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Abstract

Previous research have suggested that anxiety may affect test takers’ performance on
high-stakes tests, such as the National College Entrance Examination (Guangdong) Computer-
based English Listening and Speaking Test (the CELST). The CELST test takers can potentially
experience three types of anxiety, namely cognitive test anxiety (CTA), foreign language
listening anxiety (FLLA) and foreign language speaking anxiety (FLSA). Despite the high-stakes
impacts the CELST has on millions of test takers’ future, scarce research has specifically
investigated the effect of anxiety on test takers performance and the source of anxiety from the
CELST test takers’ perspectives. Therefore. the present study aimed to investigate how CTA,
FLLA and FLSA affect CELST test performance.

Quantitative data were collected by administering questionnaires to 585 CELST test
takers. Qualitative data were collected by individual semi-structured interviews with twelve test
takers. The quantitative analysis showed that: (1) most test takers experienced a moderate degree
of CTA, cognitive dimension of FLLA and FLSA; (2) females had a significantly higher level of
CTA, cognitive dimensions of FLLA and FLSA than males. (3) self-perceived English
competence did impact test takers’ CTA, FLLA and FLSA; (4) the frequency of language use
negatively correlated with CTA, FLLA and FLSA; (5) CTA, behavioral dimension of FLSA
negatively predicted the CELST scores while the somatic dimension of FLSA positively
predicted the CELST scores.

Second, the qualitative analysis confirmed the existence and interference of CTA, FLLA
and FLSA among CELST test takers. Besides, the results revealed reasons that lead to anxiety in

the CELST, and identified helpful strategies to alleviate anxiety from the test takers’ perspectives.



The findings of the present study have important implications. Theoretically, the study
bridged the gap by deepening the understanding of how CTA, FLLA and FLSA affect test takers’
performance in high-stakes foreign language tests. Practically, the findings provide valuable
references for the CELST test developers to design test tasks that consider the effect of anxiety
such that the CELST can elicit test takers’ best performance. Besides, the findings also provide
insights for foreign language teachers to alleviate their students’ anxiety so that students can
better perform during the CELST.

Keywords: English listening and speaking test; test anxiety; foreign language anxiety; test

performance
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Chapter One Introduction

This chapter starts with the introduction to the research background of the present study.
It then presents the research purposes and questions, followed by the significance of the study.
Finally, the overview of the thesis is presented.

1.1 Research Background

The National Matriculation English Test (NMET) is the nationwide university entrance
test of English for the People’s Republic of China, which comprises 20% of the weight of the
total college entrance examination scores. The test makes inferences about test takers’ English
proficiency, which is used in university admission decisions together with the scores from
university entrance tests in another five secondary school subjects (Cheng, 2008). The NMET is
a norm-referenced standardized test that aims to select secondary school graduates for
institutions of higher education. It is a high-stakes English test which influences how society
evaluates students and schools and how schools, parents and students evaluate the teachers
(Cheng, 2008).

In 2011, the computer-based English listening and speaking test (hereafter the CELST)
was incorporated into the Guangdong Province’s version of NMET. The CELST comprises 13 %
of the NMET scores. Every year, over half a million Guangdong senior high school Grade three
students who aim to pursue tertiary education must take the CELST whose scores are used for
university admission decisions. For the first time, foreign language speaking ability and listening
ability have been tested on a large scale through high-stakes computer-based testing in China.

As shown in Table 1.1, the CELST consists of three parts that focus on assessing test

takers’ listening and speaking skills. In part one Reading Aloud, test takers are required to watch



a one-minute English video clip with subtitles and read after the speaker in the video. Then,
students have one minute to practice reading aloud the lines on the screen. Next, they listen to
the speaker once again and try to read after the speaker. Finally, they read as the speaker in the
video without hearing the original speaker and their responses are recorded for scoring. In part
two Role Play, test takers are required to act as a role and communicate with another role played
by the computer. First, they are required to watch a two-minute video clip about a dialogue to
gain some basic information and take notes. Then they ask the role played by the computer three
questions with Chinese prompts and take notes of the answers from the computer. Next, test
takers listen to the rest of the dialogue in the previous video and answer five relevant questions
from the computer to show their listening comprehension. In part three Story Retelling, test
takers are required to listen to a two-minute monologue twice and are given one minute to retell
it. A brief summary of the story plots and five keywords are presented during part three. After
listening, test takers are given one minute to organize their speech before they start to retell the
story in their own words.

Table 1. 1

Structure of the CELST. Source: Adapted from Zhan and Wan (2016, p.5)

Subtest Test Purposes Test Format Full Testing Time
Marks
Part one Pronunciation and intonation Reading aloud 20 points  About 30
minutes
Part two Abilities of receiving and Role play 16 points

comprehending information; and
abilities of asking and answering
interactive questions
Part three Comprehensive abilities of Story retelling 24 points
listening and speaking
Total 60 points




The CELST, as a required part of the NEMT for test takers in Guangdong Province,
demonstrates its high-stakes nature where test takers must strive for higher scores to get admitted
into their ideal universities. Since 2021, the weight of the CELST has increased from 10 % to
13.3 % of the total NMET score, which makes the CELST a more vital part of the NMET and
exerts a larger impact on millions of test takers’ future. As a high-stakes foreign language (FL)
test, the CELST can potentially evoke three types of anxiety, namely cognitive test anxiety
(CTA), foreign language listening anxiety (FLLA) and foreign language speaking anxiety
(FLSA). Because of the high-stakes impacts of the CELST scores on university admission
decisions, the CELST test takers may experience cognitive test anxiety, which represents their
worry over their test performance and test outcomes. Previous empirical studies have indicated
that cognitive test anxiety was significantly and negatively related to a wide range of educational
performance outcomes, including standardized tests and university entrance exams (von der
Embse et al., 2018). Besides, considering English is a foreign language to the CELST test takers,
attending the CELST might also evoke FLLA and FLSA. Defined as language-skill-specific
anxiety, FLLA and FLSA have also been shown to have a negative correlation with test
performance on foreign language listening (Elkhafaifi, 2005;Kim, 2000; Zhang, 2013) and
foreign language speaking (He, 2018; Woodrow, 2006) respectively. Despite CTA, FLLA and
FLSA may negatively affect test takers’ performance, there have been no previous empirical
studies about the effects of CTA, FLLA and FLSA in the CELST context so far.

When adversely affecting test takers’ performance, the CTA, FLLA and FLSA test takers
experience may also reduce or threaten the construct validity of the CELST. As Messick (1989)

suggested, construct-irrelevant variance such as anxiety poses a major threat to construct validity



as such variance undermines the accuracy of test score interpretations and the legitimacy of
decisions made based on test scores. For instance, when test takers suffer from anxiety during the
CELST and in turn fail to perform well, the test scores they receive might not reflect their true
language proficiency because such scores have been negatively affected by their anxiety(Heng
Tsung D. Huang & Hung, 2013). Therefore, the adverse effect of anxiety on test performance can
affect the interpretation of the scores and harm the test validity. When researchers seek ways to
expose evidence that leads to anxiety which would invalidate test inferences, test takers’
perspectives of the source of anxiety in the test should be included as the perceptions of test
takers provide researchers with significant validation evidence (Cheng & Deluca, 2011; DeLuca
et al., 2013; Moss et al., 2006). However, experiences and perspectives of test takers have
usually been overlooked in validation studies (Cheng, 2008; Zhan & Wan, 2016). It is clearly
problematic that test takers’ opinions are undervalued in the validation inquiries of language
assessment (Cheng & Deluca, 2011).

The present study is motivated by the following gaps. Despite abundant research on the
effects of test anxiety and foreign language anxiety on test performance, most of the empirical
studies have examined the effects of anxiety on test performance measured by low-stakes foreign
language exams(Huang et al., 2016; In’nami, 2006; Kim, 2001; Salehi & Marefat, 2014; Tsai &
Li, 2012). Relatively little research has investigated the effects of either cognitive test anxiety or
foreign language anxiety on test takers’ performance in large-scale high-stakes foreign language
tests which may elicit more anxiety(Salehi & Marefat, 2014; Yoongoo, 2017; Zheng & Cheng,
2018). Additionally, research on foreign language anxiety has focused on the general foreign
language classroom anxiety proposed by Horwitz et al (1986). There have been very few

empirical studies concerning the effect of language-skill-specific anxiety on high-stakes test



performance(Yoongoo, 2017). Moreover, there has been scarce research combining the effect of
the three types of anxiety (CTA, FLLA and FLSA) on test performance in a single investigation.
To the best of my knowledge, there has been no research specifically examining the effect of
anxiety and the source of anxiety in the CELST from the test takers’ perspectives.
1.2 Research Purposes and Research Questions

To bridge the research gaps, the present study intended to investigate the characteristics
of CTA, FLLA and FLSA among CELST test takers, the effects of CTA, FLLA and FLSA on test
takers’ performance (Wu, 2021), the reasons leading to anxiety in the CELST as well as
strategies to alleviate the anxiety from the test takers’ perspectives. Therefore, to achieve the
research purposes, the research questions were proposed as follows:

1. What are the characteristics of cognitive test anxiety, foreign language listening

anxiety and foreign language speaking anxiety among CELST test takers?

2. What are the effects of cognitive test anxiety, foreign language listening anxiety and

foreign language speaking anxiety on CELST test takers’ overall scores?

3. From the test takers’ perspectives, what reasons may lead to anxiety in the CELST and

how do test takers alleviate the anxiety?
1.3 Significance of the Study

The study is of theoretical and practical significance to the field of anxiety research and
the CELST development.

Theoretically, considering the fact that scarce research has examined the effect of both
CTA and language-skill-specific anxiety such as FLLA and FLSA on large-scale high-stakes
foreign language tests, this study hopes to shed light on the subsequent research concerning this

particular area and further enrich the empirical studies of CTA, FLLA and FLSA in high-stakes



foreign language testing. Second, this research probed into the effects of three types of anxiety
altogether on senior high school Grade three students who have been scarcely studied in this
field of research. Therefore, the study hopes to cast light on the subsequent anxiety research
concerning this group of students.

Hopefully, the findings of this study will also provide significant practical implications
for millions of stakeholders involved in the CELST, including policymakers, the CELST test
developers, EFL teachers and future CELST test takers. On the one hand, by understanding the
effect of anxiety on the CELST performance, the CELST test developers and policymakers can
take account of the effect of anxiety when designing and administering the CELST. This way, the
future versions of the CELST can reduce the interference of anxiety so that test takers’ true
language proficiency can be accurately assessed, and thus improve test validity. On the other
hand, the findings would draw teachers’ attention to the effect of anxiety on the CELST test
performance and generate positive washback effect. By recognizing the effect of anxiety on test
performance and reasons leading to anxiety in the CELST, English as a foreign language (EFL)
teachers could provide helpful instructions to help students deal with anxiety, such as giving
more positive feedback after the mock CELST exercises.

1.4 Overview of the Study

The thesis consists of the following five chapters.

Chapter One gives an introduction to the whole thesis. It introduces the research
background, research questions and research purposes of the study. Then, the research
significance is discussed from the theoretical and practical perspectives. Finally, the structure of
the thesis is presented.

Chapter Two introduces the literature review which is broken down into the following



sections: 1) defining anxiety, text anxiety and foreign language anxiety; 2) theoretical
foundations; 3) studies of test anxiety; 4) studies of foreign language listening anxiety; 5) studies
of foreign language speaking anxiety; 6) Summary of literature review.

Chapter Three illustrates the methodology of the present study. It first gives the rationale
of the research design of the study. Then, it introduces the participants and instruments of the
study. Finally, it elaborates on both the quantitative and qualitative data collection processes and
data analyses.

Chapter Four presents the results of the quantitative and qualitative data analyses.

Chapter Five concludes with major findings. Besides, theoretical and practical

implications are illustrated. Finally, limitations of the study are presented.



Chapter Two Literature Review

This chapter first presents definitions of the key terms, followed by theoretical
foundations that underpin this study. Then it introduces studies of the effects of test anxiety,
foreign language listening anxiety and foreign language speaking anxiety in and out of China.
The measures of test anxiety, foreign language listening anxiety, foreign language speaking
anxiety are also demonstrated. This chapter ends with a summary of the literature review.

2.1 Definition of key terms
2.1.1 Anxiety

Anxiety, one of the most common and vital reactions to stressful situations, has been
referred to the subjective feeling of tension, apprehension and worry related to autonomic
nervous system arousal (Lushene et al., 1983). Generally speaking, anxiety is conceptualized
into three types: state anxiety, trait anxiety and situation-specific anxiety. The distinction of state
anxiety and trait anxiety was first proposed by Cattell and Scheier (1960). Trait anxiety is a
stable part of an individual’s personality with a more permanent tendency toward anxiety while
state anxiety, a transient experience of anxiety and apprehension related to specific events or
situations, is experienced at a specific time (Ehrman, 1996; Ellis, 1994; Tasnimi, 2009).
Situation-specific anxiety can be regarded as trait anxiety which is limited to a given context
(MaclIntyre & Gardner, 1991). From this point of view, situation-specific anxiety includes
anxiety experienced in well-defined situations such as speaking in public, taking foreign
language tests or foreign language class.

