying a language to gain something, such as money or a better job, and integrative
motivation expressed students’ wish to learn the language in order to become integrated into the target language
culture (Gardner, 1985; Gardner & MacIntyre, 1991). A series of studies has revealed that integrative motivation is
the key in predicting students’ classroom participation, language proficiency, and persistence in language learning
(Csizér & Dörynei, 2005; Gardner & MacIntyre, 1991; Liu, 2007).
Beginning in the 1990s, criticisms on this line of research emerged, centering on the components of the motivation
construct, the factors affecting motivation and students’ own perceptions of their abilities, performances, and
possibilities (Crookes & Schmidt, 1991; Mills, Pajares, & Herron, 2007; Oxford & Shearin, 1994; Ushioda, 2008).
Drawing on attribution theory, self-determination theory, and social cognitive theory, language learning researchers
distinguished intrinsic motivation (namely, feelings of enjoyment and enhancement experienced during the process
of language learning) and extrinsic motivation (namely, to learn something as a means to something else) and
investigated their relation to other motivational constructs (Dörnyei, 2003; Noels, 2005; Noels, Clément & Pelletier,
2001; Ryan & Deci, 2000; Ushioda, 2008; Vandergrift, 2005). Meanwhile, several studies acknowledged the social
and contextual influences on individual motivation (Csizér & Dörnyei, 2005; Kormos & Csizér, 2008; Kormos,
Kiddle & Csizér, 2011). For example, Wen (1997) found that both intrinsic- and extrinsic-oriented motivations could
lead to success to Chinese EFL learners. Warden and Lin (2000) discovered that EFL students in Taiwan appeared to
be motivated by requirements rather than either an interest in integration or any clear instrumental yield. Furthermore,
some researchers realized that the goal of becoming international should be incorporated into the motivation
construct as the world is becoming globalized and English becomes an international language serving as a lingua
franca in a globalized world (Jenkins, 2007; Kormos & Csizér, 2010).
Concurrently, more motivation types are advanced during the process of motivation research (Gao, Zhao, Cheng &
Zhou, 2003a, 2003b, 2004; Liu, 2007; Oxford & Shearin, 1994). For example, Gao et al.’s (2003a, 2003b, 2004)
extensive research involving 2,278 participants from 30 Chinese universities revealed seven motivation types:
intrinsic interest, immediate achievement, learning situation, going abroad, social responsibility, individual
development, and information medium, which were grouped into three categories—instrumental, cultural and
situational by the researchers. More proficient EFL learners reported to have significantly more intrinsic interest; and
less proficient EFL learners were significantly more driven by immediate achievement.
In general, these studies are consistent in revealing that motivation contributes to the learning of a SL/FL, that
learners high on integrative/intrinsic motivation work harder and learn faster than those who are low, and that
learners demonstrate diverse motivation patterns, which is largely supported by numerous empirical studies in
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various contexts (Dörnyei, 2003; MacIntyre & Gardner, 1991; Liu, 2007; Ushioda, 2008).
3. Rationale for the Study
As discussed above, foreign language anxiety and motivation are two important affective variables affecting the
learning of English as a SL/FL. Though they have been investigated in various SL/FL contexts, given the complex
nature of these two constructs and language learning itself, more efforts are still needed to examine their nature and
roles in language learning and acquisition and how they interact with other variables to affect language learning
outcomes. It is specially so in Mainland China because of the vast number of FL learners and wide range of learning
contexts there. Mainly because English is rarely needed in the daily life in Mainland China, students there might
suffer more from anxiety when learning English, especially when speaking the language, and need to be more
motivated to learn the language well. Moreover, as reviewed above, the level of anxiety and motivation when
learning a SL/FL varies from person to person. Whether a mid-anxious student is significantly more anxious than a
low-anxious peer makes a difference in a SL/FL classroom. Thus, it is important to explore the general pattern as
well as the within-group pattern of foreign language anxiety and English learning motivation of the selected
population. The results will be more revealing and insightful to the practical teaching and learning of a SL/FL in
classrooms. For these reasons, the present research aimed to explore the general patterns of Chinese university
students’ foreign language learning anxiety and motivation and their relationships to the students’ performance in
English. The following research questions are of particular interest:
(1) What are the general patterns of Chinese university students’ foreign language anxiety and English learning
motivation?
