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Abstract

Psychologically speaking, anxiety refers to the intense and enduring negative feeling caused by vague and dangerous stimuli from the outside as well as the unpleasant emotional experience involved, such as anticipation, vexation and fear. As early as the 1940s and 50s, anxiety became the focus of educational psychology in Western countries. The 1970s witnessed the development of second language acquisition research when the emphasis of research shifted from external factors of teaching and learning to internal factors of learners. Many researchers then paid attention to the study of foreign language anxiety (FLA), which is a complicated mental phenomenon specific to language learning and is defined as a distinct complex of apprehension arising from the uniqueness of the language learning process. The studies in the past three decades repeatedly confirmed that foreign language anxiety is one of the best predictors in accounting for individual differences in language learning success, and that it is proved to be one of the most essential and influential affective factors. These previous studies have reached consensus on the relationship between affective variables and foreign language learning, that is, there exist persistent negative correlations between foreign language anxiety and foreign language achievement, self-perceived proficiency and motivation. 

Although Chinese researchers have already realized the negative role foreign language anxiety plays in English learning, relevant investigations are rather few. Through a survey of relevant research literature, we find that most studies have focused their attention on general foreign language anxiety, but language-skill specific anxiety such as listening anxiety has long been neglected. Therefore, based on the fruitful previous studies, this thesis sets out to focus on the study of English listening classroom anxiety (ELCA) of non-English majors, investigate the influence anxiety has on listening comprehension，further discuss the potential sources of ELCA and suggest possible coping strategies.

The present study adopts three instruments including observation, questionnaires and group interview to conduct a survey on English listening classroom anxiety with 150 non-English major students from Anhui University as its subjects. The results show that there exist certain negative correlations both between English listening classroom anxiety and listening achievement, and also between levels of anxiety and use of coping strategies. Based on the statistical analysis of the questionnaires and the feedback from the group interview, the study explores the potential sources of ELCA and puts forward some coping strategies from various aspects such as learners’ psychology, teaching techniques, etc. in a hope to create a low-anxiety classroom atmosphere, and help to improve students’ listening performance and proficiency in a most favorable affective state. 

  The findings of this study, we hope, will make certain contributions not only to the theoretical studies of second language acquisition, especially to the foreign language anxiety research, but also to the practices of listening teaching and learning.  

Key words: foreign language anxiety (FLA); English listening classroom anxiety (ELCA); coping strategies

中文摘要

焦虑，从心理学观点来看，是指由外在的不确定因素或危险的刺激而引起的一种强烈持续的负面情感以及期待、烦躁、恐惧等感受组成的不愉快的情绪体验。早在4、50年代，焦虑就成为西方国家教育心理学的研究及实验中关注的焦点。进入20世纪70年代后，二语习得领域取得了长足进展，研究的重点也从关注学习者外部因素转向对内部因素的探讨。许多语言学家便把目光投向了对外语学习焦虑情绪的研究。国外近30年的研究结果表明：语言焦虑是决定学习者成败与否的关键因素，是最具影响力的情感变量之一。这些前期研究对外语学习中存在的焦虑与外语学习之间的关系取得了比较一致的看法，认为外语焦虑和外语成绩、自我水平评估以及动机之间存在持续的负相关。

我国的语言学家尽管也已经意识到外语焦虑在英语学习中的负作用，但相关的实证研究却不多。而纵观国内外几十年的研究，作者发现大部分学者只是宽泛地研究了外语学习过程中的焦虑情绪，并没有深入探讨学习各种具体语言技能过程中的焦虑，尤其对于在听力课堂学习过程中产生的焦虑情绪的研究非常有限。因此，在汲取前人研究成果的前提下，本文重点研究非英语专业学习者的英语听力课堂焦虑，尝试分析焦虑情绪对听力理解的影响，并进一步探讨引起焦虑的原因，提出减轻焦虑的策略。

本研究采用观察、问卷调查和群组访谈的形式，对来自安徽大学2005级150名非英语专业学生进行了听力课堂焦虑调查。结果表明本研究被调查者的焦虑情绪与听力成绩，焦虑水平与其采取的应对策略均具有负相关性。通过对焦虑问卷和群组访谈结果的整理分析，本文探索了引起学习者听力焦虑的原因，并尝试从教学心理及教学方法等方面提出一些缓解焦虑的应对策略，力图创造一种低焦虑的课堂环境，使学生的听力技能和水平得以提高。

本文对听力课堂焦虑的研究在一定程度上充实了第二语言习得理论，同时对听力教学也有一定的实际指导意义。

关键词：外语焦虑 英语听力课堂焦虑 应对策略

Contents
Acknowledgements…………………………………………………………………… ⅰ
Abstract…………………………………………………………………………ⅱ

中文摘要………………………………………………………………………………….. ⅳ
Chapter I Introduction……………………………………………………………….  1
1.1 Background of the Study………………………………………………….…..  1
1.2 Significance and Necessity of the Study………………………………....  1
1.3 Purpose of the Study and Research Questions…………………………  2

 1.4 Organization of the Thesis…………………………………………………..   3
Chapter II Literature Review………………………………………….….…….…   5
2.1 Studies on Foreign Language Anxiety…………………………………….  5   

2.1.1 Definition of Foreign Language Anxiety……………………………………..  5
2.1.2 Classification of Foreign Language Anxiety…………………………………  6
2.1.2.1 Input Anxiety, Processing Anxiety and Output Anxiety………………………  6
2.1.2.2 Acceptance Anxiety, Orientation Anxiety and Performance Anxiety…………  6
2.1.2.3 Receiver Anxiety and Oral Communication Anxiety…………………………  7
2.1.3 Three Perspectives in Language Anxiety Research…………………………  7
2.1.3.1 Trait Anxiety………………………………………………………….……...   7

2.1.3.2 State Anxiety…………………………………………………………….…...   9

2.1.3.3 Situation Specific Anxiety…………………………………………………….  9
2.1.4 Horwitz et al’s Construct of Foreign Language Anxiety………………….  10
2.1.4.1 Communication Apprehension……………………………………………….  11

2.1.4.2 Test Anxiety…………………………………………………………………..  12

2.1.4.3 Fear of Negative Evaluation……………………………………………….…  13

2.1.5 Controversies on the Role of Foreign Language Anxiety…………..……..  14
2.1.5.1 Facilitating Anxiety…………………………………………………………..  15

2.1.5.2 Debilitating Anxiety………………………………………………………….  15
2.1.6 Foreign Language Anxiety Measuring Scales………………………………  17
2.1.6.1 Trait and State Anxiety Scales……………………………………………….  17

2.1.6.2 Situation Specific Scales of Foreign Language Anxiety……………………..  17

2.2 Studies on Foreign Language Listening Anxiety…………………….  19
2.2.1 Definition of Listening Anxiety………………………………………………  19
2.2.2 Characteristics and Importance of Listening……………………………….  20
2.2.3 Review of English Listening Classroom Anxiety………………………….  21
2.3 Research on Anxiety Coping Strategies…………………………………  22
Chapter III Research Methodology………………………..………………….   24
3.1 Subjects……………………………………………………………………...…….   24

3.2 Instruments……………………………………………………………………….   24

3.3 Reliability Analysis of the Questionnaires……..……………………….  26
3.4 Procedures…………………………………………………………….……………  27
Chapter IV Results and Discussion………………….. …..……….……….…..  29
4.1 Observation………………………………………………………………………..  29
4.1.1 Students’ physical responses…………………………………………………..  29
4.1.2 Classroom Atmosphere……………………………………………………..….  30
4.2 Questionnaires……………………………………………………………………  30
4.2.1 A General Comparison of FLCAS and ELCAS……………………….……  30

4.2.2 Factor Analysis of the Adapted FLCAS………………………………….….  32

4.2.3 Correlation Between Anxiety and Listening Achievement……………….  36

4.2.4 Factor Analysis of the Self-designed ELCAS………………………………  38

4.2.5 Correlation Analysis of the ELCACSS…………………………….……….   41
4.3 Group Interview………………………….……………………………………..   43
4.4 Discussion……………………………………………………………………..….   44
4.4.1 Potential Sources of ELCA………………………….…………….…………   44
4.4.1.1 Personal and Interpersonal Anxieties……………………………………….   45

4.4.1.2 Learner Beliefs……………………………………………………………….  45

4.4.1.3 Instructor Beliefs……………………………………………………………..  46

4.4.1.4 Instructor-learner Interactions………………………………………………..  46

4.4.1.5 Classroom Procedures………………………………………………………..  47

4.4.1.6 Language Testing…………………………………………………………….  47
4.4.2 Coping Strategies………………………………………………………………..  48
   4.4.2.1 Alleviating Personal and Interpersonal Anxieties……………………………  48

   4.4.2.2 Building up Proper Learner Beliefs…………………………………………..  49

   4.4.2.3 Establishing Proper Instructor Beliefs………………………………………..  49

   4.4.2.4 Improving Instructor-learner Interactions…………………………………….  50

   4.4.2.5 Reforming Classroom Procedures—Listening in Games………………….…  50
  4.4.2.6 Decreasing Language Testing Anxieties……………………………………..  51
Chapter V Implications and Conclusion…………………………….………  52
  5.1 Major Findings of the Study………………………………………………...  52
  5.2 Implications of the Study…………………………………………….……….  52
5.3 Limitations of the Study………………………………………………………  53
5.4 Suggestions for Further Research………………………………………….  53
5.5 Conclusion…………………………………………………………………………  54
Bibliography……………………………………………………………………………..   55
Appendices………………………………………………………………………………..  61
  Appendix A………………………………………………………………………………...  61
  Appendix B………………………………………………………………………………...  63
  Appendix C………………………………………………………………………………...  65

Publications……………………………………………………………………………….  67
Chapter I Introduction

1.1 Background of the Study
In recent years, in the field of second language acquisition (SLA), great importance has been attached to learner variables, especially affective factors, such as self-esteem, motivation, inhibition, anxiety, tolerance of ambiguity, etc. A great many experiments have been conducted to prove that learner’s affective state plays a significant role in the process of language learning. As suggested by Arnold (1999: 2), “… attention to affective aspects can lead to more effective language learning. When dealing with the affective side of language learners, attention needs to be given both to how we can overcome problems created by negative emotions and to how we can create and use more positive, facilitative emotions.” 

Among those variables that influence language learning, anxiety ranks high and its importance has led to important researches and investigations from various perspectives. However, controversies emerge about the role anxiety plays in language learning. Some argue that anxiety has a facilitative/positive function (Kleinmann, 1977, etc.); some claim that it has a debilitative/negative effect (Chastain, 1975, etc.); still others hold that it is insignificant (Young, 1990, etc.). Nevertheless, a number of experiments have proved that high/intense anxiety does negatively affect learners’ achievement and performance (Spielberger, 1966; Chastain, 1975; Horwitz, 1986; Krashen, 1982a; MacIntyre and Gardner, 1991a; etc.). Meanwhile, many researchers in China have begun their studies on the role of foreign language anxiety (FLA) and come to the same conclusion (Wang Chuming, 1990; Wen Weiping and Zhu Yuming, 1998; Wen Qiufang, 2000; etc.).     

1.2 Significance and Necessity of the Study

Recently, more and more researchers have attached importance to the study of FLA and identified the negative role it plays in language learning. However, most of them have focused their attention on general foreign language anxiety, but neglected language-skill specific anxiety, such as listening anxiety, speaking anxiety, reading anxiety, etc.