A second distinction regarding anxiety is about its facilitating and debilitating effect.
Alpert and Haber (1960) first proposed this distinction and differentiated between facilitating and

debilitating anxiety. The facilitating anxiety motivates the learner to fight the new learning task



while the debilitating anxiety does the opposite by driving the learner to escape from the new
learning task (Scovel, 1978). Ellies (1994), as cited in Tasnimi (2009), claimed that a low-level
anxiety state has a facilitating effect on the learning process and outcome while a high-level state
seems to have a debilitating one. As shown in Figure 2.1, the facilitating and debilitating effect of
anxiety on performance can be best described with the Yerkes-Dodson Law (Maclntyre, 1995).
When a task is relatively simple, the anxiety level is low and seems to have no negative effect
and may actually improve performance. As anxiety increases to an optimal level, performance
gradually increases to a peak level. However, when anxiety goes beyond the optimal level,
anxiety starts to have a negative effect and impair performance. This law has been proven by a
number of studies that showed students with a high level of anxiety tended to perform poorly in

language class (He, 2017; Horwitz, 2008).

Good | | Facilitating Debilitating
Anxiety Anxiety

/

Performance

Poor

Low High
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Figure 2. I Inverted “U” Relation between Anxiety and Performance. Source: from Maclntyre

(1995, p.92)



2.1.2 Test Anxiety

As a scientific construct, test anxiety refers to “ the set of cognitive, affective and
behavioral reactions that accompany concern over possible negative consequences contingent
upon performance in a test or evaluative situation” (Zeidner, 1998, p. 25). Although the question
still remains whether test anxiety is best defined as a contemporary state of emotion or a stable
personality trait, a widely accepted conceptualization proposed by Spielberger (1976) considers
test anxiety as a situation-specific personality trait (Zeidner, 1998). It is widely accepted that test
anxiety comprises two dimensions: emotionality and cognitive test anxiety (Cassady & Johnson,
2002).

Emotionality often manifests itself through a series of physiological responses, including:
(1) dizziness, (2) nausea, (3) increased heart rate, or (4) feelings of panic (Cassady & Johnson,
2002; Hembree, 1988).

Cognitive test anxiety, traditionally referred to as “worry”, consists of cognitive reactions
before, during, and after the evaluative situations. Individuals with high levels of cognitive test
anxiety commonly struggle with thoughts like: (1) comparing their ability to others, (2) Low
self-perceived competence, (3) Thinking of the consequences of failure, (4) cause
disappointment for their parents, (5) over worry about evaluation, (6) absence of self-worth. The
present study mainly investigated the effect of the cognitive component of test anxiety, which has
been shown to be more consistently and negatively correlated with test performance (Hembree,

1988; von der Embse et al., 2018).

2.1.3 Foreign Language Anxiety
Compared to the general anxiety research, the anxiety research on foreign language is a

relatively new field (He, 2018). The 1980s was a turning point for foreign language anxiety
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research. Before 1980s, mixed and confusing results had been produced in the field of foreign
language anxiety research (Scovel, 1978). Three kinds of relationship were found between
anxiety and foreign language learning, that is, anxiety may exert a debilitating effect, facilitating
effect or no effect on foreign language performance (He, 2018). Scovel (1978) attributed this
confusing finding to the ambiguous construct of foreign language anxiety. In the 1980s, the
landmark publication of Horwitz et al.’s (1986) work, for the first time, conceptualized foreign
language anxiety as a distinct and independent construct specific to foreign language learning,
that is, a kind of situation-specific anxiety different from state anxiety and trait anxiety.
According to Horwitz et al. (1986, p.128), the definition of foreign language anxiety is best
stated 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”. As
defined by Horwitz et al. (1986), there are three related components of foreign language anxiety,
including communication anxiety, fear of negative evaluation and test anxiety. Based on this
theoretical framework of foreign language anxiety, Hortwitz (1986) also developed the Foreign
Language Classroom Anxiety Scale (FLCAS) to measure foreign language anxiety in a
standardized way and the FLCAS has been proven to be a valid and reliable measure. The
FLCAS contains 33 items that indicate communication anxiety, fear of negative evaluation and
test anxiety.

The conceptualization of the foreign language anxiety construct, also known as foreign
language classroom anxiety, and the FLCAS have advanced the empirical studies of foreign
language anxiety and foreign language learning and generally the studies have supported foreign
language anxiety as a different and separate construct from other types of anxiety (i.e., math

anxiety) and can negatively influence foreign language learning (Yan & Horwitz, 2008).
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However, Horwitz et al.’s (1986) foreign language anxiety construct measured by the
FLCAS was not without its drawbacks. Some factor analysis in empirical studies had produced
inconsistent results that suggested the component of foreign language anxiety might not include
test anxiety. For example, with foreign language anxiety construct as the theoretical framework
for the study, Aida (1994) conducted the FLCAS developed by Horwitz et al. (1986) to examine
the relationship between foreign language anxiety and the learning of Japanese as a second
language with 96 college students learning Japanese in the US. The factor solution in Aida’s
(1994) study partly supported the foreign language anxiety construct of Horwitz et al. (1986) by
revealing the two factors (communication anxiety, fear of negative evaluation) as essential
components of foreign language anxiety construct. However, Aida’s (1994) study did not support
Horwitz et al.” (1986) conceptualization of test anxiety as the important component of the foreign
language anxiety construct as the three items indicative of test anxiety did not load on any factor.
MaclIntyre and Gardner’ s (1989) finding, consistent with Aida’s (1994), also indicated that test
anxiety did not contribute to the communitive anxiety and not specific to the language classroom.
Based on the findings, they suggested that test anxiety did not have a conceptual relation to other
factors of the foreign language anxiety construct and the FLCAS could exclude the test anxiety
items.

2.1.4 Foreign-language-skill-specific Anxiety

Foreign-language-skill-specific anxiety could be described as the negative attitudes and
emotions developed during the process of acquiring each of the four language skills (Cheng et al.,
1999). In an attempt to systematically and empirically examine the construct of foreign language
classroom anxiety and foreign language writing anxiety, Cheng, Horwitz and Schallert (1999)

concluded that foreign language classroom anxiety measured by the FLCAS is a more general
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kind of anxiety about learning a foreign language with a strong speaking element while foreign
language writing anxiety appears to be a type of language-skill-specific anxiety, related but
distinguished from the general foreign language anxiety. Cheng et al., (1999) also suggested that
while some students might feel particularly nervous in foreign language speaking situations,
listening, reading and writing in foreign language learning would provoke different levels of
anxiety in foreign language learners. That is to say, the experience of foreign language learners
acquiring each of the four language skills varies and their history of success or failure in
performing the four language skills might lead to different emotions and attitudes toward each of
the four language skills.

The turn of the 20th century also witnessed a new tendency in the field of foreign
language anxiety research in which an increasing number of researchers investigated anxiety in
specific language skills and developed scales to measure the anxiety specific to each language
skill (He, 2018). Studies about the investigation of foreign language anxiety specific to listening
(Kim, 2000), reading (Saito et al., 1999), writing (Cheng, 2004, 2017a) and speaking (He, 2018;
Woodrow, 2006) have begun to surface.

2.1.5 Foreign Language Listening Anxiety

There is no existing definition of foreign language listening anxiety yet. However,
researchers did acknowledge the existence of foreign language listening anxiety. For example,
Meyer (1984) pointed out that the effect of task overload can cause apprehension in foreign
language listening. Because listening is equally fast for students, and they have no control or
little control over the listening speed, students simply cannot keep up and lag further behind the
speaker. Even when they try desperately to decode, they miss the redundancies of real discourse

that could help. “This word-to-word, beat-the-clock listening strategy squashes the listeners into
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a frustrating task overload failure (Meyer, 1984, p. 343).” Hortwitz et al. (1986) also discovered
that listening could be as anxiety-provoking as speaking in testing situations. Hortwitz et al.’s
(1986) study found that when students had trouble in differentiating the sounds and structures of
the listening input and failed to comprehend the content of the extended foreign language
utterances, they would be so apprehensive that they would not be able to comprehend all the
input (Kim, 2001).
2.1.6 Foreign Language Speaking Anxiety

The one existing definition of the term “foreign language speaking anxiety” was first
proposed by He (2018). In his book Foreign Language Learning Anxiety in China, He (2018)
conceptualized FLSA as “an individual’s fear or nervousness associated with either real or
anticipated oral communication in foreign language with another person or persons” (He, 2018, p.
4).
2.2 Theoretical Foundations
2.2.1 Bachman and Palmer’s Model

Bachman and Palmer (1996) in their book Language Testing and Practice Proposed a
conceptual model for test development process. According to this model, test taker
characteristics and test task characteristics affect and interact with each other. Consequently, test
performance results from this interaction (In’nami, 2006). As shown in Figure 2.2, test takers’
characteristics are composed of five components: (1) affective schemata, (2) strategic
competence, (3) topical knowledge, (4) language knowledge, (5) personal characteristics. The
former two interconnect and interact with the later three. According to Bachman and Palmer
(1996), the affective schemata such as anxiety and motivation, combining with the characteristics

of a specific task, to a large degree, determine the test takers’ affective response to the task, and
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can “either facilitate or limit the flexibility with which he responds in a given context” (p. 65).
Therefore, language test developers are advised to design tests to elicit test takers’ best
performance by taking affective schemata into considerations and designing characteristics of
test tasks that can improve comforting feelings and attitudes in test takers.

Affective schemata such as anxiety can occur during high-stakes tests such as the CELST
and this negative emotion can, to a large extent, inhibit test performance. Realizing this, CELST
test developers are advised to build test tasks and settings that can elicit test takers’ best

performance by minimizing the effects of negative affective schemata.

Topical Language Personal
knowledge knowledge characteristics

Affective

schémata

Strategic
competence

Characteristics of the language use or test task and setting

Figure 2. 2 Components of Language Use and Language Test Performance by Bachman and

Palmer (1996). Source: from Bachman and Palmer (1996, p.63)

2.2.2 Tobias’ Model

In an effort to describe the effect of anxiety, Tobias (1986) proposed a model of how
anxiety affects learning from instruction. The assumption of the model is that “since learning is a
process that is essentially cognitively mediated, anxiety can affect learning only indirectly by
impacting on the cognitive processes mediating learning at various stages”(Tobias, 1979, p.575).

Tobias (1986) suggests that anxious persons tend to engage in derogatory cognition instead of
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focusing on the task at hand (Maclntyre & Gardner, 1989). The interference model, depicted in
Figure 2.3, shows that interference may occur at three stages: input, processing, and output. Input
represents presentation of instruction to students, such as display of content. Processing
represents the process of students’ encoding, organizing, and storing input. Output encompasses
students’ performance on any evaluative situations such as high-stakes tests.

According to Tobias (1986), at the input stage, highly anxious students divide their
attention between task-related demands and ruminations stimulated by high anxiety. On the other
hand, those lower in anxiety learn more since they allocate more attention to task demands and
less to anxiety-related preoccupations. Interference at input suggests that highly anxious students
tend to miss some proportion of input since they are occupied with task-irrelevant concerns such
as worry. Interference at input is especially detrimental since the proportion of input not encoded
cannot be subsequently processed. At the processing stage, three factors are likely to have
important effects on cognitive processing of the instruction: difficulty, reliance on memory, and
task organization. In short, the more difficult the task becomes, the more demand for calling for
short-term memory and the less effective task organization can lead to a greater effect of anxiety
on processing. At the output stage, anxiety may have interference in the retrieval of previously
learned information. For example, a student might have studied diligently but “freeze up” on
tests and fail to retrieve previously learned information due to test anxiety. Research studies have
also provided empirical support for Tobias’ model (MacIntyre & Gardner, 1994; Onwuegbuzie et

al., 2000; Woodrow, 2006).
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Instructional methods, Processing of input to store,
Display of content, etc retrieve, or transform it
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MethodB| ——M Low reliance on Process B

Anxiety

Figure 2. 3 Model Outlining the Effects of Anxiety on Learning from Instruction. Source:

Adapted from Tobias (1979, p.575)

2.2.3 Maclntyre’s Model

The theory of Tobias (1986) was used by MacIntyre (1989) to propose the mechanism by
which anxiety may operate in foreign language context. Maclntyre (1989) developed three
anxiety scales related to the three stages of cognitive processing and designed a series of
experiments to verify Tobias’s model. The results indicated that anxiety interfered with all three
stages of cognitive processing of language learning, including decoding, storage and retrieval of
language. Although anxiety can adversely affect cognitive processing of language learning and
task performance, it should be noted that task performance can also cause anxiety. To give a
better understanding of the effect of anxiety in foreign language learning, MacIntyre (1995)
proposed that there is a recursive or cyclical relation among anxiety, cognition, and behavior.