(2) How does the students’ foreign language anxiety relate to their English learning motivation?
(3) How do the students’ foreign language anxiety and English learning motivation relate to their performance in
English?
4. Research Design
Context of the study. The present research was situated in five state-owned comprehensive universities of various
ranks in China, generally representative of the university student population of the country. The teaching and
learning of English in all the institutions was predominantly exam-oriented with an enormous focus on reading
because all their undergraduate non-English majors had to pass the national College English Test band 4 (CET-4) (a
nation-wide English proficiency and exit test which is obligatory for undergraduate non-English majors in most
universities and colleges), except the highly prestigious university where the teaching and learning of English was
usually more competence-oriented with generally an equal focus on the four basic skills of English because its
non-English majors are exempt from CET-4. The lower a university ranked, the more on reading and less on
speaking the teaching and learning of English focused in that university. It was the same with the English courses the
participants were engaged in when the present study was conducted.
Participants. 1697 (921 female and 776 male) students from five universities of varied ranks in Mainland China
participated in the present study. With an average age of 19 and an age range of 16 to 24, the participants came from
various disciplines such as business management, civil engineering and environmental engineering, with a majority
being first-year students (1169/68.9%), 481 (28.3%) being second-year, 43 (2.5%) being third-year and 4 (.2%)
fourth-year students. When the present study was conducted, all the participants were enrolled in an English
language course in which reading was the dominant activity, followed by speaking and writing.
Instruments. In the present study, the participants were required to fill in the 36-item Foreign Language Anxiety
Scale and the 37-item English Learning Motivation Scale, as detailed below.
Foreign Language Classroom Anxiety Scale. The 36-item Foreign Language Classroom Anxiety Scale (FLCAS)
used in the present study was adopted from that in Liu and Jackson (2008) which was adapted from the 33-item scale
developed by Horwitz et al. (1986). The words language and foreign language appearing in the original 33-item
FLCAS were consistently replaced with the word English. Three items were added to reflect the situation in Chinese
English classrooms better: “I get tense and nervous when talking to a person whose sex is opposite to mine,” “I get
tense and nervous when I have to discuss things unfamiliar to me in English,” and “I feel overwhelmed by the
number of words I have to learn to speak English.”
Achieving a Cronbach alpha of .903, the 36-item FLCAS in the present study also measured three dimensions of
anxiety: the 12-item fear of negative evaluation (FLCAS1), the 7-item communication apprehension (FLCAS2), and
the 2-item test anxiety (FLCAS3).
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English learning motivation Scale. As reviewed earlier, SL/FL learning motivation is a complex construct and
involves various learning orientations such as intrinsic and extrinsic, instrumental and integrative orientations. To
avoid redundancy and better fit the present situation, the present 37-item English Learning Motivation Scale (ELMS)
was designed with reference to several sources (Gao et al., 2004; Noels et al., 2001; Vandergrift, 2005) and aimed to
measure seven dimensions which were mutually exclusive: motivation intensity (MI), intrinsic motivation (IntrinM),
learning situation (LS), external motivation (ExtM), personal development (PD), going abroad (GA) and academic
achievement (AA).
Motivation intensity, also called strength of motivation, was included because students might not really study English
hard even though they were motivated to learn the language for various reasons. The 6-item motivation intensity (MI)
used in Liu’s (2009) study aimed to measure learners’ motivation intensity. The 9-item Intrinsic Motivation (IntrinM)
was adopted from Schmidt & Watanabe (2002) and Gao et al. (2004) to measure to what degree learners were
intrinsically motivated to learn English. The 5-item Learning Situation, 9-item Personal Development, 3-item Going
Abroad, and 1-item Academic Achievement were adopted from Gao et al. (2004) to measure to what extent students
were motivated to learn English by their learning situations, personal development, going abroad and academic
achievement respectively. The 4-item External Motivation (ExtM) was adopted from Vandergrift’s (2005) and Gao et
al.’s (2004) studies with repetitious items deleted to explore to what extent learners were externally motivated to
learn English.
All the items were placed on a 5-point Likert scale ranging from “Strongly disagree” to “Strongly Agree” with values
of 1 to 5 assigned to each descriptor respectively.
Preliminary statistical analyses revealed high internal consistency for the measures (see Table 1).
Table 1. Characteristics of the Instruments (N = 1697)
Instrument