Oral communication anxiety and receiver anxiety are recognized as two forms of anxiety that are often observed in class. Both home and abroad, attention to foreign language anxiety has been centered more on the former, and rather few researchers set the emphasis of their studies on the latter. However, it is found that many problems students are concerned about and anxious to solve are related to receiver anxiety, which refers to the fact that in the course of English listening, because of high anxiety, learners may come up with some unconquerable difficulties in terms of language, content, psychology and response, etc. Students with high anxiety will show their inside emotions outward. For example, some feel frightened to attend listening classes and even to hear others speak English; some get extremely tense in emotion, which results in blank expressions; some are never ready for questions and when called on, they just muddle through with “Sorry” or just keep silent. In the meantime, most teachers feel that compared with other courses, listening is difficult to teach. When students cannot comprehend listening materials and become anxious and give no responses, the teacher will also get impatient and uneasy. The consequence is a tense atmosphere in the classroom and poor performances of the students, which has a negative influence not to be ignored on both teaching and learning. Therefore, it is necessary and essential to change the situation. The author focuses the present study on English listening classroom anxiety (ELCA) and aims to supplement and extend relevant researches in this field.

1.3 Purpose of the Study and Research Questions 
Based on the literature review, the study intends to explore ELCA of non-English major students contextualized in China. It tries to find out sources of anxiety and provide possible coping strategies so as to develop students’ language potentials and improve their listening competence. To achieve this purpose, it expects to answer the following questions:

1) Do non-English major college students in China feel anxious in their         English classroom, especially when having listening classes? If so, what are the potential sources of their anxiety?

2) What effects does ELCA have on the students? Does it interfere with their performance and achievement? 

3) Does use of coping strategies help to alleviate ELCA? If so, what are the possible coping strategies to reduce anxiety and create a relaxing classroom atmosphere?

Answers to these questions will help to clarify the effects and sources of ELCA, and contribute to the possibility of creating a relatively low-anxiety classroom atmosphere.

1.4 Organization of the Thesis

The whole thesis consists of five chapters:

Chapter One is the introduction part. It introduces the background of the study, the significance and necessity of the study, purpose of the study and research questions, which are: 1) Is anxiety pervasive in English listening class? What are the sources? 2) What effects does ELCA have on students? 3) Can coping strategies alleviate ELCA? What are the possible strategies?

Chapter Two is the literature review of the previous and current studies on anxiety.

Chapter Three describes the subjects, instruments, and procedures of the present study and briefly discusses the reliability of the questionnaires.

Chapter Four analyzes the statistical results of the study. It is found that anxiety is pervasive in English listening class, and negatively related to both students’ listening achievement and use of coping strategies. It also discusses the main sources of ELCA and suggests possible coping strategies.

Chapter Five is the conclusion part. It presents the major findings, implications and limitations of the study and proposes suggestions for further research.

Chapter II Literature Review
The 20th century saw great achievements in the researches done on language teaching and learning. Since the 1970s, research emphasis has been shifted from teacher/teaching to learner/learning in the field of SLA, for it has been realized that the success of SLA depends largely on the learner him/herself. There has been an increasing awareness of the necessity in second language research and teaching to examine individual differences, which cause variations of performance in language learners, in order to find solutions to perplexing learning problems. Among individual differences studies, research on learner’s affective domain has been significant. Anxiety is considered to be a key affective variable, although little research was available on the topic before 1973. Since then, there have been a number of studies dealing with the relationship of anxiety to foreign language learning. Scovel (1978), for example, has found mixed and confusing results and sometimes discovered contradictory conclusions. MacIntyre and Gardner’s (1991a) review of literature has revealed that FLA can be distinguished from other types of anxiety and it has a negative impact on the language learning process. This result has been proved and extended in later studies, which have also shown that the effect may be both pervasive and subtle. Recent researches on FLA appear to support the existence of language-skill specific anxiety. Successful constructs to measure skill specific anxiety are found and fruitful, consistent results are obtained.

2.1 Studies on Foreign Language Anxiety   

2.1.1 Definition of Foreign Language Anxiety

Among the affective explanations, recent attention has been paid to the role of anxiety, which is pervasive in language learning and considered to be one of the most important and influential affective variables. FLA is linked directly to performing in the target language, so it is different from the one in general sense. Arnold (1999: 8) holds that language anxiety is possibly the affective factor that most pervasively obstructs the language learning process. From second language acquisition perspective, MacIntyre and Gardner (see Arnold, 1999: 59) see FLA as “the apprehension experienced when a situation requires the use of a second language with which the individual is not fully proficient”, which has been characterized by “derogatory self-related cognitions…feelings of apprehension, and psychological responses such as increased heart rate”. Horwitz, Horwitz and Cope (1986: 31) conceptualize FLA as “a distinct complex of self-perceptions, beliefs, feelings and behaviors related to classroom language learning arising from the uniqueness of the language learning process.” In other words, it refers to the anxiety occurring when a learner is exposed to a foreign language situation. It ranks high among factors influencing second language acquisition, regardless of whether the setting is informal (learning language outside the classroom) or formal (inside the language classroom).

2.1.2 Classification of Foreign Language Anxiety 

2.1.2.1 Input Anxiety, Processing Anxiety and Output Anxiety

This distinction is made according to different stages of learning process. In Tobias’ (cited in MacIntyre and Gardner, 1994b) theory, input anxiety occurs when taking in information in the second language, which may cause learner’s attention deficits and not much information being received. Processing anxiety arises when the input information is processed and transferred, which may lead to little understanding and even misunderstanding or loss of information. Output anxiety occurs when speaking or writing in the second language, which may interfere with the production in a foreign language and cause deficiency in expression.

2.1.2.2 Acceptance Anxiety, Orientation Anxiety and Performance Anxiety

Arnold (1999) states that anxiety is associated with negative feelings such as uneasiness, frustration, self-doubt, apprehension and tension and follows the distinction made by Heron (quoted in Arnold, 1999). Arnold divides language anxiety in a classroom into three interconnected components: acceptance anxiety (will I be accepted, liked, wanted…), orientation anxiety (will I understand what is going on…) and performance anxiety (will I be able to do what I have come to learn).    

2.1.2.3 Receiver Anxiety and Oral Communication Anxiety

This is a distinction based on clinical and class observations. Most teachers’ recognition of the existence of anxiety specific to language learning has been supported by Horwitz, Horwitz and Cope (1986). According to their observations, anxiety is most often focused on listening (receiver anxiety) and speaking (oral communication anxiety). The former is defined as the worry and tension caused by the difficulty in understanding and apprehending the other’s language information in the course of oral communication or interaction between teachers and students. The latter refers to the apprehension experienced when the speaker lacks self-confidence and is not sure about his expressions (Wen Weiping, 1998).    

2.1.3 Three Perspectives in Language Anxiety Research

Before examining the studies that are directly related to anxiety and language learning, MacIntyre and Gardner (1991a) have found it useful to delineate three perspectives from which anxiety has been investigated in many different areas, including language acquisition context. The first perspective sees anxiety as a general personality trait that is relevant across several situations; the second perspective is interested in the here-and-now experience of anxiety as an emotional state; and the third approach examines the specific forms of anxiety that occur consistently over time within a given situation. They are referred to as trait anxiety, state anxiety and situation specific anxiety respectively.  

2.1.3.1 Trait Anxiety

Trait anxiety can be defined as an individual’s likelihood of becoming anxious in any situation (Spielberger, 1983). It is a relatively stable tendency to exhibit anxiety in a large variety of circumstances. A person with high trait anxiety would be highly likely to avoid behaviors, which he performs well under non-anxious situation. Early studies have examined the relationship between performance in language learning and trait anxiety. It has been shown to impair cognitive functioning, to disrupt memory, and to have other effects (Eysenck, 1979; cited in MacIntyre and Gardner, 1991a). However, since trait anxiety is used to describe the effects of an individual’s generalized anxiety, applicable across situations, the approach has met criticism. It is argued that traits are meaningless unless they are considered in interaction with situations (Endler, 1980). In essence, the trait anxiety approach requires researchers to consider their subjects’ reaction over a number of situations. For most individuals, some situations will provoke anxiety whereas others will promote feelings of relaxation. Within a large group of people, situations provoking anxiety will differ, even among individuals showing similar trait anxiety scores. The moderate correlation of trait anxiety and measures of performance (Spielberger, 1983) might be attributed to a form of averaging over these situations. 

MacIntyre and Gardner (1991a) demonstrated this point in Figure 2.1. It characterizes two individuals in a language class, both of whom have a total score of 21 on a fictitious trait anxiety scale. This scale has four subscales referring to anxiety experienced in social situations, during written tests or exams, in novel situations, and in dangerous circumstances. The situational elements comprising that score, however, differ dramatically. Person 1 feels very anxious in social situations but actually enjoys the challenge of written exams. Person 2, on the other hand, experiences considerable test anxiety but is at ease in social groups. Both have similar levels of anxiety in novel and dangerous situations. The consequences of these patterns of anxiety for each of these individuals would be expected to differ. Suppose that both individuals are enrolled in a foreign language course, Person 1 might do well if the course does not require classroom participations or presentations, while Person 2 might achieve higher marks on oral exams than written exams. From a trait perspective, however, this distinction won’t exist because the trait anxiety score is equal (i.e., 21) for both persons. Correlations between trait anxiety and marks in these classes would likely be increased if the delimited subscales were considered more clearly.   
Figure 2.1 Trait Anxiety Scale of Two Individuals

              


Person 1                                      Person 2
2.1.3.2 State Anxiety

State anxiety is a blend of trait and situation-specific approaches (MacIntyre and Gardner, 1991a). It is apprehension experienced only at a particular moment in time as a response to a definite situation, for example, prior to taking examinations (Spielberger, 1983), rather than a wide range of circumstances. Thus individuals who are prone to experience anxiety in general (i.e. who have high levels of trait anxiety) show greater evaluations of state anxiety in stressful situations. The moderately strong correlation (approximately r= .60, Spielberger, 1983) usually found between state and trait anxiety suggests that increased level of trait anxiety is associated with higher state anxiety. 

MacIntyre and Gardner (1991a) criticized state anxiety scales for skirting the issue of the source of the reported anxiety, for in the scales, instead of asking “Did this situation make you nervous?” they ask, “Are you nervous now?” A number of factors can contribute to a respondent’s reaction to such a statement. In general, it is assumed that the situation contributing most to the response is the one under experimental consideration, but this is an assumption. With state anxiety assessment, the subject is not asked to attribute the experience to any particular source.

2.1.3.3 Situation Specific Anxiety

The study of situational anxiety has received considerable attention in second language acquisition research. As an alternative to the state anxiety concept, situation specific constructs can be seen as trait anxiety measures limited to a given context. Respondents are tested for their anxiety reactions in a well-defined situation such as public speaking, writing examinations, performing math, or participating in language class (MacIntyre and Gardner, 1991b). 

Situation specific anxiety can offer more to the understanding of anxiety because the respondents are asked about various aspects of the situation, and a key difference is that they are also required to make attributions of anxiety to particular sources. The situation specific perspective is more diverse than the previous two and particularly concentrates on relatively independent anxiety-provoking situations. An advantage of this approach is in clearly delineating the situation of interest for the respondent. By doing so, the assumptions about the sources of the anxiety reaction can be avoided. This perspective also allows for the assessment of orthogonal types of anxiety. For example, one study has found zero correlation between a measure of French Class Anxiety and Math Class Anxiety (MacIntyre, 1988a). However, this approach also has its criticism by MacIntyre and Gardner (1991a) that the situation under consideration can be defined very broadly (e.g. shyness), more narrowly (e.g. communication apprehension), or quite specifically (e.g. stage fright). It is the researcher’s responsibility to define a situation that is sufficiently specific to be meaningful for the purpose at hand, yet to have reasonable generality to permit generalization.

The brief description of the three research perspectives serves to classify the literature on FLA. Most early studies have taken a trait anxiety approach. Some of these studies found an inverse relationship between performance and trait anxiety, while others did not. Some researchers have focused on the influence of state anxiety in second language acquisition and others adopt situation specific measures. Of the three perspectives, the study of the situational anxiety has revealed the most meaningful and consistent results. Horwitz, Horwitz and Cope (1986) have described foreign language anxiety as a situation specific anxiety.