As is depicted in Figure 2.4, anxiety, cognition, and behavior form recursive or cyclical

relations where each influences the other (Levitt, 2015; Maclntyre, 1995). For example, the
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behavior of finishing a task in a foreign language class or test may cause anxiety which leads to
task-irrelevant cognition such as worry and rumination. The task-irrelevant cognition causes a
decline in cognitive performance and further causes a decline in task performance. The declines
in performance may lead to more negative self-evaluation and anxiety which further impairs
performance and so on. Therefore, the cyclical relation between anxiety and task performance
suggests that the more failure in performance students experience, the more anxiety they

experience, and the more their performance on foreign language suffers, which forms a vicious

M

Figure 2. 4 Recursive Relations among Anxiety, Cognition, and Behavior. Source: Maclntyre

cycle.

(1995, p.93)

Relating the above three models to the current study which attempted to investigate the
effect of anxiety on the CELST test takers, Bachman and Palmer’s (1996) model suggests that it
is crucial to take into account the affective schemata such as anxiety when designing the CELST
s0 as to elicit test takers’ best performance and improve construct validity. Tobias’ model
provides the theoretical foundation that anxiety can have an effect on the input and the
processing of the CELST listening materials and the output of the information of the CELST test
tasks. Maclntyre’s model informs us that if the CELST test takers suffer from anxiety in the
CELST, this may cause performance declines and in turn provoke more anxiety and create a

vicious cycle. Therefore, it appears that it is indispensable to investigate the effect of anxiety in
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the CELST in order to facilitate students’ foreign language learning and test performance. To
give a more comprehensive understanding of the effect of anxiety, the following parts review
previous empirical studies of test anxiety, foreign language listening anxiety and foreign
language speaking anxiety.

2.3 Studies of Test Anxiety

2.3.1 Studies of Test Anxiety in General Test Performance

The society today is highly test-oriented and test-consuming. Considering the
consequences and stakes of test performance might determine people’s lives, such as admittance
to a top university, it is not surprising that test anxiety is pervasive among students (Zeidner,
1998). Students with test anxiety tend to suffer from cognitive and affective behaviors in
evaluative situations: such as self-derogatory thoughts, excessive worry over a test, dizziness,
and nausea (Cassady & Johnson, 2002; Sarason & Stoops, 1978).

The primary focus of test anxiety research has been on the relationship between test
anxiety and performance measures. More specifically, researchers have attempted to investigate
the correlation between performance and different components of test anxiety (cognitive test
anxiety and emotionality). Until now, researchers have generally identified the cognitive
component of test anxiety as the primary factor that causes a decline in performance. For
instance, two meta-analyses (Hembree, 1988; von der Embse et al., 2018) of test anxiety have
identified the cognitive facet of test anxiety being the primary component that most consistently
correlated with decrements in performance in important educational outcomes, including
university entrance examinations, standardized tests and grade point average. In addition to
meta-analysis, results from path analysis also confirmed that the cognitive component of test

anxiety had the strongest relationship with performance decrements, whereas no significant
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influence has been found for the emotionality component (Cassady & Johnson, 2002; Hembree,
1988; Williams, 1991).

Although a negative correlation has been found between test anxiety and performance in
many studies, it does not always remain true across the board (Tsai & Li, 2012). For example,
Ruebush (1960) from Yale University administered the Yale Test Anxiety Scale to 280
elementary school students and found that those with higher levels of test anxiety have better
performance than their lower anxiety level peers. A high level of emotionality component of test
anxiety such as faster heartbeat was even shown to be facilitating for exams when the students
have a high level of confidence in regard to test performance (Cassady & Johnson, 2002).
McDonald (2001) also argued that an optimal level of anxiety is helpful to let students maintain
focus on the task at hand and keep them feeling motivated and challenged. From this perspective,
test anxiety might not always harm performance.

Researchers have also been interested in test anxiety and its relationship with gender and
self-efficacy. Females have been frequently reported to experience more overall test anxiety than
males (Hembree, 1988; von der Embse et al., 2018). There are different explanations for this
gender difference. For example, Zeidner (1990) asserted that the gender difference might be due
in large part to different scholastic ability, that is, females tended to have lower performance and
thus became more test anxious. However, other researchers suggested that the reason for the
gender difference may be that females tend to perceive testing situations as more threatening
than males do. This perception of threat by females might come from self-doubt regarding their
competence to perform well in a testing situations(Arch, 1987; Zohar, 1998). In addition, test
anxiety has been reported to be negatively correlated with self-efficacy. For example, nine

different studies in Germany reported a negative correlation ranging from -.30 to -. 66 between
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self-efficacy and test anxiety(Jerusalem & Schwarzer, 1992).

Therefore, research into the effect of test anxiety on general test performance has
generally recognized that test anxiety, especially cognitive test anxiety has a negative effect on
students’ test performance while conflicting results have also been found that supported that test
anxiety can facilitate performance. In addition, females have been reported to have higher levels
of test anxiety than males and self-efficacy has been shown to negatively correlate with test
anxiety.

2.3.2 Effect of Test Anxiety on Foreign Language Test Performance

Although research into test anxiety in general testing situations is abundant, empirical
studies that specifically focus on test anxiety in foreign language learning and evaluative
situations have been quite limited(Cheng et al., 2014; Huang & Hung, 2013; In’nami, 2006;
Salehi & Marefat, 2014; Tsai & Li, 2012; Zheng & Cheng, 2018). Besides, the few studies
conducted so far have produced conflicting findings. Most of the studies found a negative effect
of test anxiety, while others found no significant effect of test anxiety on language performance.

In the early years of study, Horwitz (1986) adopted the FLCAS (containing only three
test anxiety items) to measure introductory-level foreign language students’ test anxiety and
found that test anxiety formed a small and negative correlation with their final grades (r =-.16).
However, another rigorous empirical study conducted by In’nami (2006) did not find a
significant relationship between test anxiety and listening test performance. In’nami (2006)
administered the Test Anxiety Scale (Sarason, 1975) and Test Influence Inventory (Fujii, 1993)
to 79 Japanese university students. The results of the structural equation model revealed no
relationship between test anxiety and listening test performance as measured by an adapted

TOEFL practice listening test. In’nami (2006) attributed the non-relationship to three factors: (a)
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test takers’ high English proficiency level, (b) strategic competence that deals with anxiety, (c)
the low stakes nature of the listening test results. In two recent studies, test anxiety also has been
shown to not significantly correlate with low-stakes test performance in foreign language reading
(Amiryousefi & Tavakoli, 2011; Javanbakht & Hadian, 2014). In contrast, a recent study
conducted by Salehi & Marefat (2014) showed that both test anxiety and foreign language
anxiety negatively correlated with final exam scores of 200 Iranian EFL learners (193
participants were female). Test anxiety was also demonstrated to have a strong positive
relationship with the foreign language classroom, indicating the more foreign language anxiety
they have, the more students suffer from test anxiety.

Related Test Anxiety Studies in China. Studies that focus on test anxiety and foreign
language performance started late in China. Although studies concerning test anxiety and foreign
language test performance have been scarce, there appears to be a trend in the past decade that
research in China started to investigate the effect of test anxiety and other variables such as
foreign language anxiety or skill-specific anxiety in one single study(Cheng et al., 2014; Tsai &
Li, 2012; Zheng & Cheng, 2018).

With 302 EFL university students as participants, Tsai & Li (2012) from Taiwan assessed
the influence of test anxiety and foreign language reading anxiety on a simulated English
proficiency test. The results revealed that test anxiety not only correlated with the test
performance on a simulated test but also positively correlated with foreign language anxiety
measured by the FLCAS. This suggested that test anxiety had a negative impact on test
performance and more test-anxious students also tended to have higher levels of foreign
language anxiety. Other Taiwanese researchers Huang & Hung (2013) investigated the effect of

test anxiety on a simulated integrated listening and speaking test among 352 EFL university
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students in Taiwan. The results of path analysis data revealed that test anxiety significantly and
negatively affected the integrated task.

In a large-scale international study, Cheng et al.(2014) reported skill anxiety, a factor of
cognitive test anxiety, was a significant negative predictor of high-stakes test performance. In
their studies, Cheng et al. (2014) attempted to investigate to what extent test takers’ motivation
and test anxiety affect test performance across a range of educational and social conditions in
three high-stakes language tests: the Canadian Academic English Language (CAEL) Assessment
in Canada, the General English Proficiency Test (GEPT) in Taiwan and the College English Test
(CET) in mainland China. The results revealed that skill anxiety was a significant predictor
across all three tests, indicating students with higher levels of anxiety tended to have lower
performance. Their study also revealed that different test importance and test purposes across
three tests resulted in different levels of test takers’ anxiety and motivation which in turn
influenced the test takers’ performance to a varying degree. Another study by Zheng & Cheng
(2018) also supported the finding that cognitive test anxiety was a significant negative predictor
of CET scores. However, the interview results revealed that most students did not perceive
foreign language classroom and testing situations to be very anxiety-provoking.

2.3.3 Measurement of Test Anxiety

The most used test anxiety scales in this field tend to be the Test Anxiety Scale (TAS) by
Sarason (1975) and the Cognitive Test Anxiety Scale (CTAS) by Cassady and Johnson (2002).
Although Sarason’s (1975) TAS has been widely used and has high reliability, the present study
adopted the CTAS to be the measure of test anxiety, specifically, the cognitive component of test
anxiety.

As mentioned in section 2.3.1, the meta-analysis and path analysis studies both revealed
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that the cognitive facet of test anxiety has been shown to negatively affect test performance while
the emotionality component of test anxiety generally did not exert any effect. Therefore, using a
scale such as the TAS that does not differentiate cognitive component and emotionality
component might attenuate the relationship between test anxiety and performance. In’nami (2006)
also argued that “since test anxiety is a multi-componential construct, investigating how each
component is related to performance measures may be more important than investigating how
test anxiety overall is related to performance measures” (p. 321). Therefore, the present study
adopted the CTAS as the measure of the cognitive component of test anxiety. The original CTAS
has been shown to have high internal consistency (.91) and its concurrent validity has been
proven by comparison with the well-researched test anxiety inventory: Sarason’s (1984)
Reaction to Tests Scale and Spielberger’s (1983) Test Anxiety Inventory. The present study
utilized the CTAS adapted by Zheng and Cheng (2018) who translated it into Chinese and
administered it to 921 university students. The adapted version of CTA contained 20 items and

was shown to be a valid measure of test anxiety in Zheng and Cheng’s (2018) study.

2.3.4 Summary of Test Anxiety Studies

To sum up, empirical studies of test anxiety in foreign language test performance are
relatively scarce with contradictory findings. Some studies reported test anxiety has a negative
effect on test performance (Cheng et al. 2014; Huang & Hung 2013; Tsai & Li 2012; Salehi &
Marefat 2014), while others showed that test anxiety exerted no effect on foreign language
performance (Amiryousefi & Tavakoli, 2011; In’nami 2006; Javanbakht & Hadian, 2014). Thus,
the relationship between test anxiety and foreign language test performance is still undefined.
Besides, previous meta-analysis and path analysis studies revealed that cognitive test anxiety was

the primary factor that caused declines in general test performance while the emotionality
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component generally did not exert any effect. (Cassady & Johnson, 2002; Hembree, 1988; von
der Embse et al., 2018)

Even though the above-mentioned studies have contributed to advance research in this
field, a few noticeable limitations should be pointed out:

(1) All of the above-mentioned studies of test anxiety in foreign language context used
performance measures that are low-stakes in nature, except Cheng et al. (2014) and Zheng &
Cheng (2018). The test results were not part of course grades, nor did they impact students’
future by any means. Therefore, the weak correlation or no correlation between test anxiety and
foreign language test performance might be due to the fact that students’ performance was not
negatively affected by test anxiety owing to the low-stakes and low-pressure testing situations. (2)
The scale used (Horwitz, 1986) to assess test anxiety is short of items that indicate test anxiety.
Using a scale with an insufficient number of items might not fully represent the construct of test
anxiety and capture its true effect. (3) Very few studies have adopted qualitative methods to dig
deeper into reasons leading to test anxiety and strategies to alleviate it (4) Participants in all of
the studies are university students. Subjects like high school students who are most susceptible to
test anxiety due to the high pressure of preparing for the college entrance examination have been
scarcely examined.