Number of
Reliability
Mean Item-Total
Items
Correlation (p = .01)
Foreign Language Classroom Anxiety Scale (FLCAS)
36
.903
.716
Fear of negative evaluation (FLCAS1)
12
.899
.703
Communication apprehension (FLCAS2)
7
.831
.644
Test anxiety (FLCAS3)
3
.260
.1496
English Learning Motivation Scale (ELMS)
37
.8113
.632
Motivation intensity (MI)
6
.626
.3595
Intrinsic motivation (IntrinM)
9
.7986
.483
Learning situation (LS)
5
.6564
.412
External motivation (ExtM)
4
.8188
.641
Personal development (PD)
9
.836
.546
Going abroad (GA)
3
.7157
.537
Academic achievement (AA)
1
Performance in English. Students’ scores in the final English language course exam taken by the end of the term
were obtained as a global measure of their performance in English. The exam, unanimously, consisted of reading
comprehension (40 points), vocabulary and grammar (30 points), and writing (30 points), excluding listening and
speaking which were generally assumed to be time-consuming and trouble-making. The questions were set in forms
of multiple choices, short answers, short essay writing, and essay writing. Though the degree of difficulty of the
final-term exams varied from university to university, the exams were comparable in terms of form, content and
difficulty level compatible to the students of a particular university.
Procedure. About 1900 students from 30 intact English language classes at five different universities in Mainland
China were invited to complete the questionnaire in Chinese in 20 minutes in a normal class session in the
seventeenth week, a week prior to their final course exam. Finally, 1697 collected questionnaires were valid for
further statistical analyses; and their scores in the course final exam administered in the 18th week were collected as
their performance in English.
Data Analysis. All the survey data were analyzed by SPSS 18. For each measure, the mean, standard deviation,
median, mode, and score range were calculated to determine the overall patterns of the students’ foreign language
anxiety and English learning motivation. Then, the students were categorized into low-, mid-, and high levels of
foreign language anxiety and English learning motivation to reveal the within-group patterns. Correlational analyses
were run to examine the relationships between the students’ foreign language anxiety and English learning
motivation. Finally, the relationship between the measured variables and the students’ performance in English were
explored in terms correlational analyses and multiple regression analyses.
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5. Results
5.1 General patterns of the students’ foreign language anxiety and English learning motivation
5.1.1 Overall pattern
Assessing the general tendency of the students’ foreign language anxiety and English learning motivation required
the determination of the mean, standard deviation, median, mode, and score range of the FLCAS, the ELMS and
their subscales. The researcher adjusted the values assigned to different alternatives of the items expressing
confidence in speaking English or little/no motivation. Thus, the total score of the FLCAS revealed the respondent’s
anxiety in oral English classrooms. Lower FLCAS scores indicated lower anxiety and higher FLCAS scores higher
anxiety. The total score of the ELMS revealed the respondent’s overall motivation to learn English. Lower ELMS
scores suggested lower motivation and higher scores higher motivation.
A total score of more than 144 on the 36-item FLCAS scale implied high anxiety in English classrooms, a total score
of 108 to 144 signified moderate anxiety, and a total score of less than 108 indicated little or no anxiety. Likewise, a
total score of more than 48 for the 12-item FLCAS1 suggested a strong fear of being negatively evaluated, a total
score of 36-48 indicated moderate fear, and a total score of less than 36 reflected little or no fear of being negatively
evaluated. For the 7-item FLCAS2, the score ranges for being strongly, moderately apprehensive, and
strongly/moderately not apprehensive of speech communication, respectively, were: more than 28, 21-28, and less
than 21. The score ranges for a student to be strongly, moderately, and not anxious about English tests, respectively,
were: above 8, 6-8, and below 6 for the 2-item FLCAS3.
Similarly, a total score of more than 148 for the 37-item ELMS implied high motivation to learn English, a total
score of 111 to 148 suggested moderate motivation, and a total score of less than 111 indicated little or no motivation.
Likewise, a total score of more than 24 on the 6-item MI signified great motivation intensity, a total score of 18-24
indicated moderate and a total score of less than 18 reflected little or no motivation intensity. For the 9-item IntrinM
and 9-item PD, the score ranges for strong, moderate and little/no intrinsic motivation, and strong, moderate and
little/no motivation by personal development, respectively, were: more than 36, 27-36, and less than 27. A total score
of more than 20 on the 5-item LS indicated strong motivation by the learning situation, a total score of more than 20,
15 to 20 and less than 15 suggested moderate and little/no motivation by the learning situation respectively. The
score ranges for a student to be strongly, moderately, and not externally motivated, respectively, were: above 16,
12-16, and below 12 for the 4-item ExtM. For the 3-item GA, a score of more than 12, 9-12 and below 9 reflected
strong, moderate, and little/no motivation by going abroad respectively. And the score ranges for a student to be
strongly, moderately, and not motivated by academic achievement, respectively, were: above 4, 3-4, and below 3 for
the 1-item AA.
The results are summarized in Table 2.
Table 2. Statistical Analyses of the FLCAS, the ELMS and Their Subscales (N = 1697)
Measure