2.1.4 Horwitz et al’s Construct of Foreign Language Anxiety

The importance of anxiety in language learning has led to significant research and discussion on this topic. Previous studies show that students experience a considerable amount of anxiety in their foreign language classes and language learning can be more anxiety-provoking than other courses (Horwitz el al, 1986; MacIntyre and Gardner, 1989)

Horwitz et al have attributed the inconclusive results of previous research to the lack of a reliable and valid measure of anxiety specific to language learning. The Foreign Language Classroom Anxiety Scale (FLCAS) developed by Horwitz et al aims to capture this specific anxiety reaction of a learner to a foreign language learning setting. They integrate three related anxieties into their conceptualization of foreign language anxiety, i.e. communication apprehension, test anxiety and fear of negative evaluation.
2.1.4.1 Communication Apprehension

The first component is communication apprehension, which is defined as a person’s level of anxiety associated with either real or anticipated communication with another person or persons (McCroskey, 1984: 198). Typical behavior patterns of communicatively apprehensive people are communication avoidance and communication withdrawal. This kind of learner is more reluctant to get involved in conversations with others and to seek social interactions. Difficulties in speaking in groups (oral communication anxiety) or in public (stage fright), or in listening to or learning a spoken message (receiver anxiety) are all manifestations of communication apprehension. Horwitz et al (1986) cite listening and speaking as the main sources of anxiety. The unique component of this apprehension is the metacognitive awareness that, as a speaker and a listener, full comprehension of foreign language messages is not possible (MacIntyre and Gardner, 1991a). Therefore, the potential for frustrated or aborted communication is always present. Horwitz et al propose that the language student has mature thoughts and ideas but an immature foreign language vocabulary with which to express them. The inability either to express oneself or to comprehend another person leads to frustration and apprehension, which is an important reason why some talkative people may get silent in a foreign language class. But this communication apprehension may or may not be associated with the speech anxiety experienced in first language contexts (Lucas, 1984).

2.1.4.2 Test Anxiety

Test anxiety, namely apprehension over academic evaluation, is “the tendency to become alarmed about the consequences of inadequate performance on a test or other evaluations” (Sarason, 1984: 932); regardless whether the fear is realistic. Test anxiety can be part of social anxiety, particularly in an evaluative situation where the student is asked to communicate in the target language, so foreign language tests, given orally, have the potential of provoking test anxiety and communication apprehension in students. However, it can occur in non-communicative contexts, too. It is speculated that test anxiety may be caused by deficits in students’ language skills. Some students experience test anxiety because they do not know how to organize what they previously learned during or before a test situation. Test-anxious students often put unrealistic demands on themselves and cannot allow anything less than a perfect test performance. Otherwise they would see it as a failure. Since daily evaluations of language skills are common and making mistakes in a foreign language class is quite frequent and is a normal phenomenon, students cannot escape from the feeling of nervousness. Students who are test-anxious in foreign language class probably experience considerable difficulty and even the most prepared students often make errors. 

Horwitz et al (1986) are not clear whether this test anxiety is specific to the type of tests encountered in language class or whether it is a generalized test anxiety such as measured by the Test Anxiety Scale (Sarason, 1986). In Tobias’ formulation (1986), anxiety prone people engage in self-related cognition about their reaction to a task rather than concentrating on the task at hand. These task-irrelevant thoughts compete with task-relevant ones for limited cognitive resources. Test-nervous students may not be able to focus on what is going on in the classroom because they are highly likely to divide their attention between self-awareness of their fears and worries and class activities. Students of this sort are easily distracted and feel anxious during class, which interferes with their performance.  

2.1.4.3 Fear of Negative Evaluation

Fear of negative evaluation is defined as the apprehension about others’ evaluations, avoidance of evaluative situations, and the expectation that others would evaluate one negatively (Watson and Friend, 1969). It is broader in scope than communication apprehension and test anxiety. And evaluation, in this case, refers to both the academic and personal evaluations made of students on the basis of their performance and competence in the target language (MacIntyre and Gardner, 1991a). Fear of negative evaluation is not only limited to test-taking situations, rather, it may occur in any social, evaluative situation such as interviewing for a job, giving a speech or answering questions posed by teachers in the target language. Students who experience this type of fear tend to avoid evaluative occasions and have the expectations that they will leave an unsatisfactory impression on others if they are not as perfect as they expect themselves to be. When they feel others are superior to them, they fail to initiate or participate in a conversation, just by smiling, politely nodding or just keeping silent. They fear others might perceive them unfavorably. So we can easily imagine that students with fear of negative evaluation sit passively in the corner of the classroom, withdrawing from the classroom activities, keeping quiet, or even thinking of playing truancy, all of which may cause them to be left behind.

Horwitz et al (1986) conclude that communication apprehension, test anxiety and fear of negative evaluation are important parts of foreign language anxiety and have an adverse effect on students’ language learning, which provide conceptual building blocks for a description of foreign language anxiety. But they propose that FLA is not simply the combination of these fears transferred to foreign language learning. 

“Rather we conceive foreign language anxiety as a distinct complex of self-perceptions, beliefs, feelings, and behaviors related to classroom language learning arising from the uniqueness of the language process” (Horwitz et al, 1986: 128).
2.1.5 Controversies on the Role of Foreign Language Anxiety

It is commonly accepted that FLA is intricately intertwined with self-esteem, inhibition and risk-taking and plays an important affective role in second language acquisition (Brown, 1994). Though it has been studied for years, the results are inconsistent with one another. Some researchers argue that anxiety has a positive effect on language learning and production (Kleinmann, 1977; etc.), and some claim that it plays a negative part in SLA (Chastain, 1975; etc.), still others believe it is of no great significance (Young, 1990; etc.). Thus a distinction is formed between facilitating anxiety and debilitating anxiety based on the effect of FLA on language learning (as shown in Figure 2.2). Ellis (1994: 482) argues that the former motivates learners to “fight” the new learning task, promoting them to make extra efforts to overcome their feelings of anxiety while the latter causes the learners to “flee” the learning task in order to avoid the sources of anxiety. Williams (1991) suggests that the distinction between the two sides of anxiety may correspond to the intensity of the anxiety, with a low-anxiety state having a facilitating function and a high-anxiety state a debilitating effect.
Figure 2.2 Two Sides of Anxiety 

      

    






2.1.5.1 Facilitating Anxiety

Bailey (1983) studies competitiveness and anxiety in second language learning and points out that facilitating anxiety is one of the keys to success, and closely related to competitiveness. Brown (1994) also points out that facilitating anxiety, i.e. some concern, some apprehension over a task to be accomplished, is a positive factor. Chastain (1975) has found conflicting results when investigating the correlation between language test scores and anxiety, which lead him to conclude that mild anxiety could be beneficial. 

Facilitating anxiety has been shown to be related to (Oxford, 1999):

1) high language proficiency and self-confidence among a hand-picked group of excellent language learners;

2) oral production of difficult English structures among native Arabic speakers and Spanish speakers;

3) good grades in language classes for students in regular French, German and Spanish classes but not for students in audio lingual classes. 

Researchers also hold different views about the existence or significance of facilitating anxiety. Horwitz et al (1986) suggest that this may only occur in fairly simple learning tasks. Omaggio Hadley (cited in Young, 1992) points out that a certain amount of tension might be useful for language learning, but she refuses to term this tension “anxiety”. Likewise, Terrell prefers to call such tension “attention” (cited in Ellis, 1994). Krashen (1982a) contends that there’s no helpful aspect of anxiety in language acquisition.

2.1.5.2 Debilitating Anxiety

It is commonly accepted that foreign language anxiety interferes with foreign language learning. Spielberger (1966) suggests that anxiety provides negative reinforcement to low intelligence students. Horwitz et al (1986) find that many students in various aspects in foreign language learning experience foreign language classroom anxiety, which appears to be negatively correlated with foreign language grades achieved by American university students. Oxford (1999) also believes that debilitating anxiety harms learner’s performance in many ways, both indirectly through worry and self-doubt and directly by reducing participation and creating overt avoidance of the language. 

Tobias (1986) proposes a model of the effects of anxiety on learning from instruction. She holds that interference may occur at three levels: input, processing and output. At input, anxiety may cause attention deficits and poor initial processing of information. During processing, if the task is relatively simple, anxiety may have little effect. The more difficult the task becomes (relative to ability), the greater the effect of anxiety on learning. At output, anxiety may interfere with the retrieval of previously learned information. The experience of “freezing” on a test can be attributed to the influence of anxiety during the retrieval period.

MacIntyre and Gardner (cited in Ellis, 1994: 483) summarize a model (see Figure 2.3) of the role of anxiety in language learning, which recognizes that poor performance can be the cause as well as the result of anxiety. According to this model, the relationship between anxiety and language acquisition is moderated by the learner’s stage of development and by situation-specific learning experiences. They also suggest that anxiety plays little part in the learner’s first experience with the foreign language. But foreign language anxiety develops if the learner’s subsequent experiences with the foreign language are not positive. Poor foreign language performance, in turn, reinforces foreign language anxiety.
Figure 2.3 A Model of the Role of Anxiety in Language Learning
	Stage
	Type of Anxiety
	Effect on Learning

	Beginner
	Very little-restricted to state anxiety
	   None

	Post-beginner


	Situation anxiety develops if learner develops negative expectations based on           bad learning experiences
	Learner expects to be nervous and performs poorly

	Later
	Poor performance and continued bad learning experiences result in increased anxiety
	Continued poor performance


2.1.6 Foreign Language Anxiety Measuring Scales

There are some scales available for measuring trait, state and situation specific anxieties, (MacIntyre and Gardner, 1988a), especially when occurring in the process of foreign language learning. In this section, we will briefly describe the more prominent scales. In order to better contrast with situation specific measures, trait and state anxiety scales will be grouped together. 

2.1.6.1 Trait and State Anxiety Scales

The most widely applied scale for the measurement of both trait and state anxiety is the STAI, the State-Trait Anxiety Inventory (Spielberger, 1983), which is used extensively in a variety of contexts with meaningful results and has proved to have high reliability and validity. Both the trait and state scales have 20 items, 10 keyed positively for anxiety and 10 negatively.

Another commonly used trait anxiety scale is MAS, the Manifest Anxiety Scale, developed by Taylor in 1953 using items from a personality test. It is the first anxiety questionnaire to be used extensively and has opened the door for research in this area (Levitt, 1980). As MacIntyre and Gardner have pointed out (1991a), the psychometric properties of the MAS are not as good as are those for the STAI and it contains considerably more items, increasing the time needed for administration. For these reasons, it has been supplanted by the STAI as the trait anxiety measure of choice. 

2.1.6.2 Situation Specific Scales of Foreign Language Anxiety

A number of studies have incorporated a scale intended specifically to assess foreign language anxiety. The first measure of anxiety concerned with second language learning may be the French Class Anxiety Scale, developed by Gardner and Smythe (1977). It was followed by the development of scales such as the English Use Anxiety (Clement, Gardner and Smythe 1977) and English Test Anxiety (Clement, Gardner and Smythe, 1980). The English Use Anxiety Scale has been adapted for other languages, including French (Gardner, Smythe and Clement, 1980) and Spanish (Muchnick and Wolfe, 1982). 

As mentioned in 2.1.4, Horwitz et al (1986) have developed a 33-item measure, the Foreign Language Classroom Anxiety Scale (FLCAS), which is found to be a useful and quick measure for identifying early in the course those students who may have difficulty in learning a foreign language. The FLCAS is based on an analysis of potential sources of anxiety in language classrooms as advanced by Horwitz et al (1986), which includes 20 of 33 items that focus on listening to and speaking a foreign language. The scale is designed to ask questions reflective of performance-related activities and based on the speculation that students’ self-perceptions, beliefs, feelings and behaviors affect the levels of anxiety found in foreign language learning. Aida (1994), a Japanese educator, proves the reliability of FLCAS in his study conducted among college students learning Japanese. Ganschow and Sparks (1996) also employ FLCAS to examine the relationship between anxiety and foreign language skill and aptitude. Although other researchers have also contributed to this area, for example, Ely (1986) has provided measures of three attributes conceptually related to foreign language anxiety, the FLCAS is still the most frequently adopted and widely accepted and valid instrument in the field of foreign language anxiety.