2.4 Studies of Foreign Language Listening Anxiety
2.4.1 Effect of Foreign Language Listening Anxiety on Foreign Language Listening
Performance

In the 1990s, studies that focused on the effect of foreign language listening anxiety were

very scarce. However, recent years have seen an increasing number of researchers starting to

explore how FLLA influences foreign language listening performance.
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Kim (2001), one of the pioneer researchers in the FLLA research field, investigated the
relationship between foreign language listening proficiency and FLLA with a sample of 253
Korean EFL university students. Participants’ listening proficiency was assessed by a practice
TOEFL listening test and the FLLA level was measured by a self-developed FLLA scale. The
study revealed that a majority of participants did experience anxiety both in response to the
listening test and in a foreign language classroom. Correlation analysis indicated a significant
moderate negative relationship between foreign language proficiency and FLLA (r = -.36).
Factor analysis revealed two factors of the FLLA scale: lack of self-confidence in listening, and
tension and worry over English listening. The multiple regression analysis revealed that lack of
confidence in listening was the best predictor of the listening proficiency. Kim (2001) also
examined the correlation between FLLA and general foreign language anxiety as measured by
the FLCAS. The squared correlation (r> = .50) demonstrated variation in the FLCAS only
explained half of the variances of FLLA scale, which indicated that FLLA seemed to be a
construct that was not only correlated but also relatively independent from general foreign
language anxiety. The retrospective interview revealed factors that cause listening anxiety which
were divided into three categories: characteristics of text, personal characteristics, and
characteristics related to the listening process. Kim’s (2001) finding echoed with Yoongoo’s
(2017) which found that FLLA not only significantly correlated (r = -.44) but predicted listening
scores of 226 Korean EFL university students. Yoongoo (2017) also found that female students
were slightly more anxious than males in foreign language listening.

In a non-EFL context, Elkhafaifi’s (2005) found a high and significant correlation (r = -
.70) between FLLA and the course grades of Arabic listening comprehension among 223

university students learning Arabic as a foreign language. No gender difference in FLLA was
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found in this study. It should be noted that the FLLA scale in this study was adapted from Saito
et al.’s (1999) Foreign Language Reading Scale, which was not designed specifically to measure
FLLA. Thus, whether the measure of FLLA was accurate in this study was uncertain. Elkhafaifi
(2005) finding was also supported by Serraj & bt. Noordin’s (2013) study which revealed that
FLLA significantly and negatively correlated with IELTS listening comprehension of 210 Iranian
students (r = -.41). In an attempt to investigate FLLA and its relationship with listening
comprehension and strategy use, Golchi (2012) administered Kim’s (2001) FLLA scale,
Listening Comprehension Strategy Questionnaire and IELTS listening test to 63 Iranian EFL
students. The results revealed that: (1) FLLA had a significant negative correlation with listening
comprehension (r = -.63) and listening strategy use (r = -.32); (2) female students had a higher
level of anxiety than male students; (3) highly anxious students adopted less metacognitive
strategies than lowly anxious students; (4) students with more years of studying English tended
to be less anxious.

Related Foreign Language Listening Anxiety Studies in China. Chinese researchers
have also started to look into the effect of FLLA on listening performance in recent years. In the
early stage of FLLA research in China, Yu (1999) used the FLCAS to measure 49 adult EFL
learners’ foreign language classroom anxiety and found that there was no significant relationship
between students’ foreign language classroom anxiety and their listening comprehension scores
on the final exam. Zhou (2003) investigated the effect of FLLA on 96 English major students and
found a significant and high correlation (r = -.55) between FLLA and a practice listening test.
However, participants overall didn’t experience too much anxiety in the classroom. Another
researcher Zhou (2009) used a self-developed scale to measure 105 non- English major students’

FLLA and found that FLLA negatively correlated with listening test scores (r = -.62). Afterward,
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Chen and Liu (2010) developed a scale based on Kim (2001) to measure 147 low-proficiency
non-English majors’ FLLA and found a negative correlation between FLLA and students’
simulated CET-4 listening scores (r = -.54). Factor analysis of Chen and Liu (2010) revealed five
factors that cause FLLA: insufficient listening skills, lack of background knowledge on
unfamiliar topics, task difficulty, low listening proficiency and worry.

More rigorous empirical studies have been conducted recently by Zhang (2013) and Liu
(2016). Zhang (2013) administered the FLLA scale, adapted from Elkhafaifi’s (2005), to 300
first-year English majors and the result of the exploratory causal model revealed that FLLA
could negatively impact students’ performance on a simulated IELTS test. However, participants’
FLLA was not affected by their listening performance systematically. In more recent years, Liu
(2016) administered an adapted version of Elkhafaifi’s (2005) FLLA scale, Foreign Language
Listening Strategies Use Scale and a classroom English listening test to 1160 freshman non-
English majors. The results revealed that students from the high-proficiency group were
significantly less apprehensive and more confident in their English listening competence.
Besides, FLLA had a significant negative correlation with foreign language listening strategies
use for both high- and low-proficient groups. This indicated that for both high- and low-
proficiency groups, the more FLLA they had, the fewer listening strategies they tended to use.
2.4.2 Measurement of Foreign Language Listening Anxiety

As the review in section 2.4.1 has shown, several FLLA scales have been developed and
utilized to measure FLLA. Among those FLLA scales, the one developed by Kim (2001) and the
one developed by Elkhafaifi (2005) appear to be the most used ones in the FLLA research field.
The FLLA scale developed by Kim (2001) contains 33 items that specifically measure Korean

university students’ FLLA. It has been shown to have an acceptable level of internal consistency
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(Cronbach’s a. = .90) in studies that it was used to assess Korean university students’ FLLA. The
FLLA scale developed by Elkhafaifi (2005) has 20 items. It was adapted for Arabic learners’
listening anxiety from Saito et al.’s (1999) Foreign Language Reading Anxiety Scale (FLRAS).
The word “reading” in the items of FLRAS was replaced by the word “listening”. The word
“Arabic” replaced the words “Japanese”, “Russian”, “French” in the FLRAS items. According to
Elkhafaifi (2005), the FLLA scale has demonstrated a decent level of reliability and high internal
consistency (Cronbach’s a = .96). However, because the psychometric properties of the
Elkhafaifi’s (2005) scale were not checked before and the scale were adapted from a foreign
language reading scale, it might not be an accurate measure of FLLA. It should also be noted that
the two scales mentioned above were used to measure FLLA of Korean EFL learners (Kim, 2001)
and American Arabic Learners (Elkhafaifi, 2005) in university. Therefore, the two scales may not
be appropriate to measure the FLLA of Chinese EFL high school students, the participants in the
present study.

In light of the need to measure Chinese students’ language-skill-specific anxiety, Cheng
Yuh show (2017), a well-known researcher in the field of foreign language anxiety research,
developed four brief measures of language-skill-specific anxiety: foreign language listening,
speaking, reading, and writing anxiety scales. For the present study, the FLLA scale and FLSA
scale developed by Cheng Yuh show (2017) were adopted to measure test takers’ FLLA and
FLSA respectively.

I will elaborate on how Cheng (2017) developed the four brief scales. The rationale for
adopting Cheng’s (2017) FLLA scale and FLSA scale as the measurement tools for the present
study is also illustrated.

In her paper published in System, Cheng (2017) reported the development and validation
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of these four 9-item scales. A total of 523 first-year university students from nine universities in
Taiwan participated throughout the whole process of item generation and scale development and
validation. Based on a review of relevant literature and results of a focus group interview, an
initial pool of items was developed. Cheng (2017) conducted an exploratory factor analysis to
select items for each anxiety scale, which was further validated by confirmatory factor analysis
and correlation analysis. The final results provided sufficient evidence for the reliability,
convergent validity, and discriminant validity of the scores of the four scales. Regarding the
usefulness and multidimensional nature of anxiety and Cheng’s (2004) success at translating
Lang’s three dimensional anxiety theory into the measurement of foreign language writing
anxiety, Cheng’s (2017) study adopted Lang’s theory as the guiding principle to develop the four
scales. Based on Lang’s (1971) tripartite model, each of the four scales consists of three
dimensions: cognitive, somatic and behavioral. As cited in Cheng (2017), it should be noted that
Lang’s theory resonates well with Horwitz’s (1986) conceptualization of foreign language
anxiety construct as “negative performance expectancies and social comparisons,
psychophysiological symptoms, and avoidance behavior” (p.559).

As Cheng (2017) pointed out, the development of these four efficient scales allows
researchers to conduct large-scale surveys and longitudinal studies on language-skill-specific
anxiety with fewer resources and less time. These brief measures also allow researchers to extend
the scope of their studies by incorporating more variables in one survey of reasonable length.
Because the present study attempted to examine the effects of three anxiety variables (CTA,
FLLA, FLSA), using the existing scales such as Kim’s (2001) 33-item FLLA scale combined
with the CTA scale and FLSA scale will require a questionnaire of approximately 100 items. A

lengthy questionnaire containing around 100 items might sacrifice data quality “due to response
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burden and fatigue effect” (Cheng 2017). Besides, due to high pressure to prepare for the
National College Entrance Examination, senior three students have a demanding schedule, and
thus it was hard to invite a large group of senior three students to participate and fill in a lengthy
questionnaire. Therefore, it appears that adopting Cheng’s (2017) efficient scales (the FLLA
scale and FLSA scale) with reasonable length and high validity as the measures of FLSA and
FLLA would be the best option for the current study.
2.4.3 Summary of Foreign Language Listening Anxiety Studies

To conclude, most of the studies showed that FLLA had a moderate negative effect on
students’ test scores and their listening strategy use. Yu’s (1999) study was the only one to have a
non-significant effect. However, Yu’s (1999) finding is not convincing because the sample size
was too small (n =49) and the use of the FLCAS as the measure of FLLA was not accurate. In
addition, some studies found that females tended to be more anxious than males in listening
(Golchi, 2012; Yoongoo, 2017), while others found no gender difference (Elkhafaifi, 2005).
Besides, self-perception of listening ability also appeared to have an effect on FLLA (Kim, 2001).

While acknowledging their contributions to this relatively new research field, the review
of the above studies of FLLA in and out of China also reveals some limitations:

(1) The measurement tool was not designed specifically to measure FLLA (Elkhafaifi,
2005; Liu, 2016; Yu, 1999; Zhang, 2013). This might reduce the validity of the measure of FLLA
and make the findings less convincing. (2) All of the FLLA studies mentioned above used low-
stakes course exams or adapted listening tests administered by the researchers. The validity and
reliability of those tests may not be as valid as high-stakes standardized tests, and thus the test
scores might not precisely reflect students’ listening performance. Besides, whether those low-

stakes practice listening tests can arouse a considerable amount of anxiety in the listening
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process and negatively affect performance is doubtful. Therefore, the correlation between
listening performance and FLLA should be treated with caution. (3) Most of the studies only
adopted correlation analysis to investigate the effect of FLLA. A simple correlation analysis
might not be able to capture the true effect of FLLA. Additionally, very few studies except Kim
(2001) have employed qualitative methods to probe deeper into the reasons that cause FLLA and
strategies to alleviate it. (4) Almost all of the studies took English- or non-English major
university students as participants. Therefore, the finding cannot be generalized to students at
different stages in education such as high school students.

2.5 Studies of Foreign Language Speaking Anxiety

2.5.1 Effect of Foreign Language Speaking Anxiety on Foreign Language Oral Performance

It is always suggested that speaking is considered the most anxiety-provoking aspect in a
foreign language situation (Cheng et al., 1999). According to Phillips (1992), the anxiety
students experience may have a debilitating effect on their capacity to deliver a speech in a
foreign language. Unfortunately, the ever-increasing use of communicative spoken testing will
most likely escalate foreign language speaking anxiety (Phillips, 1992).

Attempting to determine the effect of anxiety on students’ performance on a French
spoken course exam, Phillips (1992) administered the FLCAS to 44 university students learning
French as a foreign language. The results indicated a moderate negative correlation between
FLSA and the performance measured by the exam grades (r=-.40, p,.01). That is to say, students
who experienced less anxious feelings tended to receive higher oral exam grades than their
highly anxious classmates. Additionally, the finding of Phillips (1992) also revealed a significant
negative correlation between anxiety and the percent total words in communication units (CUs),

which means students with a higher anxiety level tended to say less. Phillips (1992) further
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conducted interviews with six anxious students about their attitudes towards oral language tests
and revealed that across ability boundaries, those students reported negative attitudes towards
oral exams by using words such as “going blank”, “intimidated”, “worried”” and “dumbfounded”.

In an English as a second language (ESL) context in Australia, Woodrow (2006)
constructed the Second Language Speaking Anxiety Scale to investigate the effect of second
language speaking anxiety on 275 advanced English for academic purposes (EAP) students with
students from China being the largest group in the sample (34%, n=92). The results indicated that
the oral performance measured by a simulated IELTS oral exam negatively correlated with in-
class (r=-.23, p = <.01) and out-of-class (r=-.24, p = <.01) second language speaking anxiety.