No. of items

M

SD

Median

FLCAS1
12
32.88
FLCAS2
7
20.27
FLCAS3
2
5.56
FLCAS
36
99.71
MI
6
21.11
IntrinM
9
30.62
LS
6
13.88
ExtM
5
12.25
PD
9
33.61
GA
3
9.38
AA
1
2.83
ELMS
37
123.69
Notes: FLCAS1 = fear of negative evaluation,

7.37
3.93
1.45
19.999
3.63
5.95
3.34
3.6
5.52
2.54
1.02
15.71

FLCAS2 = communication apprehension (FLCAS2);

FLCAS3 = test anxiety

Mode

33
20
6
99
21
31
14
12
34
9
3
123

31
20
6
93
22
30
12
16
36
9
2
130

Range
12-60
10-32
2-10
37-172
6-30
9-45
5-25
4-20
9-45
3-15
1-5
57-180

FLCAS = Foreign Language Classroom Anxiety Scale; IntrinM = intrinsic motivation
MI = motivation intensity;

ExtM = external motivation

LS = learning situation;

PD = personal development;

AA = academic achievement;

ELMS = English Learning Motivation Scale
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As shown in Table 2, the sample had a mean of 99.71 on the FLCAS (SD = 19.999), a median of 99 and mode of 93,
all far below the scale midpoint 108, indicating that only approximately one-third of the students experienced anxiety
and the majority were not anxious in their English language classrooms. The FLCAS1 had a mean of 32.88, a median
of 33, and a mode of 31; the FLCAS2 had a mean of 20.27, a median and a mode of 20; the FLCAS3 had a mean of
5.56, a median and a mode of 6. Generally speaking, all the scores barely exceeded their scale midpoints (36, 21, and
6 for the FLCAS1, the FLCAS2, and the FLCAS3, respectively). This finding shows that approximately one-third of
the participants feared being negatively evaluated, and were apprehensive about both speaking and tests.
Table 2 also shows that the students scored 123.69 (SD = 15.71) on the ELMS, with a median of 123 and a mode of
130, well above the scale midpoint 111, indicating that the majority respondents were (strongly) motivated to learn
English. Meanwhile, the students scored 21.11 (SD = 3.63) on MI, with a median of 21 and a mode of 22, all
exceeding the scale midpoint 18, suggesting that the majority respondents had a great motivation intensity to learn
English. The IntrinM has a mean of 30.62 (SD = 5.95), a median of 31 and mode of 30, above the scale midpoint 27,
reflecting that the students were largely integratively motivated to learn English.
LS had a mean of 13.88 (SD = 3.34), a median of 14 and mode of 12, below the scale midpoint 15, meaning the
students were generally not motivated by their learning situation. With a mean of 12.25 (SD = 3.6), a median of 12
and a mode of 16 on ExtM, close to the scale midpoint 12, the students were generally externally motivated to learn
English. PD had a mean of 33.61 (SD = 5.52), a median of 34 and a mode of 36, well exceeding the scale midpoint
27, suggesting that the students were fairly strongly motivated to learn English by personal development. GA had a
mean of 9.38 (SD = 2.54), a median and mode of 9, close to the scale midpoint 9, indicating that the half the
participants were motivated to learn English by going abroad. AA had a mean of 2.83 (SD = 1.02), a median of 3 and
a mode of 2, below the scale midpoint 3, meaning that half the respondents were generally not motivated to learn
English by academic achievement.
5.1.2 Within-group pattern
In addition to the overall patterns of the students’ foreign language anxiety and English learning motivation, the
present paper also examined the within-group patterns of these measured variables. To do this, the researcher
grouped the students into low, mid, and high levels of foreign language anxiety and English learning motivation,
with the score range of each level and the number and percentage of students falling into that level reported in Table
3.
Table 3. Number and Percentage of the Students and Score Range at Each FLCAS and ELMS Level
Scale/level