Recent research on FLA appears to support the existence of language-skill specific anxiety. Since the 1970s, studies on the relationship between writing apprehension and personality characteristics have provided justification for regarding writing apprehension as a distinct form of anxiety, unique to written communication (Daly and Wilson, 1983; Stafford and Daly, 1984). Daly and Miller (1975a) developed an empirical, standard, and Likert-type writing apprehension test, the Second Language Writing Apprehension Test (SLWAT). Later researchers adopted this scale as their primary research tool. Cheng, Horwitz and Schallert (1999) have found a significant negative correlation between second language classroom anxiety and speaking and writing in English; Vogely (1998) has proved the existence of second language listening comprehension anxiety; Saito, Horwitz and Garza (1999) have constructed the Foreign Language Reading Anxiety Scale (FLRAS), including 20 items. Oral test anxiety is another study conducted to review speaking components of foreign language anxiety (Philips, 1992). Philips (1992) studied the effect of anxiety of student performance on an oral exam in a French class and findings from this study revealed a significant negative relationship between foreign language anxiety and performance on the oral test. This trend is encouraging because it foreshadows the development of more sensitive and appropriate measurement instruments that can diagnose learners’ anxiety problems more accurately, a prerequisite to more effective interventions. 

2.2 Studies on Foreign Language Listening Anxiety

2.2.1 Definition of Listening Anxiety

Foreign language anxiety is most clearly associated with the oral aspect of language use, thus most discussions of foreign language anxiety have centered on the difficulties caused by anxiety with respect to speaking and there are rare theories about listening anxiety in SLA.

In the 1970s, researchers began to notice learners’ affective reactions in human communication. Wheels (1975, quoted in Kim, 2000) described listening anxiety as receiver’s apprehension—the fear of misinterpreting, inadequately processing or not being able to adjust psychologically to messages sent by others. Later, Preiss and Wheeless (1990, cited in Kim, 2000) postulated that listening anxiety consists of three interacted antecedents: primary anxiety, secondary anxiety and information processing anxiety. The primary anxiety relates to situational fear of encountering new information. The secondary anxiety is conceptualized as the fear that emerges when complicated information process is required. As for the information processing anxiety, it refers to the fact that learners with insufficient schemata or strategic processing knowledge may become anxious out of a fear of misinterpreting or inadequately processing messages. 

The explanations above are derived from studies on first language acquisition. In the case of listening anxiety in the foreign language context, where listeners face the dual tasks of encoding and decoding messages in the target language, the influence of anxiety is extremely obvious.

2.2.2 Characteristics and Importance of Listening

Listening comprehension, as a highly integrative skill, plays a significant role in the process of language learning. Many researchers not only study the nature of listening but also emphasize the comprehension process, the techniques and knowledge involved in listeners’ comprehension. However, listening is complex, dynamic, and fragile to begin with, thus its non-permanent nature and the limited degree of control by the listeners on the stream of speech brings many a difficulty to both learners and researchers. Therefore, a good understanding of characteristics of listening comprehension will be of great help. And those characteristics are summarized in terms of the following points: the manner of comprehension (reception of information through sound), which determines students to rely on immediate comprehension and retain the information in the memory for further analysis; linguistic codes which make the process of listening much arduous than other language skills, for example, the differences between spoken language and written form should be sensed by listeners; and contextual cues, which may actually convey the exact opposite of what our words imply and demand a careful detailed listening.

Nida (1957) once suggests that listening is the basis of the natural learning process, repeating words together in different combinations is the natural outgrowth of anyone’s desire to communicate his desires and observations. Many other scholars have also attached importance to the role of listening comprehension in foreign language learning. Krashen (1982a) proposes the Comprehensible Input Hypothesis, which reinforces the idea that listening comprehension is of primary importance in language acquisition and speaking would emerge naturally. Since the 1970s, the foreign language teaching field has witnessed the stimulus-oriented instruction mode, in which listening comprehension and follow-up oral practice are considered the basis. In the last three decades, various teaching methods share one thing in common: the priority of listening over other skills is a dominator. As a matter of fact, in the field of language education, listening has long been recognized as the most frequently used language skill in classroom and one of the most influential academic factors leading to success.

2.2.3 Review of English Listening Classroom Anxiety 

In the foreign language anxiety literature, most studies have emphasized the research of general language anxiety but overlooked the language-skill specific anxiety, and few studies ever had their focus on second or foreign language listening anxiety. However, some researchers have begun to realize and acknowledge its existence. Horwitz et al (1986) have found strong language anxiety related to listening as well as speaking and test situation. Two items in the Foreign Language Classroom Anxiety Scale are correlated to listening anxiety specifically, and the results reveal that highly anxious learners apprehend that they may not understand all of the input in listening activities. MacIntyre and Gardner (1991c) have developed specific scales to measure anxiety at three stages of learning: input, processing and output. The first and second stages can be viewed as “comprehension stages”, in which listening comprehension includes the process of receiving, attending to and assigning meaning to aural input. The results show that anxious students experience difficulty in holding described verbal terms in short-term memory. Recently, some researchers have conducted studies with the major concern on pure listening anxiety. For example, Kim (2000), who carried out in Korea an anxiety study specifically related to listening skills, designed a listening-specific anxiety scale. His study indicates that Korean college students indeed experience anxiety in response to listening comprehension, and significant negative relationship is observed between listening anxiety and listening ability. His study also points out that anxiety interferes with foreign language listening; tension and worry over English listening and lack of self-confidence are the main reasons for anxiety. 

Alongside the above studies abroad, Chinese researchers have also done some work in this aspect. For example, Yang Jin (2000) has used adopted-anxiety scale English-major Learners’ Oral Anxiety Test Scale to study the relationship between language anxieties and listening achievements, whose results indicate that facilitating anxiety is significantly and positively related to listening achievements while debilitating anxiety is negatively correlated. The study has emphasized both the facilitating and debilitating sides of anxiety and indeed furthered study on listening comprehension. However, the scale is inappropriate and not very scientific without a high reliability since it is from an oral anxiety test rather than specifically designed for listening anxiety. Thus, more researches are called for to explore the nature and effect of listening anxiety.

2.3 Research on Anxiety Coping Strategies

With the development of FLA research, more and more researchers devote themselves to the study of coping strategies for anxiety. As a matter of fact, coping is not new to us. As early as the 1960s, coping was regarded as a process of “adaptation”; in the 1970s, it was viewed as a “behavior”; and in the 1980s, an “integration of cognitive activity and behavior”. Now researchers have similar views that coping refers to a kind of cognitive and behavioral effort, which is employed to reduce an injury when an individual faces an emergency (Cheng, 2002: 37).

Since most literature indicates that FLA prohibits language learning, processing and production, coping is admitted to be of “vital importance for alleviating and adapting to environmental pressure and for maintaining both physical and mental health” (Cheng, 2002: 37). 

However, research specifically on anxiety coping strategies has rarely been seen. Among the existing studies, some suggest that favorable experiences and increased achievement reduce anxiety (Gardner, Smythe and Brunet, 1977; Gardner, et al, 1979; Chapelle and Roberts, 1986; etc.). But these studies were conducted in more intensive environments than regular language classrooms. Students were in a way forced to cope with their anxiety and gains in proficiency resulted in students’ reduced levels of FLA. For example, the one conducted by Gardner et al (1979), in which a group of Canadian and American adult students of French were tested, came to the conclusion that French proficiency increased whereas French Classroom Anxiety and French Use Anxiety were significantly lower after an intensive French summer school program.

The coping strategy study on language-skill specific anxiety, especially on listening anxiety is even rarer in the field of SLA. Some researchers did try on the topic although little agreement has been reached. For example, Nagle and Sanders (1986, cited in Isen, 1999) maintain that failure to understand can be alleviated by providing students with maximum opportunities for successful response to comprehensible input. Also, a low-anxiety environment is another effective coping strategy that comes from teachers’ consideration. Vogely (1998) argues that listeners themselves may provide some useful coping strategies to solve anxiety problem. 

Different researchers have proposed different teaching techniques from different angles, and different foreign language learners have different responses to different learning activities. By researching these coping strategies for anxiety, we can get a better understanding of learners and provide informed implications for both language learners and instructors. Therefore, the present study will try to analyze the effects of anxiety in English listening class, explore its sources and seek for some possible coping strategies to deal with ELCA.
Chapter III Research Methodology

The literature reviewed in Chapter II suggests that foreign language anxiety is a rather pervasive learning phenomenon. Although it can be viewed as a positive factor that motivates learners, many language teachers and researchers have been concerned about the possibility that anxiety may function as an affective filter, preventing learners from achieving a high level of proficiency in a foreign language. Besides, most of the studies are conducted in Western countries. In order to investigate the Chinese situation, the author has carried out a study to get a better understanding of the nature of FLA with an emphasis on ELCA. This chapter will introduce the research subjects, instruments and procedures, and also briefly discuss the reliability of the questionnaires.

3.1 Subjects

The subjects chosen for the study are non-English-major students with different majors. They are 150 college students from different classes in Grade 2004 at Anhui University, among whom 84 are boys and 66 are girls. Their ages range from 16 to 21 with an average age of 18.68. Before the present study, they have learned English for 8 to 10 years, with a mean of 8.6 years. They are willing to cooperate because they want to know how to cope with language anxieties, and hope to improve their listening. 

3.2 Instruments

In this study, the methods of observation, group interview and questionnaires with five-point Likert scale have been employed. 

The author has observed 4 periods of English listening class given by one teacher to two groups of second-year students majored in Physics and Accounting of Anhui University (who are part of the 150 subjects of the survey). The observation focused on students’ physical responses and the overall atmosphere in the classroom. Observation data were collected through note-taking by the author.  

Three questionnaires are used for the study. All of the items are presented to students in Chinese to avoid ambiguity and misunderstanding. Sample questionnaires are provided in Appendix A, Appendix B and Appendix C respectively. 

The first one consists of a background questionnaire and FLCAS developed by Horwitz et al (1986). The background questionnaire includes questions about the student’s sex, age, major, grade, years exposed to English learning and their perceived most anxiety-arousing skill, while the FLCAS is composed of 33 items. However, to be adapted to the Chinese context, the words “language” and “foreign language” used in the original Foreign Language Classroom Anxiety Scale are consistently replaced with “English”. For example, the original FLCAS item “I tremble when I know that I’m going to be called on in language class” now reads as “I tremble when I know I’m going to be called on in my English class”. Similarly, the original item “I’m usually at ease during language tests” is modified to “I’m usually at ease during English tests”. 

The second questionnaire is also made up of two parts. The first part is about the background. In addition, the author asks the subjects to write down the scores they got in the end-of-year English listening examination in their first academic year, i.e. from Sept. 2004 to July 2005. The second part is the ELCAS (English Listening Classroom Anxiety Scale), which is designed by the author with reference to many scales on specific aspects of FLA, such as SLWAT (Second Language Writing Apprehension Test) (Daly and Miller, 1975a), FLRAS (Foreign Language Reading Anxiety Scale) (Satio, Horwitz and Garza, 1999) and so on. The ELCAS includes 23 items, all of which aim to study foreign language anxiety in English listening class and help to examine the possible causal factors (sources) of ELCA. 