Salem & Al Dyiar (2014) used a six-item speaking scale to examine the correlation
between FLSA and EFL oral fluency with a sample of 121 Arab special education students with
learning difficulties. The results showed that the oral fluency skill score measured by a semi-
structured interview was found to be negatively correlated with students’ speaking anxiety (r=-
261, p<.01). Using a Personal Report of Public Speaking Anxiety Scale, Hasibuan & Irzawati
(2020) also found a significant relationship (r=-.358, P<.001) between speaking anxiety and 87
Indonesian university students’ speaking performance measured by a role-play speaking activity.
In a Turkey EFL context, Ca (2015) administered the FLSA scale adapted from the FLCAS to
147 university students and found that FLSA did not differ across four proficiency levels.
Besides, females were shown to have significantly higher FLSA than males with a moderate
effect size.

The above studies investigated the relationship between FLSA and the objective
EFL/ESL achievement. However, researchers have also been interested in the relationship

between FLSA and self-perceived achievement or competence. For example, it was reported that
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perceived English speaking competence strongly correlated with students’ FLSA as measured by
the FLCAS, which has a strong speaking element(Chiang, 2006; Truitt, 1995). Language anxiety
has even been shown to have a stronger correlation with subjective proficiency or perceived
competence than objective proficiency measures (Maclntyre et al., 1997). In Maclntyre et al.’s
(1997) study, the regression analysis with the actual competence level controlled revealed that
students with more anxiety tended to underestimate their competence compared to students with
less anxiety.

Related Foreign Language Speaking Anxiety Studies in China. In the context of
China, empirical studies that focused on the effect of FLSA on foreign language performance
also started late and were rather limited. Among the few studies, Cheng, He and Han (2007)
conducted an experiment to investigate whether foreign language classroom anxiety affected
university students’ English oral performance. During the experiment, 29 students from the
experimental group were asked to fill out Horwitz et al. ’s (1986) FLCAS and give an English
public speech in front of the class for each month during the 4-month experiment period. Their
speaking performance was assessed by the instructor based on the rubric: syntactic complexity,
fluency, and lexical range. The results indicated that students’ public speaking performance had a
significant and negative correlation with both foreign language classroom anxiety (-.333) and the
sub-scale of the FLCAS, speech anxiety (r=-.354). In addition, no gender difference was found
between the foreign language classroom anxiety, speech anxiety and negative evaluation.

With a sample of 109 non-English majors, Lu (2010) administered the adapted FLCAS
and found that the students experienced high levels of speaking anxiety, which was negatively
correlated with their oral exam scores (r = -.465) and their speaking strategies use (r = -.764).

Another empirical study that systematically explored the effect of FLSA on Chinese
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university EFL students was conducted by He (2018). He (2018) developed his version of the
FLSA scale and administered both FLSA scale and Horwitz et al. ’s (1986) FLCAS to 302 non-
English majors. The results indicated that the students’ general foreign language anxiety
measured by the FLCAS was not high while overall they had a comparatively high level of
FLSA. The interview data were also congruent with the qualitative data because 15 out of 33
participants regarded speaking as the most anxiety-provoking activity. The results of correlation
analyses revealed that students’ FLSA levels significantly and negatively correlated with self-
evaluated English-speaking proficiency (r=-.42). However, the FLSA level was not significantly
correlated with the NMET scores as the exam did not test the speaking skill (r=.10). The
interview data also revealed reasons that lead to FLSA, including frequency of language use,
language testing and context of language acquisition etc.
2.5.2 Measurement of Foreign Language Speaking Anxiety

There are several major scales that have been adopted to assess students’ foreign
language speaking anxiety. The most widely used scale is the Foreign Language Classroom
Anxiety Scale (FLCAS) developed by Horwitz et al. (1986). It was designed on the basis of the
foreign language anxiety construct and aimed to measure three components of foreign language
anxiety, that is, communication anxiety, fear of negative evaluation and test anxiety. The FLCAS
contains 33 items that utilize a five-point Likert scale. Most of the empirical studies revealed that
the FLCAS had a high internal consistency and supported it as a valid tool to measure general
foreign language classroom anxiety. However, it should be noted that the FLCAS might not be
able to measure students’ FLSA accurately. Even though FLCAS has around one third of the
items assessing students’ FLSA, the other items are measuring the general foreign language

anxiety in classroom. Researchers have also raised doubts about the adequacy of the FLCAS to
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assess the FLSA level. For instance, Aida (1994) attributed the result of a moderate relationship
(r=-.38) between the foreign language anxiety performance and anxiety to the attenuating
influence of performing an instrument that did not specifically assess oral skills. Similarly, the
finding of Phillips (1992) also suggested that the FLCAS did not measure students’ anxiety
associated with the specific oral exam. Phillips (1992) also claimed that the more specific the
anxiety measure is to the performance measure, the more likelihood there is of a correlation.

As justified in section 2.4.2, the FLSA scale developed by Cheng (2017) would be a
better option for the present study. First, the reliability, discriminant validity, convergent validity
of the scale have been proven to be high in Cheng’s (2007) study published in System. Second, it
was developed on the basis of a pool of Chinese EFL students to specifically measure students’
FLSA. Third, it is a relatively efficient measure of FLSA which does not result in a lengthy
questionnaire when combined with the CTA scale and FLLA scale. Concerning the reasons
mentioned above, the current study adopted Cheng’s (2017) FLSA scale as the measure of
participants’ FLSA level.

2.5.3 Summary of Foreign Language Speaking Anxiety Studies

To sum up, across different contexts, most of the studies revealed a moderate negative
correlation between FLSA and oral performance and generally students regarded speaking as the
most anxiety-arousing skill among the four language skills. Gender (Ca, 2015), self-perceived
competence (Chiang, 2006; Truitt, 1995), frequency of language use (He, 2018) were also
reported to impact FLSA. However, a few limitations of the above studies should be noted:

(1) Some of the scales such as the FLCAS were not designed specifically to measure
FLSA, which raises questions about the validity of the measure of FLSA. (2) Similar to the

limitations of test anxiety studies and FLLA studies, the speaking performance in FLSA studies
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was measured by some low-stakes tests such as course oral exams or speaking activities in class.
It raises doubts about the validity of the performance measures such as course exams. Therefore,
the correlation in the previous studies between FLSA and oral performance should be treated
cautiously. (3) The participants of the studies above were mostly university students. High school
students are scarcely researched. Therefore, rigorous empirical studies that investigate the effect
of FLSA on high school students with a dedicated FLSA scale in high-stakes testing situations
are highly needed across the globe.

2.6 Summary of Literature Review

The above literature review first defines the key terms of anxiety, test anxiety, foreign
language anxiety, language-skill-specific anxiety, FLLA, FLSA. Then, the models that provide
theoretical foundation for this study are illustrated to show how anxiety might impact the CELST
test takers. The literature review then presents the empirical studies about the effects of test
anxiety, FLSA and FLLA on performance and the scales to measure CTA, FLLA and FLSA.
Results of most empirical studies in FLSA and FLLA generally revealed that FLSA and FLLA
have a moderate negative effect on foreign language performance while studies on test anxiety
showed conflicting findings with some reporting a significant negative effect of test anxiety on
foreign language performance and others revealing a non-significant effect.

Even though the above reviewed empirical studies have contributed to a finer
understanding of how test anxiety, FLSA and FLLA affect foreign language performance, a few
limitations and literature gaps should be noted here.

(1) Among all of the reviewed empirical studies of test anxiety, FLLA and FLSA, very
few studies, except Cheng et al. (2014) and Zheng and Cheng (2018), have investigated the

effect of test anxiety, FLSA or FLLA in high-stakes testing situations. Using course exams or any
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adapted version of standardized tests might not be as valid and reliable of a performance measure
as real standardized tests, and thus the test scores might not fully capture participants’ true
proficiency. Besides, the low-stakes nature of the performance measure did not impact
participants’ life in any way, which calls into questions whether participants’ performance is
adversely affected by anxiety due to the low-stakes contexts. Therefore, the correlation between
anxiety and foreign language performance in the previous studies should be interpreted with
caution.

(2) The sample size of most of the studies is relatively small. The number of participants
in some studies ranges from 44 to 150 (Cheng et. al, 2007; Chen & Liu, 2010; Hasibuan &
Irzawati, 2020; In’nami, 2006; Phillips, 1992; Salem & Al Dyiar, 2014; Yu, 1999; Zhou, 2003;
Zhou, 2009 ), others’ range from 150 to 300 (Elkhafaifi, 2005; He, 2017; Kim, 2001; Salehi &
Marefat, 2014; Serraj & bt. Noordin, 2013; Tsai & Li, 2012; Woodrow, 2006; Yoongoo, 2017;
Zhang, 2013). Very few studies have a total of participants of more than 400. A small sample size
may affect the reliability of the survey results and limits the generalization of the findings.

(3) Most of the studies in this field only adopted quantitative methods to investigate the
effect of anxiety on performance. However, given the complex nature of anxiety, quantitative
methods might not be able to give an in-depth understanding of the effect of anxiety. It appears
that quantitative methods combined with qualitative methods would be a better option to fully
explore how anxiety impact students’ performance.

(4) Almost all of the published studies recruited university students as their participants.
High school students, who might suffer most from high levels of anxiety to prepare for the
NMET, have been scarcely examined.

(5) To the best of my knowledge, none of the studies have investigated test anxiety,
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FLLA or FLSA in one single study. Although in recent years there has been a trend to investigate
both general foreign language anxiety and test anxiety in one study (Salehi & Marefat, 2014;
Zheng & Cheng, 2018), there have been very few studies examining the effects of the language-
skill-specific anxiety and test anxiety in one study, let alone in the context of the CELST. There
are two advantages when investigating the two types of anxiety. First, the effect of two types of
anxiety on test performance can be compared to see which one is more prominent. Second,
whether correlations exist between these two types of anxiety can be examined (Salehi &

Marefat, 2014).
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Figure 2. 5 Conceptual Framework of the Present study

In view of the above limitations, the main purpose of the current study is to bridge the
literature gap by investigating the effects of test anxiety, FLLA and FLSA on a high-stakes
foreign language listening and speaking test among 500 EFL senior three student test takers.
Based on the literature review, a conceptual framework was established as above (see Figure 2.5).
The independent variable is CTA, FLLA and FLSA, which are independent yet related to each
other. As the study adopted Cheng’s (2017) multi-dimensional FLLA and FLSA scales, FLLA
and FLSA in this study both have three dimensions: cognitive, somatic and behavioral. The
dependent variable is the test takers’ performance on a large-scale high-stakes CELST, as

measured by their CELST scores.
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Chapter Three Methodology

This chapter introduces the research methodology. Firstly, it introduces the rationale of
the research design and the two stages of this study. Secondly, it presents the information about
the participants, instruments, data collection procedures and the quantitative and qualitative data
analyses.

3.1 Research Design

The purpose of the present study was to investigate the characteristics of CTA, FLLA and
FLSA among the CELST test takers and the effects of CTA, FLLA and FLSA on CELST test
takers’ performance. In addition, the study also attempted to explore possible reasons leading to
anxiety in the CELST and strategies to alleviate it through the test takers’ perspectives. Therefore,
three research questions were formulated as follows:

1. What are the characteristics of cognitive test anxiety, foreign language listening

anxiety and foreign language speaking anxiety among the CELST test takers?

2. What are the effects of cognitive test anxiety, foreign language listening anxiety and

foreign language speaking anxiety on CELST test takers’ overall scores?

3. From the test takers’ perspectives, what reasons may lead to anxiety in the CELST and

how do test takers alleviate the anxiety?

Previous anxiety research has mostly used a quantitative method. However, this study
adopted a sequential mixed methods research design. The sequential mixed-method approach has
advantages over other approaches in anxiety research. Using a combination of qualitative and
quantitative research approaches provides a more comprehensive understanding of the effect of
anxiety on the CLEST test takers. Given the complex nature of psychological factors like anxiety,

using either a qualitative or quantitative approach might not be able to capture a comprehensive
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picture of the study phenomenon. A mixed method can offset weakness in a single method and
provide stronger inferences. Second, a sequential mixed-method approach is useful when
unanticipated quantitative findings emerge (Bryman, 2006). For instance, unusual findings from
the quantitative survey can be explained by the follow-up interviews. Therefore, the sequential
mixed-method approach is best suited to answer the research questions in this study.

The study consisted of two stages. In the first stage of the study, to collect quantitative
data, the researcher constructed and administered a questionnaire which contains four sections:
demographic information, Cognitive Test Anxiety Scale (CTAS), Foreign Language Listening
Anxiety Scale (FLLAS) and Foreign Language Speaking Anxiety Scale (FLSAS). Quantitative
data from stage one was used to examine the characteristics of CTA, FLLA and FLSA among test
takers and the effects of the three types of anxiety on test takers’ CELST performance. In the
second stage of the study, the researcher collected qualitative data by conducting individual
semi-structured interviews with twelve test takers. The qualitative data from stage two was used
to complement the findings of the quantitative method. Additionally, the qualitative data also
attempted to further probe into the reasons that caused test takers’ anxiety in the CELST and seek
strategies to alleviate the anxiety from the test takers’ perspectives.