Low

Mid

High

Number &
percentage

Score
range

Number &
percentage

Score
range

Number &
percentage

Score
range

Raw
score
range

FLCAS1

1177/69.4%

12 ~ 36

484/28.5%

37 ~ 48

36/2.1%

49 ~ 60

12 ~ 60

FLCAS2

1053/62.1%

10 ~ 21

613/36.1%

22 ~ 28

31/1.8%

29 ~ 32

7 ~ 35

FLCAS3

1344/79.2%

2~6

310/18.3%

7~8

43/2.5%

9 ~ 10

2 ~ 10

FLCAS

1168/68.8%

37
108

498/29.3%

109
144

31/1.8%

145 ~ 172

36 ~ 180

MI

418/24.6%

6 ~ 18

1001/59%

19 ~ 24

278/16.4%

25 ~ 30

6 ~ 30

IntrinM

517/30.5%

9 ~ 27

927/54.6%

28 ~ 36

253/14.9%

37 ~ 45

9 ~ 45

LS

1201/70.8%

5 ~ 15

448/26.4%

16 ~ 20

48/2.8%

21 ~ 25

5 ~ 25

ExtM

890/52.4%

4 ~ 12

693/40.8%

13 ~ 16

114/6.7%

17 ~ 20

4 ~ 20

PD

231/13.6%

9 ~ 27

1091/64.3%

28 ~ 36

375/22.1%

37 ~ 45

9 ~ 45

GA

866/51%

3~9

690/40.7%

10 ~ 12

141/8.3%

13 ~ 15

3 ~ 15

AA

1188/70%

1~3

434/25.6%

3<x ≦4

75/4.4%

4<x ≦5

1~5

ELMS

346/20.4%

57
111

1258/74.1%

112
148

93/5.5%

149 ~ 180

37 ~ 185

~

~

~

~

As noted from Table 3, more than 62% of the respondents were at the low level of foreign language anxiety: they
were not afraid of being negatively evaluated, not apprehensive of speech conversations, not anxious about tests, and
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generally not anxious in English language classrooms. Although only 1.8% to 2.5% of the participants reported to be
highly anxious about negative evaluation, speech communication, tests, and English language classrooms
respectively, still around 18.3% to 36.1% of them fell into the mid-level group. In particular, more than 30% of them
were moderately or even strongly apprehensive of negative evaluation and speech communication and anxious in
English language classrooms. Only about 20% of them moderately or even highly worried about tests, which might
be because tests were often so pervasive in Chinese classrooms, especially in middle school classrooms.
Table 3 also shows that, more than 60% of the participants reported to have moderate or high motivation intensity, be
moderately or even strongly motivated intrinsically or by personal development, and have moderate or even high
overall English learning motivation. Around 30% of them were moderately or highly motivated by their learning
situation, around 50% of them by external motivation or going abroad, and 30% by academic achievement.
Evidently, most participants were at the low, around 30% at the mid, and a few at the high level of foreign language
anxiety. Nevertheless, the majority were at the mid, around 20% at the low, and around 15% or lower at the high
level of English learning motivation, except for LS, ExtM, GA and AA. And the differences among students of low-,
mid-, and high-level foreign language anxiety and English learning motivation were all statistically significant, as
evidenced by the ANOVA results presented in Table 4. Alternatively, students of low-level foreign language anxiety
reported to be significantly less anxious in English language classrooms than their mid- and high-level FLA peers.
Similarly, students of low-level English learning motivation reported to be significantly less motivated than their
mid- and high-level ELM peers.
Table 4. ANOVA Results of Measured Scales
Measures

F

p

Proficiency group (mean)

Location
of
difference (p = .05)

1= low; 2 = mid; 3 = high
1

2

3

FLCAS1

1411.95

.000

29.24

40.60

51.33

all

FLCAS2

1753.26

.000

17.82

23.99

29.87

all

FLCAS3

1018.27

.000

5.03

7.36

9.14

all

FLCAS

1311.93

.000

89.61

120.20

152.60

all

MI

3195.73

.000

16.40

21.57

26.53

all

IntrinM

2863.87

.000

23.88

31.88

39.81

all

LS

1480.31

.000

12.24

17.41

22.02

all

ExtM

2494.947

.000

9.41

14.87

18.52

all

PD

2466.85

.000

24.13

33.36

40.45

all

GA

2351.64

.000

7.41

10.91

14.06

all

AA

2591.56

.000

2.27

4

5

all

ELMS

1529.99

.000

102.90

126.90

157.58

all

Sig.

5.2 Correlations between foreign language anxiety and English learning motivation
To explore the relationship between the students’ foreign language anxiety and English learning motivation,
correlational analyses between the FLCAS and the ELMS were run, the results of which are reported in Table 5.
Table 5. Correlations between the FLCAS and the ELMS and Their Subscales
Measure

MI

IntrinM

LS

ExtM

PD

GA

AA

ELMS

FLCAS1

-.335**

-.260**

-.188**

.260**

-.032

-.092**

-.224**

-.197**

FLCAS2

-.320**

-.270**

-.188**

.206**

-.070**

-.117**

-.262**

-.229**

FLCAS3

-.027

.031

.050**

.049*

-.010

.038

.027

.032

FLCAS

-.381**

-.319**

-.238**

.255**

-.071**

-.133**

-.285**

-.266**

Note: * = p<.05;
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As shown in Table 5, the FLCAS, the ELMS and their subscales were significantly correlated with one another,
except that the FLCAS3 was only significantly positively related to LS (r = .50, p<.01) and ExtM (r = .049, p<.05)
but not significantly with the other ELMS scales. The FLCAS, the FLCAS1 and the FLCAS3 were all significantly
positively related to ExtM (r = .206 ~ .260, p<.01) but inversely related to the other ELMS scales (r = -.381 ~ -.70,
p<.01). Alternatively, a more anxious student generally tended to be less motivated to learn English, but was more
externally motivated to learn the language.
5.3 Correlations between the measured variables and performance
To examine the relationship between the measured variables and the students’ performance in English, correlational
analyses between the FLCAS, the ELMS and the students’ scores in the course final exam were conducted. And the
results are summarized in Table 6.
Table 6. Correlations between the Measured Variables and Performance in English
Measure