The above 56 items in FLCAS and ELCAS are answered on a five-point Likert scale, ranging from 1) “strongly agree” to 5) “strongly disagree”. A student’s endorsement in 1) “strongly agree” is equated with a numerical value of five; 2) “agree” is four; 3) “neither agree nor disagree” is three; 4) “disagree” is two; and 5) “strongly disagree” is one. For each subject, an anxiety score is derived from summing his or her ratings of those items in the two questionnaires. When statements of the FLCAS or the ELCAS are negatively worded, responses are reversely recorded, so that in all instances, a high score represents high anxiety in the English classroom. According to the results of ELCAS, the 150 students are classified into three groups: HI-ANX (High Anxiety), AVE-ANX (Average Anxiety) and LO-ANX (Low Anxiety) in order to compare their end-of-year scores. 

The third questionnaire is English Listening Classroom Anxiety Coping Strategies Scale (ELCACSS), which is a modified scale with reference to previous studies on coping strategies, such as Trait Coping Strategies Questionnaire (ManRoskey, 1982), Defense Styles Questionnaires (Leary, 1983), State-Trait Anxiety Inventory (Spielberger et al, 1983), etc. The questionnaire is designed to analyze the relationship between students’ use of coping strategies and their levels of ELCA. It also aims to raise students’ awareness of anxiety and help them report their own coping strategies intuitively. It is supposed that if a learner is aware of the anxiety he experiences in language class, he will use more strategies to decrease it consciously or unconsciously. The scale is also a five-point Likert-scale, comprising five choices: 1) “never” 2) “seldom” 3) “uncertain” 4) “sometimes” and 5) “frequently”. Generally speaking, the number of the choice equals the score of the item, but responses are reversed when statements are negatively worded (Item 4 and Item 5).  

The group interview lasted about 2 hours. It intends to find out potential sources of ELCA and provide corresponding coping strategies. In order to make the data valid and useful for the study, the author selected 2 students from each group (HI-ANX, AVE-ANX and LO-ANX), and specially invited 4 English teachers to attend. The interview was also carried out in Chinese to avoid ambiguous, inaccurate and misleading expressions.

3.3 Reliability Analysis of the Questionnaires
Since the preliminary evidence for the reliability and validity of FLCAS has already been analyzed and proved by Horwitz (1986) and many other researchers, we will only discuss the reliability of the ELCAS and ELCACSS. As shown in Figure 3.1, 150 non-English major students in the study yield internal consistency coefficients of .7294 and .7551 respectively, which show the scales are acceptable instruments and can be used for further statistical analysis. 

Figure 3.1 Reliability Coefficients

	
	    The ELCAS
	The ELCACSS

	Number of Cases
	        150
	         150

	Number of Items
	         23 
	          20

	Alpha
	       .7294**
	        .7551**


**p<0.1 (2-tailed)

3.4 Procedures

The observation was conducted in a natural setting. The author examined the class carefully and took notes throughout the observation. .

The questionnaires were administered in regular classes by their teachers and filled in anonymously. Before the survey, all the subjects were reminded that all the information they provided in the questionnaires would have nothing to do with their course grades and they were encouraged to reveal their feelings of awkwardness or discomfort frankly. All the 150 subjects handed in their questionnaires and all of them are valid. Later, data were input and processed on the computer by using SPSS 11.0.  

The author presided the group interview after the questionnaires were administered properly. She noted down the interviewees’ general opinions and some of their original sentences. For ethnical reasons, the interviewees involved will be mentioned anonymously in the thesis. To make it convenient and clear, the author numbered them as Student 1, Student 2, Student 3, Student 4, Student 5, and Student 6 as well as Teacher 1, Teacher 2, Teacher 3, and Teacher 4. The whole interview was mainly focused on the two questions below: 

1) According to your learning/teaching experience, do you/your students feel anxious in English listening class? What are the sources of your/their ELCA?

2) Could you provide some coping strategies to deal with the anxiety?

Chapter IV Results and Discussion
In this chapter, we will present the results of the study and provide detailed interpretations and discussion of the study.

4.1 Observation
The observation data are analyzed manually by the author. The results focus on two aspects: students’ physical responses and classroom atmosphere.

4.1.1 Students’ Physical Responses

Anxious students in listening class tend to betray their anxiety through special physical responses. The manifestations mainly include:

1) When listening to materials, some look stiff in the face with knitted brows and wide-open eyes and a pen rotating in the hand.

2) Many students ask the teacher to play the recording a second time, and when she agrees, most of them look relieved

3) While listening, they always scribble on their books, or even scratch on desks aimlessly.

4) Some of the students press their earphones tightly on their ears throughout the process of listening. 

5) When doing exercises, many turn to their partners or neighbors to check their answers.

6) When the teacher raises a question, most students lower their heads and shut their lips tightly, trying to avoid any eye contact with the teacher. Even when the teacher gives a clue or hint, few volunteer. When correct answers are offered, most are eager to note them down.

7) When being called on individually, most of the students look embarrassed. Some answer the question in a low voice showing kind of uncertainty, some try to muddle through with “Sorry”, “I don’t know”, “I didn’t hear clearly” or simply bite their lips, stand still and keep silent.

8) Almost from the very beginning till the end of a class, some students keep looking at their watches impatiently. When the class is over, most look quite relaxed, yawning, heaving a sigh of relief or stretching their arms.

4.1.2 Classroom Atmosphere

Classroom atmosphere is a good indicator of how students feel about the class. The following are noticed of the class observed:

1) The teacher sometimes can hardly proceed with the listening class. It seems that most of the students always look puzzled so that the teacher is not sure whether they have understood, and whether to go on or repeat.

2) The whole atmosphere is depressive and tedious. Most students keep silent whenever the teacher raises a question and few students volunteer and utter. It sometimes irritates the teacher and causes the atmosphere to become tenser. 

3) It is also difficult for the teacher to organize an activity because most students seem not to have any willingness, interest or passion to co-operate.

4) When the class ends, the atmosphere is completely different from that in class. All of the students become active, talkative and enthusiastic.

5) Long passages (e.g. 10 or more than 10 minutes) make students look rather bored and tired and react slowly.

It can be seen from the observation that most students in the two groups experience certain anxiety in English listening class, which may result in dull, tense atmosphere, poor performance, low proficiency and low spirits.

4.2 Questionnaires

4.2.1 A General Comparison of FLCAS and ELCAS 

To get a general description of students’ foreign language anxiety (which in the present study refers to English anxiety specifically) and English listening classroom anxiety, the scores of the FLCAS and ELCAS yielded by the students are calculated. According to Horwitz et al (1986), the theoretical scores of FLCAS should be between 33 and 165, and the results of the present survey have a final score between 61 and 131, with a mean score as 97.32. Considering that the two questionnaires have different number of items, to make the results of the comparative study distinct and clear, the author just compares the mean score for all the items in both questionnaires respectively. The results are presented in Figure 4.1.

Figure 4.1 A General Description of FLCAS and ELCAS

	    T*
	     N
	   FLCAS
	   ELCAS

	
	
	M
	 SD
	M
	 SD

	M
	84
	2.9530
	  .41773
	3.1964
	.35388

	F
	66
	2.9818
	.50013
	3.2489
	.44396

	T
	150
	2.9692
	.46481
	3.2326
	.39676


*T=Team; N=Number; FLCAS=Foreign Language Classroom Anxiety Scale; ELCAS= English Listening Classroom Anxiety Scale; M=Male; F=Female; T=Total; M=Mean; SD=Standard Deviation.
In the background part of FLCAS, the recorded results of the order of anxiety-provoking skills are shown in Figure 4.2.
Figure 4.2 Perceived Most Anxiety-arousing Skill

	The perceived most anxiety-arousing skill                    Percentage

1) Speaking                                              38%

2) Listening                                              30%

3) Reading                                               13%

4) Writing                                                10%

5) Translating                                              9%


It can be seen from Figure 4.1 and Figure 4.2 that listening anxiety is pervasive and prominent among anxieties specific to language skills. The mean score in ELCAS far surpasses that in FLCAS, which indicates that students become tenser in listening classes than in other situations, i.e. foreign language anxiety may be more apt to arise during the course of listening activity. 

4.2.2 Factor Analysis of the Adapted FLCAS 

Responses to all the FLCAS items are reported in Figure 4.3. All percentages refer to the number of students who agreed or strongly agreed (or disagreed and strongly disagreed) with statements indicative of English anxiety (percentages are rounded to the nearest whole number).  

Figure 4.3 FLCAS Items with Percentages of Students Selecting Each Alternative:

 SA*     A       N       D        SD

1. I never feel quite sure of myself when I am speaking in English class.

2**      18        26        34         20

2.  I don’t worry about making mistakes in English class.

12       40        20        22          6

3.  I tremble when I know that I’m going to be called on in my English class.

0        20        28        44          8

4.  It frightens me when I don’t understand what the teacher is saying in the English class.

6        32        12        36         14

5.  It wouldn’t bother me at all to take more English classes.

8        34        14        28         16

6.  In English classes, I find myself thinking about things that have nothing to do with the course.

4        20        24        24         18

7.  I keep thinking that the other students are better at English than I am.

6        30        20        26         18

8.  I am usually at ease during English tests.

4        28        20        34          4

9.  I start to panic when I have to speak without preparation in English class.

24       62        10         2          2

10.  I worry about the consequences of failing my English class.

20       42         8        26          4

11.  I don’t understand why some people get so upset over English classes.

4        36        30        26          4

12.  In English class, I can get so nervous that I forget things I know.

16       48        10        22          4

13.  It embarrasses me to volunteer answers in English class.

2        24        24        48          6

14.  I would not be nervous speaking in the English class with native speakers.

6        20        16        56          2

15.  I get upset when I don’t understand what the teacher is correcting.

14       28        22        28          8

16.  Even if I am well prepared for English class, I feel anxious about it.

2       32        12        40         14

17.  I often feel like not going to my English class.

4        18        14        34         30

18.  I feel confident when I speak in English class.

0        10        48        36          6

19.  I am afraid that my English teacher is ready to correct every mistake I make.

2        22        14        48         14

20.  I feel my heart pounding when I’m going to be called on in English class.

12       42        22        22          2

21.  The more I study for an English test, the more confused I get.

10       22        26        32         10

22.  I don’t feel pressure to prepare very well for English class.

14       46        26        12          2

23.  I always feel that the other students speak English better than I do.

4        40        14        36          6

24.  I feel very self-conscious about speaking English in front of other students.

0        36        12        44          8

25.  English class moves so quickly that I worry about getting left behind.

10       38        16        28          8

26.  I feel more tense and nervous in English class than in my other classes.

2        36        20        22         20

27.  I get nervous and confused when I’m speaking in English class.

4        36        20        32         8

28.  When I’m on my way to English class, I feel very sure and relaxed.

4        30        36        28         2

29.  I get nervous when I don’t understand every word the English teacher says.

4        34        20        40         2

30.  I feel overwhelmed by the number of rules we have to learn when studying English.

8        42        28        18         4

31.  I’m afraid that the other students will laugh at me when I speak English.

4        24        18        38        16

32.  I would probably feel comfortable around English native speakers.

4        18        36        38         4

33.  I get nervous when English teacher asks questions which I haven’t prepared in advance.

12       62        16         8         2

*SA: Strongly agree; A=Agree; N=Neither agree nor disagree; D=Disagree; SD=Strongly disagree.

**Data in this figure are rounded to the nearest whole number. Percentages may not add up to 100 due to rounding.

As shown in Figure 4.3, anxious students fear they will not understand language input. They believe that in order to comprehend the target language message they must understand every word that is spoken. They endorse statements like “It frightens me when I don’t understand what the teacher is saying in English” (38%); “I get nervous when I don’t understand every word the English teacher says”(38%). 

Besides experiencing great English listening tension, students who are scored high on anxiety agree that they are afraid to speak in English. They endorse FLCAS items indicative of speech anxiety such as “I start to panic when I have to speak without preparation in English class” (86%); “I get nervous and confused when I am speaking in my English class” (40%); “I feel very self-conscious about speaking English in front of other students” (36%). They also reject statements like “I feel confident when I speak in English class” (42%). Anxious students feel a deep self-consciousness when asked to risk revealing themselves by speaking English in the presence of other people.