3.2 Participants

The questionnaires were distributed to a total of 585 CELST test takers who learned
English as a foreign language. 510 out of 585 of the returned questionnaires were valid, which
were used for the subsequent data analysis. Those participants were all high school Grade three
students from an average level senior high school in Shenzhen city, Guangdong province, China.
Due to the tight schedule of the students preparing for the College Entrance Examination, this

study employed the convenience sampling methods in recruitment, which is a non-probability
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sampling that recruits participants based on proximity, willingness and accessibility to take part
in the study (Larson & Csikszentmihalyi, 2014). According to the demographic information in
the survey, among the 510 participants, 230 (45.1 %) were males and 280 (54.9 %) were females.
In terms of major orientation, at Grade two in senior high schools, classes are divided into two
types: history-oriented classes whose students choose history as their compulsory subject and
physics-oriented classes whose students choose physics as their compulsory subject. Students
from these two types of classes also learn Chinese, mathematics and English as compulsory
subjects but they can randomly choose two of the following four subjects as additional
compulsory subjects: chemistry, biology, geography and politics. In this study, 291 (57.1%) of
the participants were from the history-oriented class, while 219 (42.9%) were from the physics-
oriented class. As for the years of learning English, participants started learning English either in
kindergarten or in primary school Grade one. The participants of the study were a representative
sample of thes population of those who normally take the CELST.

Twelve of the participants who took the survey were invited to have a semi-structured
interview with the researcher. The interviewees formed a balanced sampling in terms of gender
(six males and six females) and anxiety level (four from each level: low, medium and high). The
interviewees were divided into three anxiety levels based on their CTA scale scores, FLLA scale
scores and FLSA scale scores with 25" and 75" percentiles used as the cut-off point (Hewitt &
Stephenson, 2012; Phillips, 1992;). The test takers whose CTA scale, FLLA scale and FLSA
scale scores fell into the top 25" percentile, bottom 75 to top 25" percentile, and bottom 25
percentile formed the high anxiety group, medium anxiety group and low anxiety group
respectively. As presented in Table 3.1, pseudonyms were given to each of the twelve

Interviewees.
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Table 3. 1
Interviewee Profile

Anxiety Level
Gender High Medium Low
Male August  Rain Tom Zack Ben Sky
Female Andy  Andrea Jayda Susan Jenny Lisa

3.3 Instruments
3.3.1 Questionnaires

Paper-based questionnaires (see Appendix B) were administered to the test takers to
collect their personal information and measure their CTA, FLLA and FLSA. The questionnaires
include four parts: demographic information, Cognitive Test Anxiety Scale (CTAS), Foreign
Language Listening Anxiety Scale (FLLAS) and Foreign Language Speaking Anxiety Scale
(FLSAS). To facilitate students’ reading, the questionnaires were all in Chinese, the students’
mother tongue.

Construction and Validation of the Questionnaires. To verify the construct validity
and reliability of the questionnaires, the following method was applied during the construction
and validation process of the questionnaires: literature review, qualitative input, peer evaluation,
experts’ judgment, and pilot study.

First of all, the content validity of the questionnaires was ensured by the previous
relevant literature and interviews with EFL teachers and potential participants. As the literature
in sections 2.3.3, 2.4.2 and 2.5.2 indicated, the CTAS (Cassady & Johnson, 2002), FLLAS and
FLSAS (Cheng 2017) had been shown to have high reliability and validity and were the best
suited scales to achieve the purposes of the study. Therefore, the study employed the CTAS,
FLLAS, FLSAS for the measures of CTA, FLLA and FLSA. Previous studies also suggested that

variables such as gender (Ca, 2015; Mohammadi Golchi, 2012; Yoongoo, 2017), self-perceived
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competence(Chiang, 2006; MaclIntyre, 1992; Truitt, 1995), and frequency of language use (He,
2017) impacted students’ anxiety levels in an EFL context. Therefore, gender, self-perceived
English listening and speaking competence, frequency of language use related to English
speaking and listening were included in the demographic information. Besides, the informal
focus group interviews with two EFL teachers and six potential participants also suggested that
students’ anxiety levels might be varied between different major orientation students (history-
oriented or physics-oriented). Thus, students’ major orientation was included in the
demographics as well.

Second, content validity was further confirmed by peer evaluation and experts’ judgment.
The researcher sent the questionnaires to four post-graduate students majoring in EFL teaching
and two experts that specialized in foreign language anxiety research to collect their feedback on
the item content. The expert suggested that the word “English test” as in CTAS items such as
“I’m not good at English tests” was too broad and should be specified as “the CELST test”. In
addition, the expert also suggested that the situations that the FLLAS and FLSAS described
should be narrowed down to the CELST. Maclntyre and Gardner (1991) also criticized that from
the perspective of a situation, the researcher is free to define the situation, either very broadly or
narrowly. Therefore, “ 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” (Maclntyre & Gardner, 1991, p. 91). According to the experts’ suggestions and
the literature, the situation that the items in the CTAS, FLLAS and FLSAS described were
defined more specifically to the context of the CELST.

Third, before piloting, the questionnaires were also reviewed by four potential

participants to ensure the clarity and readability of the item wording. No problem was found
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regarding the item wording. Due to the demanding schedule of the senior three students, it was
difficult to find a large group of students for a pilot study. Therefore, the questionnaires were
only administered to 40 participants in the pilot study. The pilot data yielded Cronbach’s alpha
coefficients of .90 for the CTAS, .838 for the FLLAS and .854 for the FLSAS, indicating that the
three scales had an excellent level of internal consistency and reliability. It should be noted here
that the number of participants (N = 40) in the pilot study was too small to conduct exploratory
factor analysis (EFA) to check the psychometric properties of the scales. Comrey and Lee (2013)
suggested a range of minimum sample sizes for EFA to be from 50 (very poor) to 1,000
(excellent) and researchers are advised to acquire sample sizes larger than 500. Therefore, the
EFA was conducted later in the main study with a sample size of 510 to ensure the construct
validity of the questionnaires.

Content and Structure of the Questionnaires.

(1) Demographics

The demographic information includes students’ ID, which was used to link to their
correspondent CELST scores when the results of the CELST scores were announced later.
Gender, perceived English speaking and listening competence, and major orientations were
added as demographic items. The frequency of language use related to English speaking and
listening includes five items: How often did you speak English in English class in the past year?
How often did you speak English outside of English class in the past year? How often did you do
the mock CELST practice in the past year? How often did you watch English movies, TV shows
and listen to English songs? How often did you communicate with native english speakers? The

1313

items made use of a five-point Likert scale. Responses range from “rarely” to ““‘always”.

(2) Cognitive Test Anxiety Scale (CTAS)
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The CTAS was originally developed by Cassady and Johnson (2002) to measure students’
cognitive test anxiety levels. This 27-item unidimensional scale of cognitive test anxiety has
been proven to have high internal consistency (.91). To avoid redundancy, Zheng and Cheng
(2018) trimmed the items that were termed very similar, resulting in a 20-item more concise
Chinese version of the CTAS. The translated version of the CTAS by Zheng and Cheng (2018)
was administered to 921 Chinese university students and was validated by them with an internal
consistency of .87. I adapted their translated version of the CTAS to fit the specific context of
CELST. The word “English test” in all of the CTAS items was replaced by the term “the
CELST”. Besides, three items that indicated anxious feelings in writing, reading and listening
were deleted. The adapted version of CTAS contained 17 items with a five-point Likert scale,
with responses ranging from “strongly disagree” to “strongly agree” (1=strongly disagree,
2=disagree, 3=neutral, 4=agree, 5=strongly agree). Higher scores indicated a higher level of
cognitive test anxiety. For positively worded items, “strongly disagree” received five points, and
“strongly agree” received one point, whereas for negatively worded items, the inverse applied.
The scores ranged from 17 to 85. The items were named CTAS1 to CTAS 17.

(3) Foreign Language Listening Anxiety Scale (FLLAS) and Foreign Language Speaking
Anxiety Scale (FLSAS)

The FLLAS and FLSAS, developed by Cheng (2017), were to measure Chinese EFL
students’ FLLA and FLSA. As justified in section 2.4.2, given the length of the existing
language-skill-specific anxiety scales, it is challenging to test the relationships among multiple
anxiety constructs in one study due to limited time or item space. Therefore, the efficient FLLAS
and FLSAS by Cheng (2017) with high reliability, convergent validity and discriminant validity

would be the best scale to measure FLLA and FLSA in this study. The FLLAS and FLSAS are
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both composed of three dimensions: cognitive, somatic and behavioral. There are three items
under each dimension. Each scale contained 9 items and was all originally written in Chinese. As
with the CTAS, a five-point Likert-type scale was used as the response format. Higher scores
indicated a higher level of FLLA and FLSA. The scores ranged from 9 to 45. The FLLAS items
were named FLLAS 1 to FLLAS 9 while the FLSAS items were named FLSAS1 to FLSAS 9.
3.3.2 Interviews

The main aim of the semi-structured interview was twofold: first, to attempt to
complement the findings from the questionnaires. Second, to further explore the reasons that lead
to test takers’ anxiety in the CELST and strategies helping to alleviate it. An interview outline
(see Appendix C) containing a list of questions was developed based on the above-mentioned
aims and the CTAS, FLLAS and FLSAS. The pre-established questions were used to inquire
about test takers’ feelings and attitudes towards the CELST, the effect of anxiety on the CELST
performance, reasons that lead to anxiety in the CELST, the strategies helping to reduce anxiety
and their suggestions for making the CELST less anxiety-provoking. The interviews were
conducted in a semi-structured way which had a well-structured framework and meanwhile
allowed flexibility during the interviews. For instance, the researcher could change the order of
the questions and follow up unexpected answers if necessary to further explore test takers’ ideas
and elicit multiple perspectives.

In order to examine whether the interview outline was well designed or not, the
researcher conducted pilot interviews with two senior three students first. From the pilot
interviews, it was found that the original interview outline was well designed as all the questions
were comprehensible to the students and could elicit enough responses from the interviewees.

Therefore, the interview outline was expected to work well in the interviews in the main study.

47



3.4 Data Collection

3.4.1 Quantitative Data Collection

To get approval for conducting the surveys and interviews in the participating school, the
researcher first approached the instructors and the chief director of the English courses in that
school. After the researcher explained the research purposes and guaranteed the students’
confidentiality, some instructors agreed to help me distribute the questionnaires to the class that
they were teaching after the students took the CELST. However, two instructors rejected the
distribution of the questionnaires as they were afraid that completing the questionnaires would
occupy too much of their students’ time. Nevertheless, the researcher also got the approval to
access the file of the students” CELST scores two months later when the results of the CELST
test scores were announced. The researcher then administered the questionnaires one day after
students took the CELST. Before the distribution of the questionnaires, the researcher also
explained the research purposes and the instructions of the questionnaires to the students and
guaranteed the confidentiality of their personal information. The researcher then distributed the
questionnaires with the help of the instructors. No time limit was imposed when students filled in
the questionnaires. While answering the questionnaires, the students were encouraged to ask
questions about anything in the questionnaires that was ambiguous to them. As this was an
anonymous questionnaire, students were reminded to write down their student ID numbers so
that the researcher could identify their scores using the ID numbers when obtaining their test
scores from the participating school two months later. All together 585 questionnaires were
acquired from the students. The researcher discarded the unusable questionnaires that had two or

more items unanswered, resulting in 510 copies left for subsequent data analysis.
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3.4.2 Qualitative Data Collection

From the questionnaires collected, the researcher identified twelve potential interviewees
based on their gender (six males and six females) and anxiety level (four from each level: low,
medium and high). The researcher then asked the instructors to help invite the ideal participants
for the interviews. The instructors then asked for volunteer students based on the criteria the
researcher requested and made a schedule for me to meet the participants individually over
Tencent online meeting platform. The interviews with the twelve participants took place on the
weekend after participants took the survey as this was the ideal time to interview due to their
tight schedule. The researcher met with each of the twelve participants individually on the pre-
scheduled time on Tencent online meeting platform. The whole interviews were conducted in
Chinese, the mother tongue of the participants. During the interview, the researcher started with
the lead-in section where he introduced himself and the research purpose to the participants,
establishing a friendly atmosphere to make them feel comfortable sharing their thoughts. Then,
the researcher asked for their verbal consent to participate in the study and their permission for
audio-recording. Once participants felt well-informed, the researcher started to ask the questions
in the interview outline. Each interview lasted approximately 25 minutes.
3.5 Data Analysis

Table 3. 2

Data Analysis for the Present Study

Purpose Analysis

Validation of the questionnaire Exploratory factor analysis; Reliability analysis
RQ1: Characteristics of CTA, FLLA and Descriptive statistics;

FLSA Independent samples t-test;

One-way ANOVA;

Pearson correlation analysis
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RQ2: Effects of CTA, FLLA and FLSA on One-way ANOVA;
the CELST scores Pearson correlation analysis;

Stepwise multiple regression analysis;

RQ3: Reasons leading to anxiety in the Thematic analysis

CELST and how to alleviate the anxiety

Data analysis includes quantitative data analysis and qualitative data analysis. A summary

of the data analysis is shown in Table 3.2.