FLCAS1

FLCAS2

FLCAS3

FLCAS

MI

IntrinM

LS

ExtM

PD

GA

AA

ELMS

P

-.098*

-.099*

-.068*

-.115*

.170*

.170*

.066*

-.182*

-.011

.094*

.105*

.094*

Note: p = performance;

* = p<.05;

As noted in Table 6, all the measured variables except PD were significantly correlated with the students’
performance in English: the FLCAS and its three subscales, and ExtM were negatively related to the latter (r = -.182
~ -.068, p<.05); and MI, LS, GA, AA and the ELMS were positively related to the latter (r = .066 ~ .170, p<.05).
Namely, a student who reported to be more anxious or more motivated by external reasons and/or personal
development tended to perform worse in the course final exam; but a student who reported to have greater
motivation intensity, be more motivated more by intrinsic reasons, the learning situation, going abroad, and/or
academic achievement tended to did better in the latter.
5.4 The regression model
The results of the correlational analyses discussed previously show numerous bivariate relationships, which failed to
indicate the influence of one variable on another. Better clues were provided by multiple regression analyses. A
stepwise method was employed in forming regression models. Altogether 7 models were resulted with the change in
R2 being all significant: .033 for model 1 (ExtM) (p = .000), .024 for model 2 (ExtM, IntrinM) (p = .000), .004 for
model 3 (ExtM, IntrinM, FLCAS3) (p = .007), .003 for model 4 (ExtM, IntrinM, FLCAS3, MI) (p = .013), .003 for
model 5 (ExtM, IntrinM, FLCAS3, MI, AA) (p = .017), .003 for model 6 (ExtM, IntrinM, FLCAS3, MI, AA, PD) (p
= .020), and .003 for model 7 (ExtM, IntrinM, FLCAS3, MI, AA, PD, GA) (p = .019). Model 7 included seven
variables—ExtM, IntrinM, FLCAS3, MI, AA, PD, and GA was the best for the present study. The results are shown
in Table 7, which reports coefficients from the regression models, as well as their levels of significance.
Table 7. Regression Coefficients and Significance
Performance
in English