Anxious students are more likely to compare their performance in class with that of their counterparts for fear of being less competent than other students or being negatively evaluated by them. They endorse “I keep thinking that other students are better at English than I am” (36%); “English class moves so quickly, I worry about getting left behind” (48%); “I am afraid that the other students will laugh at me when I speak English” (28%). Thus, they may over-study, seek refuge in the last row, or excuse themselves from classes in an effort to avoid the humiliation or embarrassment of being called to speak.

Students’ responses, as indicated in Figure 4.3, to two FLCAS items “I feel overwhelmed by the number of rules we have to learn to speak English” (50%) and “I feel more tense and nervous in my English class than in my other classes” (38%) lend further support to the view that foreign language anxiety is a distinct set of beliefs, perceptions, and feelings in response to foreign language learning in the classroom and not merely a composite of other anxieties.

Our findings undoubtedly reveal that significant language anxiety is experienced by many students in response to at least some aspects of English learning. A majority of the statements reflective of foreign language anxiety (14 of 33 items) were supported by a third or more of the students surveyed, and eight statements were supported by over half of the students. 

4.2.3 Correlation Between Anxiety and Listening Achievement

After the ELCAS was administered and scored, the 150 students were divided into three groups according to the results. First we calculated the group’s mean for all the questions (M= 3.23), and then determined the degree to which students deviated from the mean. The deviation of the highest score (i.e. the most anxious student) from the mean is +0.8, and the deviation of the lowest score from the mean is -0.76. So those students that score between +0.4 and -0 .38 standard deviations from the mean were identified as AVE-ANX; and those with standard deviations below -0 .38 were identified as LO-ANX; and the students with standard deviations over + 0.4 were identified as HI-ANX. Figure 4.4 presents the number and percentage of students in each ELCA category and the Mean anxiety level and range for each identified group.  

Figure 4.4 English Listening Classroom Anxiety Categories

	ELCA Category     Number   Percentage       Mean          Range

	LOW-ANX           21        14%          -0.47       -0.76 to –0.39

	AVE-ANX           102        68%         +0.244       -0.38 to +0.4

	HI-ANX              27        18%         +0.516      +0.42 to +0.8 


As shown in Figure 4.5, the data computerized in SPSS imply the fact that ELCA and end-of-year score are negatively related, which further confirms the previously-conducted research: students who are of lower anxiety tend to have better achievement, while highly anxious students achieve less. 

Figure 4.5 Pearson Correlation Between ELCA and End-of-year Score
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**Correlation is significant at the 0.01 level (2-tailed).
In order to present a detailed relation between English listening classroom anxiety and end-of-year listening score, we then categorize the subjects into: high score (students getting more than 85 scores in the exam, N=27), average score (students getting between 65-85, N=108) and low score (students below 65, N=15). Of the high-score students, 13 are low anxious students covering 48.15% and only 2 students belong to the high anxiety group (7.41%). Among the 15 students that achieve below 65, there are as many as 6 high anxious students (40%), 8 students with average anxiety (53.33%) and only one student from low anxiety group (6.7%). Among those who get average scores, 82 are of average anxiety covering 75.93%, and 7 are low anxious students and 19 high anxious.

As reported in Figure 4.5 and the group analysis of end-of-year score above, it can be concluded that ELCAS has a significant but debilitating correlation with English listening achievement (r= -0.548**), which indicates that anxiety does affect listening comprehension negatively. 

4.2.4 Factor Analysis of the Self-designed ELCAS

    Responses to all the ELCAS items are reported in Figure 4.6. All percentages refer to the number of students who agreed or strongly agreed (or disagreed and strongly disagreed) with statements indicative of English listening classroom anxiety (percentages are rounded to the nearest whole number).
Figure 4.6 ELCAS Items with Percentages of Students Selecting Each Alternative

 SA*    A       N       D       SD

1. I’m always worried I cannot do well in listening.

12**    44        18        22         4

2.  In listening class, when the teacher asks questions, I dare not look at her in case she calls me.

4       36        30        24         6

3.  I feel more confident as a result of the teacher’s encouragement when I come across some difficult points in listening class.

6       35        26        27         6

4.  I get worried when I have little time to think about what I hear in English..

19      33        21        15        12

5.  I feel nervous on listening tests.

8      60        20        10         2

6.  During English listening classes, I concentrate on nothing other than sounds pouring into my ears and cannot help thinking about things that have nothing to do with the course.

12      35        21        19         13

7.  During listening class, I often feel unsure about what I have heard.

2       30        34        27         7

8.  Listening is boring, and I cannot focus my mind on it.

7       22       34         26         9

9.  During listening tests, if I meet with some new test items that I have never experienced in daily practice, I will get nervous and worried. 

4       44        24        22         6

10.  I feel more nervous in English listening classes than in other English classes.

4       36        26        24        10

11.  I feel other students are better at listening than I am.

2       18        16        56         8

12.  I do much worse in listening tests than in English listening classes. 

6       56        22        12         4

13.  I do better in listening than in speaking, reading and writing.

2       16        24        54         4

14.  I get upset when I’m not sure whether I understand what I’m listening to in English.

6       32        27        24        11

15.  I’m nervous when I’m listening to a passage in English but I’m not familiar with the topic.

6       60        20        12         2

16.  When listening to English, I often know the words but still cannot understand what the whole sentence means.

0       22        20        54         4

17.  Once I get used to it, listening should not be so difficult.

22      66         2        10         0

18.  I’m satisfied with the level of listening ability in English I have achieved so far.

2       14        12        50        22

19.  In listening class, if the teacher organizes some interesting activities, such as retelling or group competition, I will listen more attentively.

7       42        20        23         8

20.  I feel intimidated whenever I hear a long passage of English. 

18      60        14         6         2 

21.  When I’m not sure of the answers, I dare not give my answers in class.

6       60        24         8         2

22.  I feel more enthusiastic and comfortable when listening to an English story, an English song, or listening while watching an English video/movie than listening to a passage or dialogue.

60      36         2         2         1

23.  I feel less tense during the listening classes if I know the teacher won’t raise any questions.

48      46         2         3         1 

*SA: Strongly agree; A=Agree; N=Neither agree nor disagree; D=Disagree; SD=Strongly disagree.

**Data in this figure are rounded to the nearest whole number. Percentages may not add up to 100 due to rounding.
According to the data collected from this part (see Figure 4.6), students admit that anxiety arises when the listening materials are difficult, unfamiliar or not of their interest. “I’m nervous when I’m listening to a passage in English but I’m not familiar with the topic” (66%); “I feel intimidated whenever I hear a long passage of English” (78%); and most of the students (95%) agree that listening to a story or song or lines in a movie is more exciting and helpful than some dull dialogues or long passages in the textbook.
Anxious students are afraid to make mistakes in English listening class and avoid being negatively evaluated by others, both the classmates and the teacher. They endorse items like “In listening class, when the teacher asks questions, I dare not look at her in case she calls me” (40%); “When I’m not sure of the answers, I dare not give my answers in classes” (66%). Almost all of them (94%) will get less tense if there is no need to give any responses in listening class. These students seem to feel constantly tested and to perceive every correction as a failure.

The fact that anxious students often get low grades is also consistent with the great tension they experience during the test. They endorse ELCAS statements indicative of test anxiety such as “I feel nervous on listening tests” (68%); “I do much worse in listening tests than in English listening classes” (62%). 

Anxious students also appear to be diffident, inattentive and absent-minded. They can never focus their mind on listening and always feel incompetent. They admit, “I’m always worried I cannot do well in listening” (56%); “During listening class, I often feel unsure about what I have heard” (38%); “Listening is boring, and I cannot focus my mind on it” (29%): “I get upset when I’m not sure whether I understand what I’m listening to in English” (38%); “During English listening classes, I concentrate on nothing other than sounds pouring into my ears and cannot help thinking about things that have nothing to do with the course” (47%). 

It is strongly confirmed that during listening course, most of the students have experienced anxiety, no matter low or high. 6 of 23 items were approved of by one third or more of the subjects, and as many as 9 statements were supported by overwhelming majority of the students. Although at this point we can only speculate as to how many students experience severely anxious reactions to English listening, these results (considered in light of the number of students [nearly 72%] who reject their satisfaction with the level of listening ability they have achieved so far and express their need for further improvement) imply that anxious students are common in English listening classrooms, at least in beginning classes at the university level.

4.2.5 Correlation Analysis of the ELCACSS
In order to demonstrate the effect of coping strategies on ELCA, and get a general understanding of the relationship between ELCA and use of coping strategies, the relationship between ELCA and listening score as well as the relationship between use of coping strategies and English listening achievement, we have made correlation analyses of them. Figure 4.7 and Figure 4.8 show the results.

Figure 4.7 Correlation Analysis 
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**Correlation is significant at the 0.01 level (2-tailed).

Figure 4.8 Standardized Coefficients

	Independent                    Dependent variable                     

     Variables               End-of-year English Listening Scores 

	Use of Coping Strategies                    .469**

	Level of ELCA                       -.361**

	R Square                           .485 

	Adjusted R Square                       .478


**Correlation is significant at the 0.01 level (2-tailed).
From Figure 4.7 and Figure 4.8, we can come to the conclusion that the proper use of coping strategies will help to alleviate ELCA and improve listening comprehension. When a student is aware of the listening classroom anxiety and he is frequently utilizing proper strategies (except items 4 and 5 in Questionnaire 3) to cope with the anxiety, his ELCA will be reduced to a relatively low level, and then the lower level of anxiety in turn will affect his English listening score positively. That is, adopting certain positive anxiety coping strategies can facilitate listening comprehension to some degree, which is suggested by the scores collected from the ELCAS. 

As shown in Figure 4.7 and Figure 4.8, there exists a certain negative relationship, though not significant, between level of ELCA and use of coping strategies (r= -.399**), a negative relationship between ELCA and listening score (r= -.361**) as well as an indirect but positive relationship between use of coping strategies and English listening score (r= .469**). Therefore, we can use a simplified diagram shown in Figure 4.9 to illustrate these correlations simply and clearly.

Figure 4.9 An Simplified Diagram
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                -.399**                    .469**


**Correlation is significant at the 0.01 level (2-tailed).
4.3 Group Interview

The group interview data are analyzed manually by the author in the following procedures. First, she picks out all the information as regards students’ experience of ELCA. Second, she makes a list of all the sources of ELCA mentioned in the interview and tries to categorize them into groups. Finally, the author summarizes the coping strategies reported in the interview.

The information concerning students’ experience of ELCA is quite similar to the results of the questionnaires. It is acknowledged by all the interviewees that only a few students seldom have the experience of being anxious in listening class. These students are fond of listening and satisfied with their proficiency and performance. They also express the importance of good study habits and eagerness for challenging tasks. However, those who often experience anxiety in listening class are the overwhelming majority. They feel so nervous that they will forget what they already know and their mind goes blank immediately when called on to answer questions, standing there dumfounded. Some agree that even the thought of listening will arouse kind of untold fear inside them. Some complain about their low proficiency and become pessimistic about their listening competence. Statements like “I cannot do well in listening no matter how hard I try because of my inability” frequently appear in the data. 

In the group interview, the sources of ELCA are reported to be related to various aspects: learner, teacher, teaching environment, etc. Both students and English teachers recommend a lot on coping strategies, and then the author identifies them in accordance with the sources. 

4.4 Discussion

The data analyses and findings indicate that students’ anxiety is pervasive in English listening class. Based on the results of both the questionnaires and the group interview, this section will discuss the potential sources of ELCA and possible coping strategies respectively.  

4.4.1 Potential Sources of ELCA

According to the results of the questionnaires (ELCAS and ELCACSS) and the feedback from the group interview, the sources of ELCA mainly fall into six categories consistent with Young’s (1991: 427) identification: personal and interpersonal anxieties, learner beliefs, instructor beliefs, instructor-learner interactions, classroom procedures and language testing.