3.5.1 Quantitative Data Analysis

All the statistical analyses in this section were conducted using the Statistical Package for
Social Sciences (SPSS) version 27. The questionnaire data were first entered into the SPSS for
further statistical analysis. The responses in the negatively worded items were coded as
“l=strongly disagree”, “2=disagree”, “3=neutral”, “4=agree”, “5=strongly agree” while the
inverse applied for the positively worded item responses. To ensure accurate data coding, the
data entry was completed in a two-person manner where one postgraduate student read out the
numbers that represented the item responses and the researcher typed them into SPSS and read
them back.

The statistical analyses were then conducted to achieve the following three purposes: (a)
validate the questionnaire; (b) answer research question one: what are the characteristics of CTA,
FLLA and FLSA among the CELST test takers; (c) answer research question two: what are the
effects of CTA, FLLA and FLSA on the CELST test takers’ performance.

Validation of the Questionnaire. As mentioned earlier, the questionnaire was validated
by reliability analysis in a pilot study with 40 participants. However, as noted earlier, the sample
size of the pilot study (N=40) was too small to conduct exploratory factor analysis (EFA).

Therefore, EFA was conducted in the main study to further ensure the construct validity of the
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CTAS, FLLAS and FLSAS and that all the three scales are reliable for further data analysis.

Prior to the extraction of the factors, the suitability of the sample data for conducting EFA
was evaluated by the Kaiser-Meyer-Olkin (KMO) and Bartletts’ Test of Sphericity. The KMO
value of .60 was considered suitable for EFA (Kaiser, 1970) and the Bartletts’ Test of Sphericity
should be significant (p<0.05) for EFA to be suitable (Williams et al., 2010). Principal axis
factoring was selected as the extraction method with orthogonal varimax chosen as the rotation
method. For the multidimensional FLLAS and FLSAS, the eigenvalue > 1.0 was used as the
criterion for extracting factors of the two scales (Fabrigar & Wegener, 2011). However, as the
CTAS has been proven to be a unidimensional scale, using the criterion of eigenvalue greater
than one is problematic for the unidimensional CTAS because SPSS uses Kaiser-Guttman
criterion for deciding on the number of factors, which will result in too many factors. Therefore,
to see whether the items load highly on the one factor of the CTAS, rather than using the
criterion of eigenvalue > 1.0, the fixed number of factors extracted was employed and the
extracted number of factors of the CTAS was restricted to one. The factor loading of .40 was
chosen as the cut-off value for item loading and cross loading. Reliability analysis was
performed on each scale to examine the internal consistency of the CTAS, FLLAS and FLSAS.

Data Analysis for Research Question One. To answer research question one concerning
the characteristics of CTA, FLLA and FLSA among the CELST test takers, the following
statistical analyses were conducted.

First, the descriptive analysis was conducted on participants’ demographic information,
which includes gender, major orientation, self-perceived English listening and speaking
competence, frequency of language use.

Second, the descriptive statistics of the CTAS, FLLAS and FLSAS were analyzed at the
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item level to understand test takers’ general condition of anxiety. Descriptive statistics that divide
test takers into different levels of anxiety can give a more accurate understanding of the
condition of anxiety. Therefore, the sample was divided into low, medium and high anxiety
groups (Cassady & Johnson, 2002). The participants reporting the top 25 % of scores on the CTA
formed the high CTA group, and those obtaining the lowest 25 % were considered the low CTA
group. Participants in the top 25% to the bottom 25 % were classified as the medium CTA group
(Wu, 2021). The same procedure was applied to divide participants into high, medium and low
anxiety groups of FLLA and FLSA according to their FLLAS scores and FLSAS scores.

Third, an independent samples t-test was conducted to investigate whether significant
differences exist in CTA, FLLA and its subdimensions, and FLSA and its subdimensions
between different gender and different major orientation. T-tests are commonly used to examine
whether the means of two variables are significantly different from each other. The common
assumptions made when conducting a T test include normality of distribution, random sampling
and equality of variances.

Fourth, one-way ANOVA was adopted to examine whether significant differences exist in
CTA, FLLA and FLSA among participants from three different self-perceived competence
groups (low, medium and high). Post hoc comparisons using the Tukey HSD test was also
conducted to see which group significantly differed from others in regard to means. Conducting
the one-way ANOVA also needs to meet the assumptions of homogeneity of variance and
normally distributed data.

Fifth, Pearson product-moment correlation coefficient (r) was computed to investigate the
correlation between the frequency of language use and CTA, FLLA and its subdimensions, and

FLSA and its subdimensions. The coefficient values can range from -1 to 1, where +1 indicates a
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100% positive correlation, -1 indicates 100% negative correlation and a 0 indicates no existing
correlation. According to Cohen (1992), the strength of correlation coefficients can be interpreted
as follows: small (.10), moderate (.30), and large (.50).

Data Analysis for Research Question Two. To answer research question two regarding
the effects of CTA, FLLA and FLSA on the CELST test takers’ performance, the following
statistical analyses were performed.

First, one-way ANOVA was conducted to investigate whether participants’ CELST scores
differed from high, medium, low CTA groups. The one-way ANOVA also examined whether
significant differences exist in the CELST scores among different levels of FLLA groups and
FLSA groups.

Second, Pearson product-moment correlation coefficient was conducted to examine the
CELST scores and its relationships with CTA, FLLA and its subdimensions, and FLSA and its
subdimensions. In addition, the correlation between the three anxiety variables CTA, FLLA and
FLSA was also examined using the Pearson correlation coefficient. The Pearson correlation
analysis also served as the preliminary analysis for the subsequent multiple regression analysis.
If CTA, FLLA and its subdimensions, FLSA and its subdimensions have significant correlations
with the CELST scores, these variables would be entered into stepwise multiple regression for
further analysis.

Third, Stepwise multiple regression was conducted to investigate which anxiety variable
that had significant correlations with the CELST scores could best predict test takers” CELST
performance. Stepwise regression is a method that iteratively investigates and selects the
significant independent variables that can be used in the final regression model. The independent

variables in the final model are considered the best predictors of the dependent variable, which is
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the CELST scores in this study.

3.5.2 Qualitative Data Analysis

The interviews were recorded by the Tencent online meeting platform and automatically
transcribed verbatim into Chinese. The collected interview data were analyzed through thematic
analysis (Phakiti, 2003), a method that examines the data to explore common themes, such as
ideas or patterns of meaning that brought up repeatedly by interviewees. Through thematic
analysis, no assumption was imposed during the data analysis process, and thus it helps to
identify some unanticipated findings (Braun & Clarke, 2006). Following the guidelines of Braun
and Clarke (2006). I took the following steps to analyze the data.

First, I checked the transcripts generated by Tencent online meeting platform application
back against the audio recording repeatedly to ensure the accuracy of the transcripts. Second, I
familiarized myself with the data by reading and re-reading the transcripts to gain a general
understanding of the data and highlighting potentially relevant or interesting analytic materials.
Third, I generated the initial codes by identifying interesting data items that might form the basis
of themes. Fourth, I used Microsoft Word 2016 to code the data by tagging and naming data
extracts. Fifth, I searched for themes by sorting the different codes into potential themes. Sixth, I
reviewed the previously identified themes to see if the themes captured the contours of coded
data. Seventh, I defined and named the themes by identifying what each theme was essentially

about.
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Chapter Four Results and Discussion

This chapter presents the results of both quantitative and qualitative analysis. The first
section shows the results of the validation of the CTAS, FLLAS and FLSAS. The second and
third sections present the descriptive and inferential results of the quantitative data analysis
related to the first and second research questions. The fourth section demonstrates the results of
the thematic analysis of the interview data to answer research question three.

4.1 Results of the Validation of the Questionnaire
The results of exploratory factor analyses and the reliability analyses conducted for each

of the three scales (the CTAS, FLLAS and FLSAS) were presented below.

4.1.1 Exploratory Factor Analysis and Reliability Analysis of the CTAS

The Kaiser-Meyer-Olkin measure (KMO) of sampling adequacy value is .92, and the
Bartlett’s Test of Sphericity was statistically significant (P<.001), indicating that the data set was
appropriate for EFA. EFA with principal axis factor analysis and varimax rotation was performed.
According to the EFA results, the factor loadings of all the CTAS items (ranging from .510
to .704) loaded highly on one factor, with all the loadings above the .50 threshold. The one-factor
structure retained all the 17 items on the CTAS and accounted for 44.22% of the variance,
indicating the construct validity of CTAS was acceptable. Besides, the reliability analysis of the
one-factor structure of the CTAS indicated an excellent level of internal consistency (Cronbach’s
alpha =0.92). As both EFA and reliability analysis supported the unidimensional CTAS as a
valid scale, the CTAS with 17 items was qualified for subsequent data analysis in the current

study.
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Table 4. 1
Factor Loadings of Cognitive Test Anxiety Scale

Factor
1

CTASI: I had less difficulty than average students in getting the English test instruction 510
straight

CTAS?2: I was less nervous about the CELST than average students .686
CTAS3: During the CELST, I found myself thinking of the consequences of failing. 612
CTAS4: At the beginning of the CELST, I was so nervous that I often couldn’t think .634
straight.

CTASS: I was calmer in the CELST test situations than average students. .700
CTAS6: My mind went blank when I was pressured for an answer on the CELST test.) .626

CTAST7: During the CELST, the thought frequently occurred to me that I may not be too 627
bright

CTASS: During the CELST, I got so nervous that I forgot facts that I really knew. 704
CTASO9: I worried about doing well on the CELST than I should. .685
CTASI10: Before taking the CELST, I felt confident and relaxed. .696
CTASI11: While taking the CELST, I felt confident and relaxed. .684
CTASI12: During the CELST, I had the feeling that I was not doing well. 553
CTASI13: I worried that the CELST was too difficult and I felt defeated before I even .693
started.

CTAS14: I am not good at taking the CELST. .641

CTASI15: When I first got my copy of the CELST, it took me a while to calm down to the .597
point where I could begin to think straight.

CTASI16: I felt under a lot of pressure to get good grades on the CELST. 616
CTAS17: 1did not perform well on the CELST. 579

4.1.2 Exploratory Factor Analysis and Reliability Analysis of the FLLAS and FLSAS

The Kaiser-Meyer-Olkin measure (KMO) of sampling adequacy value for the FLLAS
and FLSAS was .809 and .848 respectively. The Bartlett’s Test of Sphericity for the FLLAS and
FLSAS was statistically significant at the 0.001 level. This indicated that the dataset met the
criteria for performing EFA. Thus, EFA with principal axis factor and varimax rotation was

performed.
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As seen in Table 4.2, the EFA results of the FLLAS suggested a three-factor structure of
the scale. Although FLLA4 cross-loaded onto factor one and factor two, it had greater loading on
factor two (.602) than factor one (.451). Therefore, FLLA4 was classified as the item of factor
two. Factor one of the FLLAS comprises three items that measure the cognitive dimension of
FLLA, and thus it was named foreign language (FL) listening cognitive anxiety, which refers to
worry over bad performance and others’ negative evaluation in listening to English (Cheng,
2017). Factor two contains three items that describe the somatic dimension of FLLA, and thus it
was titled FL listening somatic anxiety, which refers to the physiological arousal stimulated by
listening to English. Factor three is composed of three items that assess the behavioral dimension
of FLLA, and thus it was termed FL listening behavioral anxiety, which refers to procrastination
and avoidance behavior when listening to English is needed. Factor one, factor two and factor
three accounted for 47.32%, 19.50 %, 12.44% of the variance respectively and altogether the
three factors accounted for 79.26% of the total variance, suggesting that the FLLAS had fairly
high construct validity. The result of the reliability analysis of the FLLAS also indicated
excellent internal consistency (Cronbach’s alpha =.86). Therefore, the results of both EFA and
reliability analysis of the FLLAS suggested that the FLLAS could be a valid and reliable

measure of FLLA.
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Table 4. 2
Rotated Factor Matrix of Foreign Language Listening Anxiety Scale

Factor

2 3

Factor 1 FL listening cognitive anxiety

FLLAS1: When listening to English during the CELST, I often worried that .865
I would miss information

FLLAS2: When listening to English during the CELST, I often worried that .907
I would misunderstand something.

FLLAS3: When listening to English during the CELST, I often worried that .688
my listening comprehension performance was worse than others.