ExtM

IntrinM

FLCAS3

MI

AA

PD

GA



-.129

.102

-.066

.096

.049

-.083

.063

t

-4.926

3.177

-2.800

3.239

1.924

-2.808

2.353

p

.000

.002

.005

.001

.055

.005

.019

VIF

1.245

1.876

1.008

1.589

1.182

1.577

1.323

Table 7 shows that all the coefficients were statistically significant (p<.01). Among the seven included variables,
ExtM was the most powerful predictor ( = -.129, t = -4.926), followed by IntrinM ( = .102, t = 3.177), FLCAS3 (
= -.066, t = -2.800), MI ( = .096, t = 3.239), AA ( = .049, t = 1.924), PD ( = -.083, t = -2.808), and GA ( = .063,
t = 2.353). IntrinM, MI, AA, and GA were positive predictors, while the others were negative ones, consistent with
the results of correlation analyses presented in Table 6.
6. Discussion
Patterns of the students’ foreign language anxiety and English learning motivation. The study shows that the
participants reported a medium level of foreign language anxiety, as found in many other studies (Liu, 2006b; Mills
et al., 2006; Marcos-Llinás & Garau, 2009; Spielmann & Radnofsky, 2001). Moreover, compared with their
counterparts in earlier studies (Hao et al., 2004; Liu, 2006b; Liu & Jackson, 2008), the participants of the present
study reported lower level of foreign language anxiety, which might be attributed to the fact that both the China
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Ministry of Education and Chinese people have been paying increasingly more attention to the learning of English in
recent years. In many places, students started to learn English in kindergarten, and most in primary school, much
earlier than 5-10 years ago when students started English learning in junior high school. Coupled with the fact that it
has been increasingly easier to have access to materials in English in both spoken and written forms, the participants
might have become more used to the language and thus felt less anxious when speaking it in class, as explained in
Liu (2006a) and Tallon (2009).
Similar to their counterparts in diverse SL/FL contexts (Csizér & Dörynei, 2005; Hao et al., 2004; Kormos & Csizér,
2010; Liu, 2007; Ushioda, 2008), the participants of the present study reported to be moderately or even highly
motivated to learn English. As found in Gao et al.’s (2003a, 2003b, 2004) studies, they reported to be moderately
intrinsically and externally motivated, strongly motivated by personal development, moderately motivated by going
abroad. Meanwhile, they were not motivated to learn English by their learning situation or academic achievement,
unlike those in Gao et al.’s (2003b, 2004) and Dörnyei’s (2003), which needs further exploration.
Meanwhile, the present study reveals that most participants were at the low and a few at the high level of foreign
language anxiety while the majority were at the mid and around 15% at the high level of English learning motivation.
And the differences among students of low-, mid-, and high-level foreign language anxiety and English learning
motivation were all statistically significant. Alternatively, low-anxious students were significantly less anxious in
English language classrooms than their mid- and high-anxious peers; so were low-motivated students. Apparently,
anxiety and motivation did make a difference among students. Thus, it’s important to be able to identify anxious and
non-anxious students, motivated and non-motivated students, so that specific strategies can be adopted accordingly
to help them better learn the target language, as discussed in the coming section.
Correlations between foreign language anxiety and English learning motivation. As revealed in the present study,
foreign language anxiety was significantly correlated with English learning motivation, as found in Hao et al. (2004)
and Liu and Huang (2011). For example, a more anxious student generally tended to be less motivated to learn
English, but was more externally motivated to learn the language. This might be because anxious students, especially
high-anxious students, if not motivated by external reasons such as a better future and a higher mark in exams, would
be more inclined to stay in their own world and avoid performing in the target language, especially in evaluative
situations, as described in Tobias (1986).
Correlations between the measured variables and performance. The present study also shows that foreign language
anxiety was significantly inversely while most ELMS scales were significantly positively correlated with the
students’ performance in English, as found in numerous existing studies (Csizér & Dörynei, 2005; Csizér & Kormos,
2009; Gardner, 1985; Gregersen, 2005; Kormos & Csizér, 2008; Marcos-Llinás & Garau, 2009; Ushioda, 2008; Wen,
1997).
Meanwhile, the present study shows that IntrinM, MI, AA, and GA were positive while ExtM, FLCAS3 and PD were
powerful negative predictors for the students’ performance in English. Namely, intrinsic motivation, motivation
intensity, motivation for academic achievement and going abroad facilitated students’ performance in English, while
external motivation, test anxiety, and motivation for personal development inhibited students’ performance in
English. This finding, on one hand, further confirms that in previous studies on motivation (Gardner, 1985; Gardner
& Lambert, 1972; Kozaki & Ross, 2011; Marcos-Llinás & Garau, 2009; Wen, 1997), on the other hand contradicts
with that in other studies of the same nature (Dörnyei, 1994; Hao et al., 2004; Liu & Huang, 2011). This might be
attributed to the fact that only previous studies treated motivation orientations as consisting of only external and
integrative or extrinsic and intrinsic motivations (Gardner, 1985; Gardner & Lambert, 1972; Tremblay & Gardner,
1995; Warden & Lin, 2000), which showed that both types of motivations were conducive to language learning and
that integrative or intrinsic motivation was more beneficial to long-term language learning. As the motivation
construct broke down to more and more smaller subconstructs (Dörnyei, 1994; Oxford & Shearin, 1994; Schmidt &
Watanabe, 2002; Vandergrift, 2005), the impacts of different types of motivation on language learning began to
reveal more specifically, as happened in the present study. Moreover, contrary to Mak’s (2011) study of Chinese
learners’ anxiety, test anxiety revealed to be an important negative predictor to students’ performance in English in
the present study. This is not surprising in that tests have often been viewed threatening in Chinese contexts.
Nevertheless, the contradictory result might also be accounted by the fact the FLCAS3 (test anxiety) has only 2 items
within the overall anxiety measure—the FCLAS. All these further justify the need to do more research on language
anxiety and motivation in various SL/FL contexts, including the subcomponents of each measure, the impacts of the
subcomponents on language learning, the interaction between diverse measures, reasons for and coping strategies to