4.4.1.1 Personal and Interpersonal Anxieties

Personal and interpersonal issues are frequently mentioned in the group interview. However, some of them are not in consensus, and what we will discuss in this part are two factors that rank high: competitiveness and low self-esteem.

It is generally acknowledged that certain anxiety will emerge when students compare themselves with others or with an idealized self-image. Student 1, Student 3 and Student 4 point out that they feel more anxious in college study, because they have lost the sense of superiority and pride they enjoyed in middle schools and have to face greater competition in a new environment. Most of them report that competition makes them easily get nervous and frustrated. Once they cannot comprehend a listening material as well as others, they feel it hard to catch up and begin to doubt their listening ability. 

In the interview, self-esteem is recognized as the most influential source of personal and interpersonal anxieties. The questionnaire data also show that the majority of the subjects believe their listening skills are weak or average: 84 students, covering 56% of the total, are always worried that they cannot do well in listening; and 72%, 108 out of 150, of the subjects are not pleased with their existing level of listening ability, although some of them are high-achieving students. The results indicate that many students are not self-confident in listening class and prone to underestimate themselves. The low self-esteem and self-evaluation are reported to give rise to great anxiety and interfere with students’ listening performance in various aspects, for example, Student 4 states, “I never volunteer to answer questions because I feel inferior to my classmates”.    

4.4.1.2 Learner Beliefs

Learner beliefs are another major reason for ELCA. It is found that almost all the students in the group interview (except Student 5) hold the belief that “I should try to grasp every word and detail of the listening material”, otherwise, it is not real or perfect understanding. Half of them (Student 1, Student 2, Student 6) believe “Once I have got all the words in a sentence, I’ll surely understand the meaning of the whole sentence”. Even one of them (Student 3) thinks that listening skill is not as important as other skills like reading and writing. When these preoccupied beliefs clash with reality, anxiety will be caused and accelerated.

4.4.1.3 Instructor Beliefs

Instructor beliefs are a further source of ELCA. For example, Teacher 2 in the group interview maintains the belief that teachers should be directive, authoritarian and intimidating. However, most of the students (Student 2, Student 3, Student 4 and Student 6) report they experience great anxiety when they feel the teacher holds such belief. They point out the teacher is sometimes the center of listening class, and that students are somewhat forced to follow the teacher. When they cannot catch up with the teacher, they do not have any chance to say no. Therefore, they feel they have no freedom at all. It is also mentioned that the teacher’s intimidation makes them too nervous and frightened to volunteer their answers for fear that the teacher will correct their mistakes constantly, which may result in worse performance. 
4.4.1.4 Instructor-learner Interactions

In the group interview, instructor-learner interactions are also referred to be an importance source. As English listening takes place in a formal school setting, classroom situations make students feel that they are always being judged. According to the interview data, a powerful manifestation of teachers’ judgment is error correction. A harsh manner of correcting students’ errors is believed to provoke anxiety. As Student 1 suggests, teachers that keep criticizing students’ pronunciation and make classroom time a performance rather than learning time increase students’ apprehension in class.

All the interviewed teachers express their concern about the lack of effective interactions between teachers and students in listening class. Teachers have to spend most of the class time playing the recording repeatedly, checking the answers and making explanations of the words and grammar in the tapescripts. The relationship between teachers and students is more like that of a lecturer and audience. The teacher talks much but students just listen passively. The only interaction between them is students’ being called on to respond orally and error correction, however, this part may lead to great tension. The ineffective interaction actually affects listening process and then becomes another contributing factor to anxiety.  

4.4.1.5 Classroom Procedures

Anxiety associated with classroom procedures centers primarily on having to speak English in front of the classmates. As suggested in the interview, some students do not like to volunteer answers for fear of being laughed at because of their improper tones, pronunciations or being uncertain of their answers. 5 out of 6 students (except Student 5) report high anxiety when being called on to answer questions without enough time to make preparations. Besides, the interviewed students also discuss the pace of listening class. Some students (Student 5 and Student 6) hold that the teacher should quicken the pace, and it is not necessary for the teacher to play the recording for more than twice, or make detailed explanations. However, some other students (Student 3 and Student 4) insist that listening class goes too fast for them to keep up with, and the rapid classroom pace will surely increase their anxiety.

4.4.1.6 Language Testing

In the questionnaire data, 68% of the subjects, i.e. as many as 102 students, feel nervous in listening tests, and 62%, 93 out of 150, of the students, endorse that they do much worse in listening tests than in normal classes.    

The interviewed students also reveal their frequent anxious feelings and intense worries about tests. “Before the tests, I’m too nervous to go to sleep” (Student 3); “I wonder why we must take exams every semester, from primary school to college” (Student 1, Student 2, Student 5 and Student 6); “When I’m to attend the listening test or exam, my heart is beating fast and my hands keep trembling” (Student 4).  

With Young’s identification as a framework, we have discussed the sources of ELCA based on the feedback from the questionnaires and the group interview. The discussion also suggests that the problem of anxiety is not only due to the students, but also due to the external factors in their language learning experience, including both the instructor and the methodology.      

4.4.2 Coping Strategies

After we have explored the potential sources of ELCA, identified the debilitating effects it has on listening achievement, and demonstrated the fact that ELCA can be alleviated if proper coping strategies are adopted, it is now possible and necessary to find out some coping strategies for ELCA and create a relaxing classroom atmosphere. 

4.4.2.1 Alleviating Personal and Interpersonal Anxieties

In the group interview, both the teachers and the students point out that a healthy self-evaluation is most important and valuable to alleviate personal and interpersonal anxieties. Students should neither overestimate nor underestimate themselves, and fully understand their own advantages and disadvantages.  

To improve self-esteem, some students (Student 5 and Student 6) recommend positive self-talk, which may help develop an optimistic attitude. For example, the following encouraging rules are reported to be effective:

1) No mistakes, no language improvement.
2) Much listening is very important.

3) I can do as well as others.

4) Every learner has this hard time.

5) I do better this time than last time

6) If I keep on trying, I will succeed.

7) The process of improvement is more important than improvement itself.

The teachers also suggest students be reminded that the purpose of competition is stimulation rather than mere comparison. It should also be made clear to the students that the whole class is a unity within which everyone is equal, and no one is inferior or superior to any other classmate.
4.4.2.2 Building up Proper Learner Beliefs

All the interviewees have reached the consensus on the necessity for teachers to discuss with students the value of listening, and modify students’ erroneous beliefs with new information, since those beliefs about listening are only based on limited knowledge and experience.

The interviewed teachers also deem that the improvement of listening contents may help students establish proper beliefs. Students should be encouraged to respond to the content of a listening material rather than the language. However, most of the exercises in our textbooks appear in such forms as blank filling, multiple choice, and short dictation that emphasize specific details or language points. The student attendees all report supplementary materials, such as English songs, English movies with simple lines, etc., bring them much ease and enthusiasm, and make them focus more on the whole listening contents.

4.4.2.3 Establishing Proper Instructor Beliefs

It is necessary and essential for teachers to consciously examine their own beliefs and dispel the ones that negatively impact students. Some students report (Student 2 and Student 3) that the teachers “who encourage mistakes and periodically discuss the importance of making mistakes in English learning” can to some degree alleviate their anxiety and make them calmer.

Teacher 1, Teacher 3 and Teacher 4 also suggest in the interview that in order to build up proper instructor beliefs, teachers need to be sensitized to their roles, which are more facilitating than controlling. Teachers should also involve themselves in teaching panels and conferences in an effort to keep pace with current language teaching research and practice. However, all the 4 teachers stress that teachers must shift or adjust their roles according to the different needs of students and certain classes.

4.4.2.4 Improving Instructor-learner Interactions

To reduce anxieties caused by instructor-learner interactions, teachers are advised to assess their error correction approach as well as their attitudes toward students. All the attendees acknowledge that error correction is unavoidable and sometimes necessary in listening class, but teachers may upset or worry students and dent their confidence if they correct in an ineffective and harsh way. Therefore, the key issue is not error correction itself but the manner of correcting. It’s suggested by some of the students (Student 1, Student 2 and Student 3) that teachers “who are friendly and patient, who treat students equally, and who do not overreact to mistakes” are helpful in reducing ELCA. 

4.4.2.5 Reforming Classroom Procedures—Listening in Games

As for ELCA stemming from classroom procedures, all of the interviewees regard the best way to reduce anxiety is to make messages so interesting that students forget they are in another language. 

Unlike in other courses, students in listening class usually have fixed seats and forms of practice, so it is not convenient to organize such common activities as debate, role-play, etc. In most cases, teachers have to create listening games by themselves according to specific listening materials. The teacher interviewees provide some of their self-designed games, and the most appreciated one in class is “twice-listening”. Teachers first say a long sentence or tell a short story, but for the second time, they will re-arrange the sentence, repeat with a wrong intonation or collocation, or give the story in a wrong logic so as to check and train students in identifying details and picking up differences during listening. Such games with an emphasis on problem solving may not only help to improve both students’ listening ability and judgment, but also help to arouse interest, encourage participation and alleviate tense atmosphere in listening class. Besides, listening in games is also a way of improving ineffective interactions between teachers and students.
4.4.2.6 Decreasing Language Testing Anxieties

The consensus of opinion in the group interview is that, to cope with testing anxieties, both teachers and students should first adopt a proper attitude towards test. It is only a means of assessing students’ recent achievement rather than their competency.  

The interviewed students point out, as Questionnaire 3 (Item 2) suggests, pre-text exposure to the item-types will help reduce their testing anxiety. The teachers also agree that they should test what they teach in the context of how they teach it. If a test has been constructed reasonably and has accurately reflected in-class practice, then the test is less likely to provoke students’ anxiety.

From the psychological perspective, a variety of relaxing activities are recommended in the interview (some are almost identical with the strategies reflected in Questionnaire 3, such as Item 6 and Item 7). Students can close their eyes and take deep breaths, enjoy some soft, peaceful music, or take a stroll around the campus. These pre-test activities are proved to work effectively.

Chapter V Implications and Conclusion     

5.1 Major Findings of the Study

In the field of second language acquisition, foreign language anxiety is a complicated, multidimensional phenomenon that has attracted many researchers’ attention. The present study replicates and extends previous researches on FLA. It explores English listening classroom anxiety among 150 non-English major college students in Anhui University. The results have shown a negative correlation between ELCA and the subjects’ listening achievement, and demonstrated the fact that ELCA is negatively related to use of coping strategies, i.e. ELCA can be alleviated by adopting positive coping strategies. The study also discusses the potential sources of ELCA and possible coping strategies from both the teachers’ and the students’ perspectives.