reduce anxiety and enhance motivation, and so on.
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7. Conclusions and Limitations
The present research explored the general patterns of Chinese university students’ foreign language learning anxiety
and motivation and their relationships to the students’ performance in English. And the following conclusions can be
drawn from the research.
First, some anxiety was reported in English language class as approximately one-third of the participants reported to
be anxious in English class, feared being negatively evaluated, and were apprehensive about both speaking and tests.
The participants reported to be moderately motivated to learn English: their motivation intensity was high, were
largely intrinsically and externally motivated to learn English, fairly strongly motivated to learn English by personal
development, moderately motivated to learn English by going abroad, and generally not motivated by their learning
situation or academic achievement. Second, more than 60% of the respondents reported to be at the low level of
foreign language anxiety but at the mid level of English learning motivation. The differences among students of low-,
mid-, and high-level foreign language anxiety and English learning motivation were all statistically significant.
Moreover, the students’ foreign language anxiety and English learning motivation were significantly correlated with
each other, and the students’ performance in English. Finally, external motivation, intrinsic motivation, test anxiety,
motivation intensity, academic achievement, personal development and going abroad were powerful predictors of the
students’ performance in English.
Because of the large sample size, the findings of the present study could be generalizble to other similar SL/FL
situations. Even so, due to various constraints, some limitations existed in the present study. Though the sample
consisted of students from different years of study and disciplines, the differences in foreign language anxiety and
English learning motivation across disciplines and years of study and between male and female students were not
examined. Further exploration in these aspects might be more helpful to identify who was more prone to become
anxious, who was more motivated to learn English for different reasons, etc., so that teaching and learning could be
better monitored to cater to their individual characteristics and needs. In addition, only the overall scores in the final
course exam were used to measure the students’ performance in English, which could be biased in certain ways.
Discrete scores in different parts of the exam could have better reflected a student’s performance in English. So could
have scores in listening and speaking tests, since speaking and listening were more directly related to the Foreign
Language Classroom Anxiety Scale. Moreover, an element of qualitative nature might have rendered more support to
the findings, especially to the interaction of foreign language anxiety and motivation and their interactive effect on
the learning outcomes. And since correlation analyses alone could not identify the cause or effect of variables, more
complicated statistical analyses such as structural equation modeling might be necessary to better understand the
interaction of different variables.
8. Pedagogical Implications
In spite of the limitations, the findings of the present study have some implications for practical teaching and
learning of a SL/FL in classrooms. Although only around a third of the respondents in the present study reported to
be moderately or highly anxious in English language class, these students actually needed help most. First of all, both
language teachers and learners should be aware of the pervasive existence of foreign language anxiety in class, as
suggested in Liu (2006a) and Tsui (1996). As for learners, both Liu (2006a) and Hurd and Xiao (2010) discovered
that Chinese language learners preferred self-help over help-seeking strategies, although the majority considered the
tutor’s role to be of paramount importance. Therefore, language teachers, especially Chinese language teachers, are
more responsible to help students become less anxious and more confident in language class. As found in Gregersen
(2007), after training, teachers and observers were more accurate in identifying moderate- and high-anxious students
in class. Thus, awareness training of SL/FL anxiety is highly recommended to language teachers.
To better students’ performance in English, it is necessary for language teachers as well as learners to take measures
to alleviate anxiety levels, since anxiety turned out to be a powerful and negative predictor for the students’
performance in English. Setting realistic and achievable goals, building a relaxing classroom environment, providing
more chances to learners to use the language, encouraging and praising learners often, and so on, are believed to be
conducive to reducing anxiety levels (Liu, 2006a; Mak, 2011; Tsui, 1996). As suggested in Mak (2011), all language
professionals need to respond to students’ affective needs by attempting to provide a secure and comfortable learning
atmosphere, free from fear of speaking and conducive to risk taking in the target language.
Meanwhile, Mak’s (2011) study revealed that students’ negative attitudes towards the language class could
contribute to their overall levels of SL/FL anxiety. Thus, the researcher advised language teachers to foster positive
attitudes towards the class via open discussions and role-plays in a positive manner, which might help mitigate the
effects of anxiety. Abu-Rabia (2004) and Ewald (2007) also found that teachers’ supportive attitude helped relieve
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students’ anxiety.
Concurrently, once a student’ anxiety level is reduced, s/he might become more motivated to learn English, as
evidenced by the correlation analyses results in the present study. Since different types of motivation were
significantly positively affected students’ performance in English, it is necessary to maintain or enhance their
motivation to learn the language. Promoting students’ awareness of the importance of English, enhancing their
self-confidence, fostering their positive attitudes towards English, praising them/giving positive feedback,
encouraging them to access English more such as reading English literary works, seeing English films, and making
pen pals with international students, etc. may be good ways to enhance students’ English learning motivation
(Dörnyei, 1994; Liu & Huang, 2011; Oxford & Shearin, 1994). With enhanced motivation to learn English, students
may have become more willing and active to use the language in various situations and make more efforts to study
the language, which may in return result in lower anxiety in English learning.
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