5.2 Implications of the Study
The author has tried and endeavored in the present study to investigate Chinese non-English major university students’ ELCA. The study unfolds a general picture of one of the most pervasive affective variables in students’ listening process, which may be helpful for both English learners and English educators to be more aware of the negative role anxiety plays in English listening class. With the potential sources identified and coping strategies provided, it would be easier for the teacher to help those students suffering from different levels of anxiety to remove the harmful affective obstacles and achieve better performance. Besides, the possible coping strategies provided in the study might be of essential benefit for students to deal with their ELCA. In a word, the study mainly intends to raise both the teachers’ and the students’ awareness of and attention to ELCA and call for more attempts to research on and cope with the emotional barrier in English learning.
5.3 Limitations of the Study

In spite of the useful findings in this study, limitations still exist not only in the research methods but also in its results, due to the author’s lack of experience and complexity of the research topic. First of all, inferences drawn from the results of this study are limited by the nature of the particular samples used, which consist only of non-English majors in Anhui University, and it is hard to represent college students in China as a whole. Secondly, the paper only chooses to focus on the debilitating side of anxiety, however, under certain circumstances, language anxiety with a certain range may be a facilitative factor in learning process. Besides, ELCA is a complex problem, the small population of 150 is quite inadequate, and only 6 students and 4 teachers are picked out for the group interview. Finally, the present author has adopted the instruments of observation, questionnaires and group interview and tried her best to put the participants at ease, but it is unknown whether they did give their real opinions and the validity, stability and accuracy of their answers may be influenced by many factors, subjective or objective, internal or external. Therefore, the validity of the results and effectiveness of the strategies still need to be further verified by future empirical research 

5.4 Suggestions for Further Research

There is no doubt that the findings of this study have suggested some avenues for future anxiety research. The slight but consistent negative relationship found between English listening classroom anxiety and listening achievements poses the necessity for generating sound instruments to measure anxiety specific to language skills, especially listening, of both English majors and non-English majors in China. This thesis summarizes listening anxiety with a focus on potential sources, classroom implications and applicable coping strategies. However, other questions related to anxiety still remain to be examined. How does it interact with other learner variables such as age, attitude, learning styles and personality type? It is certain that other sources can be identified and additional coping strategies can be offered. The author only emphasizes debilitative anxiety in listening classroom, while the concept of facilitative anxiety needs further exploration. These and other questions are open to investigation that should interest researchers in second or foreign language acquisition as well as educationalists.      

5.5 Conclusion

Based on second language acquisition theories and methodology, and by means of self-designed empirical study, the present research proves that anxiety plays a negative role in English listening class, which is perceived to be caused by a number of factors related to various aspects. After finding out the potential sources, the author suggests possible coping strategies according to the feedback from the data collected.

Therefore, language teachers should bear in mind that anxiety is natural and pervasive in learning process. However, with attempt and effort of creating a low-anxiety classroom atmosphere, it can be actually managed to some extent. It is the teacher’s responsibility and obligation to fully develop students’ foreign language skills and provide a favorable studying environment. Learners should also develop self-awareness of ELCA and adopt positive coping strategies properly to deal with the emerging anxiety.

On the other hand, language teachers should be careful in adopting the low-anxiety creating techniques, for the classroom atmosphere may be too relaxing for the students to pay attention to study. Therefore, the teacher should try to observe and learn to manage anxiety within a certain facilitating and relatively ideal range.

As discussed above, the present study only adopts a limited number of research instruments and population of subjects, reflecting only a few perspectives of anxiety research. Further investigations and studies are still expected and anticipated. Nevertheless, the author hopes it may provide some insights into the relevant researches in China.   
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Appendices

Appendix A (Questionnaire 1)

英语课堂焦虑调查

亲爱的同学，你好！为了解非英语专业大学生的英语课堂焦虑现象，从而开展减轻焦虑，提高课堂效率的研究，调查者设计了以下问卷。问卷采取匿名方式，且调查结果只用于英语教学研究，不会对你产生任何负面影响。请根据你的实际情况和真实感受回答下列问题。谢谢合作！

第一部分

性别      专业      年龄      

学习英语年限        

请把你在以下几种训练或考试中感受到的焦虑程度按从高到低的顺序排列：

A. 听力      B. 口语      C. 阅读       D. 翻译       E.写作

第二部分

请认真阅读每句话，并根据你的实际情况/真实想法进行选择：

1. 完全同意   2. 同意      3. 不同意也不反对      4. 不同意       5. 完全不同意

1. 当我在课堂上用英语发言时，从来都不自信                     （1  2  3  4  5）

2. 在英语课堂上我不害怕出错                                   （1  2  3  4  5）

3. 当我知道在英语课上要被点名提问时，会非常紧张（紧张得发抖） （1  2  3  4  5）        

4. 当我听不懂英语老师说什么时，会感到害怕                     （1  2  3  4  5）

5. 英语课再多一点我也不嫌烦                                   （1  2  3  4  5）

6. 在上英语课时，我会想一些和英语毫无关系的事情               （1  2  3  4  5）

7. 我一直都在想，其他的学生英语都比我好                        （1  2  3  4  5）

8. 在英语考试时，我很放松                                      （1  2  3  4  5）

9. 在英语课上，我不得不在没有准备的情况下发言时，会觉得很紧张 （1  2  3  4  5）

10. 我担心英语考试通不过                                       （1  2  3  4  5）

11. 我不理解为什么有人上英语课会心烦意乱                       （1  2  3  4  5）

12. 英语课上，我一紧张，原来知道的东西也忘了                   （1  2  3  4  5）

13. 英语课主动回答老师的提问让我觉得尴尬                       （1  2  3  4  5）

14. 就算和美/英国人说话，我也不会紧张                          （1  2  3  4  5）

15. 不能理解老师的纠错会令我感到烦躁不安                       （1  2  3  4  5）

16. 为英语课作充分的准备，我不觉得有压力                       （1  2  3  4  5）

17. 我经常不想去上英语课                                       （1  2  3  4  5）

18. 在英语课上发言我总是很自信                                 （1  2  3  4  5）

19. 我害怕老师对我回答的每一个问题都更正、纠错                 （1  2  3  4  5）

20. 当我英语课上即将被点名时，会心跳加速                       （1  2  3  4  5）

21. 英语考试前，我准备越多，越觉得迷惑                         （1  2  3  4  5）

22. 课前预习好了，就不会觉得有压力                             （1  2  3  4  5）

23. 我总是觉得其他同学英语比我说得好                           （1  2  3  4  5） 

24. 在其他同学面前说英语时，我会感到忸怩窘迫                   （1  2  3  4  5）

25. 英语课进度太快，我怕赶不上/落后                            （1  2  3  4  5）

26. 上英语课时比上其他课更紧张                                 （1  2  3  4  5）

27. 我在英语课上发言时感到紧张，不知从何说起                   （1  2  3  4  5）

28. 去上英语课的路上，我觉得很轻松，信心十足                   （1  2  3  4  5）

29. 当我没能理解英语老师所说的每个单词就会紧张                 （1  2  3  4  5）

30. 学英语要掌握很多规则，我会有压力                           （1  2  3  4  5）

31. 我担心我发言时，其他同学会笑话我                           （1  2  3  4  5） 

32. （即使）和英/美当地人在一起应该也会很自在                  （1  2  3  4  5）

33. 英语老师问到我没有事先准备的问题时，我就会紧张             （1  2  3  4  5）

Appendix B (Questionnaire 2)
英语听力课堂焦虑调查

亲爱的同学，你好！为了解非英语专业大学生的英语听力课堂焦虑现象，从而开展减轻焦虑，提高课堂效率的研究，调查者设计了以下问卷。问卷采取匿名方式，且调查结果只用于英语教学研究，不会对你产生任何负面影响。请根据你的实际情况和真实感受回答下列问题。谢谢合作！
第一部分

性别      专业      年龄      

上学年年终英语听力成绩        
第二部分

请认真阅读每句话，并根据你的实际情况/真实想法进行选择：

1. 完全同意   2. 同意      3. 不同意也不反对      4. 不同意       5. 完全不同意

1. 我总是担心自己听力不好                                      （1  2  3  4  5）

2. 听力课老师提问时，我害怕她问我而不敢看她                    （1  2  3  4  5）

3. 听力中如果遇到难点，老师的鼓励会增加我的信心                （1  2  3  4  5）                          

4. 听英语时，没有足够的时间思考，我感到很紧张                  （1  2  3  4  5）

5. 听力考试时我会感到紧张                                      （1  2  3  4  5）

6. 英语听力课上，我无法集中注意力，只感到声音在不停地往耳朵里灌，而且不自觉地想到和上课内容无关的事情。                                     （1  2  3  4  5）

7. 听力课时，我对自己听到的内容总是拿不准/不确定                （1  2  3  4  5）

8. 听力很枯燥，所以我总是难以集中注意力                        （1  2  3  4  5）

9. 听力考试时，如果考试题型平时练习中没有见过，我会感到紧张。  （1  2  3  4  5）                                  

10. 听力比其他英语课程更令我紧张一些                            （1  2  3  4  5）

11. 我觉得其他同学的听力都比我好                                （1  2  3  4  5）

12. 我在听力考试中要比在平时听力课堂上更紧张                    （1  2  3  4  5）

13. 我的听力比口语、阅读和写作好                                （1  2  3  4  5）          

14. 当我不能确定是否理解了正在听的英文会感到沮丧                （1  2  3  4  5）

15. 如果所听的英文是关于我不熟悉的话题时，我会有些紧张          （1  2  3  4  5）

16. 听英文时，我听懂了每个单词的意思，却不知说话者说了什么      （1  2  3  4  5）

17. 一旦习惯了，英语听力也不是很难的                             （1  2  3  4  5）

18. 我很满意自己目前的英语听力能力                              （1  2  3  4  5）

19. 听力课上，老师安排的一些听力活动如复述，小组竞赛可以让我更积极认真地听课

                                                               （1  2  3  4  5）                                                                                                                                          

20. 听长篇的英语文章让我感到郁闷                                （1  2  3  4  5）

21. 对答案不确定时，我一般不敢在课堂上回答问题                  （1  2  3  4  5）

22. 比起听英语对话、文章，听英语故事、英文歌、看英文电影听台词会让我觉得更有热情更放松                                                      （1  2  3  4  5）

23. 如果我知道老师不会进行课堂提问，上听力课会放松很多          （1  2  3  4  5）
Appendix C (Questionnaire 3)

英语听力课堂焦虑应对策略调查 

以下是人们常用的听力策略，请仔细阅读每一项陈述，并根据你的实际情况做出选择，请确保所选答案如实代表你的实际情况，而不是你“认为”应该怎么做或大多数人通常怎么做。答案没有正误之分，且调查结果只用于英语教学研究，不会对你产生任何负面影响。谢谢合作！

1. 从来不会    2. 很少会    3. 不确定    4. 有时候会    5. 经常会

你是否会采用以下方法来减轻课堂上的焦虑感:

1. 我会课前做好预习，避免课堂上的紧张情绪                        （1  2  3  4  5）
2. 考前熟悉、训练考试题型，使自己应试时不会太紧张                 （1  2  3  4  5）3. 常常鼓励自己，一定可以提高听力水平                            （1  2  3  4  5）
4. 当被点名回答问题时，因不确定答案的正确性而产生焦虑时，会直接说sorry或保持沉默

避免回答                                                       （1  2  3  4  5） 

5. 当听力连续出错或跟不上语速，直接放弃                         （1  2  3  4  5）
6. 考试之前，会采取一些方法，比如运动、散步、聊天等缓解压力        （1  2  3  4  5）
7. 听力过程中，如果感到紧张，会深呼吸来放松                       （1  2  3  4  5）8. 遇到难点时直接跳过，集中精力关注后面的问题                   （1  2  3  4  5）
9. 利用对材料的文化背景知识的掌握帮助理解听力内容               （1  2  3  4  5）
10. 寻求老师的建议和帮助，克服对听力的畏惧感                     （1  2  3  4  5）
11. 和同学交流上课的感受，意识到焦虑并不是自己一个人的问题，而是普遍现象

                                                               （1  2  3  4  5）
12. 课下和同学探讨听力的技巧，加强练习                          （1  2  3  4  5）

13. 通过听英文故事、歌曲, 看英文电影来提高自己对听力的兴趣      （1  2  3  4  5）

14. 能够正确评价自己的听力水平，了解自己的优点和不足             （1  2  3  4  5）
15. 适时对自己降低要求，不一定做到完美                          （1  2  3  4  5）
16. 当考试或练习成绩不佳时，会自我安慰                           （1  2  3  4  5）

17. 努力扩大自己的知识面，如了解一些英语国家的历史地理知识、文化习俗等

                                                               （1  2  3  4  5）

18. 听听力材料的过程中，我不断提醒自己把注意力集中在听力上       （1  2  3  4  5）

19. 听英语时我主要关注材料的大意，而并非每个句子或每个单词      （1  2  3  4  5）
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