Factor 2 FL listening somatic anxiety

FLLAS4: When listening to English during the CELST, I often felt my heart .451
pounding.

FLLASS: When listening to English during the CELST, I often got so

nervous that I trembled.

FLLAS6: When listening to English during the CELST, I often sweated and
perspired.

Factor 3 FL listening behavioral anxiety

FLLAS7: When listening to English, I often give it up easily.

FLLASS: I often skimp over English listening comprehension exercises.
FLLAS9: I usually do my best to avoid listening to English.

.602

.890

.839

.689

817
720

As shown in Table 4.3, the EFA results of the FLSAS also indicated a three-factor

structure of the scale, which aligned with the factor structure of the original FLSAS. As with the

FLLAS, the FLSAS items loaded on factor one, factor two and factor three represented the

cognitive, somatic and behavioral dimensions of the FLSAS, and thus they were termed FL

speaking cognitive anxiety, FL speaking somatic anxiety and FL speaking behavioral anxiety

respectively. FL speaking cognitive anxiety describes students’ worry over poor performance and

negative feedback from others when speaking English. FL speaking somatic anxiety means

physiological arousal triggered by speaking English. FL speaking behavioral anxiety represents
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the withdrawal and avoidance behavior when speaking English is necessary. Factor one, factor

two and factor three accounted for 55.43%, 15.24 %, 13.00 % of the variance and taken together

they accounted for 83.67 % of the total variance, indicating that the construct validity of the

FLSAS was relatively high. The reliability analysis of the FLSAS also indicated excellent

internal consistency (Cronbach’s alpha =.89). Therefore, the results of EFA and reliability

analysis both indicated that the FLSAS were reliable for further statistical analysis.

Table 4. 3

Rotated Factor Matrix of Foreign Language Speaking Anxiety Scale

Factor

1 2 3
Factor 1 FL speaking cognitive anxiety
FLSASI1: When speaking English during the CELST, I often worried that I .807
would make language mistakes.
FLSAS2: When speaking English during the CELST, I often worried that my 879
speaking performance was worse than others.
FLSAS3: As soon as I started speaking English during the CELST, I begun to 731

worry about not being able to express myself.

Factor 2 FL speaking somatic anxiety

FLSAS4: When speaking in English during the CELST, I often felt my heart
pounding.

FLSASS: When speaking in English during the CELST, I often got so nervous
that I trembled.

FLSAS6: When speaking in English during the CELST, I often sweated and
perspired.

Factor 3 FL speaking behavioral anxiety

FLSAS7: When practicing speaking English, I often give it up easily.

FLSASS: I often skimp over English-speaking exercises.
FLSASO: I usually do my best to avoid speaking English.

152

925

.868

795

770
713

In conclusion, the data above demonstrated that the CTAS, FLLAS and FLSAS could be

reliable and valid measures of CTA, FLLA and FLSA respectively, and thus the three scales

would be used for the subsequent data analysis.
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4.2 Quantitative Results of Research Question One: Characteristics of CTA, FLLA and
FLSA

The purpose of research question one was to examine the characteristics of CTA, FLLA
and FLSA among the CELST test takers. The characteristics of CTA, FLLA and FLSA among
the CELST test takers consist of: (1) the status quo of CTA, FLLA and FLSA among the CELST
test takers; (2) the relationship between CTA, FLLA and FLSA and individual differences, that is,
gender, major orientation, self-perceived English listening and speaking competence and
frequency of language use related to English listening and speaking. First, the demographic
information is presented to have an overall understanding of the participants. Second, the results
of descriptive analyses of the CTAS, FLLAS and FLSAS at the item level were offered to
illustrate the status quo of CTA, FLLA and FLSA among test takers. Third, the results of the
independent samples t-test, one-way ANOVA are provided to examine whether CTA, FLLA and
FLSA varied by test takers’ gender, major orientation and self-perceived English competence.
Besides, results of Pearson correlation is presented to examine the relationship between

frequency of language use and CTA, FLLA and FLSA.

4.2.1 Demographic Information

As mentioned earlier, among the 510 participants, 230 (45.1 %) were males and 280
(54.9 %) were females. As for major orientation, 291 (57.1%) of the participants were from the
history-oriented class, while 219 (42.9%) were from the physics-oriented class. The CELST
scores of participants range from 5 to 20 with a mean score of 15.89 (SD=2.10). In terms of self-
perceived English listening and speaking competence, the mean score is 1.67 (SD=0.61).

Participants’ actual English listening and speaking competence measured by CELST was above
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average with more than 65.8 % of participants scoring above 16 out of 20. However, only 6%
(N=31) of the participants rated their listening and speaking competence as relatively high. 51.8%
(N=264) of the participants rated their competence as medium and 42.2 % (N=215) of the
participants rated their competence as relatively low. This indicated that the vast majority of
participants underrated their actual competence and did not have much confidence in their
English listening and speaking competence. There are five demographic items that describe the
frequency of language use related to English listening and speaking. First, as for speaking
English outside of and inside of the class, the mean score is 2.44 (SD=0.99) and 2.73 (SD=1.10)
respectively, indicating most of the participants speak English “occasionally” or “sometimes”
inside and outside of class. As for the frequency of practicing the mock CELST test, the mean
score is 3.22 (SD=1.15), indicating most of the participants practiced the mock CELST
sometimes. In terms of the frequency of communicating with native English speakers, the mean
score is 1.82 (SD=0.88), indicating most of the participants talked with native English speakers
occasionally. As for the frequency of them watching English movies, TV shows and listening to
English songs, the mean score is 3.54 (SD=1.10), with 35.9 % and 20.8% of participants
reporting they watch English TV shows or listening to English songs “often” and “always”
respectively. Taken together, participants’ frequency of language use related to English listening
and speaking was at a moderate level.
4.2.2 Descriptive Statistics of the CTAS, FLLAS and FLSAS

To understand participants’ status quo of CTA, FLLA and FLSA, descriptive statistics of
the CTAS, FLLAS, FLSAS at the item level are presented. It should be noted that more detailed
descriptive statistics containing participants at different anxiety levels would give a more in-

depth understanding of the characteristics of CTA, FLLA and FLSA. Therefore, participants
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were divided into three levels of anxiety group (high, medium, and low group) based on their
CTA scores, FLLA scores and FLSA scores with the 25" and 75" percentiles being employed as
the cutoff point (Hewitt & Stephenson, 2012; Phillips, 1992; Wu, 2021). As presented in Table
4.4, the score range for the low, medium, and high CTA groups is 17-36, 36-53 and 53-85
respectively. For FLLA, the score range of low, medium, and high FLLA groups is 9-18, 18-26,
and 26-41 respectively. As far as FLSA, the score range of low, medium, and high FLSA groups
is 9-17, 17-26, and 26-45 respectively.

Table 4. 4
Participants Grouping According to Their CTA, FLLA and FLSA Scores.

CTA FLLA FLSA

Low anxiety level Score range 17-36 9-18 9-17
(bottom 25%) M/SD 28.02/6.44 13.93/3.74 12.07/3.06

N 126 126 106
Medium anxiety  Score range 36-53 18-26 17-26
level (bottom M/SD 45.38/4.70 22.87/2.27 21.61/2.68
25%totop 25%) N 260 246 271
High anxiety Score range 53-85 26-41 26-45
level M/SD 59.77/5.51 29.70/2.80 30.61/3.65
(top 25%) N 124 138 133

The CTAS, FLLAS, and FLSAS all use a five-point Likert scale format with “1= strongly
disagree”, “2=disagree”, ‘“3=neutral”, “4=agree” and “5=strongly agree”. Therefore, for the
reporting of descriptive statistics in this study, mean scores within 1-2.4 indicate a low degree of
agreement with the item statement and signal a low anxiety level; mean scores falling into the
range of 2.5-3.4 connote a moderate degree of agreement and a medium anxiety level; mean

scores ranging from 3.5 to 5 suggest a high degree of agreement and a high level of anxiety
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(Oxford & Burry-Stock, 1995).

In terms of the CTAS descriptive statistics shown in Table 4.5, for all participants, the
average mean scores of 17 CTAS items reached a moderate degree of agreement. When it comes
to participants from the high CTA group (N=126), they showed a moderate to high degree of
agreement with all the 17 items, with the items’ mean scores ranging from 3 to 3.96. This
indicated that participants with a high level of cognitive test anxiety experienced a considerable
amount of stress and suffered from task-irrelevant thoughts in CELST. Besides, for participants
from the medium CTA group (N=260), except item CTAS1(M=2.03, SD=.94), CTAS4 (M=2.02,
SD=.686) and CTAS8 (M=2.34, SD=.79), the rest of CTAS items all show a moderate degree of
agreement with the mean score ranging from 2.53 to 3.08, suggesting that participants with a
medium level of CTA were, to some extent, test anxious and not very confident in the CELST.
However, as for participants from the low CTA group (N=124), they had a low degree of
agreement with the statements of all CTAS items, with the mean score ranging from 1.29 to 2.13,
indicating CTA did not seem to interfere with this group of participants.

In regard to the FLLAS descriptive statistics shown in Table 4.6, for all participants, the
mean score of FL listening cognitive anxiety indicated a moderate degree while the mean scores
of FL listening somatic anxiety and behavioral anxiety suggested a low degree of agreement. For
those from the high FLLA group (N=138), they had a high degree of agreement with items
representing FL listening cognitive anxiety [FLLA1 (M=.4.04, SD=.66), FLLA2 (M=4.05,
SD=.65) and FLLA3 (M=3.91, SD=.75)]. This suggests that participants with a high level of
FLLA had often experienced negative expectations, preoccupation with performance and
concerns about others’ perceptions when they listened to English during the CELST. Those from

the medium FLLA group (N=246) and low FLLA group (N=126) showed their agreement with
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FL listening cognitive anxiety items at moderate and low levels respectively. FL listening
cognitive anxiety also received the highest mean score among the three FLLA subdimensions for
three anxiety groups. For items representing FL listening somatic anxiety and FL listening
behavioral anxiety, those from the high FLLA group showed a moderate level of agreement,
whereas those from the medium and low FLLA group both showed a low degree of agreement,
indicating participants suffered less from FL listening somatic anxiety and behavioral anxiety
than FL listening cognitive anxiety.

As is seen in Table 4.7, as for the FLSAS descriptive statistics, for all participants, the
mean score of FL speaking cognitive anxiety indicated a moderate degree while the mean scores
of FL speaking somatic anxiety and behavioral anxiety suggested a low degree of agreement.
Items representing FL speaking cognitive anxiety reached a high, moderate, and low degree of
agreement for participants from high (N=133), medium (N=271), and low (N=106) FLSA groups
respectively, indicating that high and medium FLSA groups seemed to be interfered by FL
speaking cognitive anxiety. For items representing FL speaking somatic anxiety and FL speaking
behavioral anxiety, participants from the high FLSA group showed a moderate level of
agreement while those from the medium FLSA group showed a low degree of agreement except
item FLSAS4 “when speaking to English during the CLEST, I often feel my heart pounding”
reached a moderate degree of agreement (M=2.78, SD=.672). The low FLSA group showed a
low degree of agreement with all the items. This indicated that the high FLSA group experienced
FL speaking somatic anxiety and behavioral anxiety while the medium and high FLSA group

didn’t experience much of these two types of anxiety.
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Table 4. 5
Descriptive Statistics of CTAS Items for Three CTA Groups

CTA level

Item Low (N=126) Medium (N=260) High (N=124) Total (N=510)

M/SD M/SD M/SD M/SD
CTAS1 1.40/.622 2.03/.942 2.75/1.24 2.05/1.068
CTAS2 1.57/.686 2.56/.888 3.60/.891 2.57/1.103
CTAS3 1.48/.865 2.46/.897 3.53/.991 2.48/1.197
CTAS4 1.29/.646 2.02/.686 3.00/.902 2.08/.948
CTASS 1.77/.792 2.88/.744 3.52/.715 2.76/.974
CTAS6 1.74/.931 2.82/.924 3.68/.851 2.76/1.135
CTAS7 1.48/.837 2.55/.983 3.58/.964 2.54/1.195
CTAS8 1.36/.572 2.34/.787 3.35/.894 2.34/1.039
CTAS9 1.44/.721 2.55/.914 3.56/.965 2.52/1.154
CTASI10 1.81/.827 2.98/.909 3.72/.669 2.87/1.075
CTASI11 1.88/.806 3.01/.892 3.70/.754 2.90/1.059
CTAS12 2.13/1.145 3.10/.960 3.74/.742 3.01/1.119
CTAS13 1.47/.701 2.57/.847 3.44/.757 2.51/1.050
CTAS14 1.79/1.040 2.96/1.014 3.96/.896 2.91/1.251
CTASI15 1.56/.863 2.53/.893 3.30/.816 2.48/1.059
CTAS16 1.96/1.031 3.08/.895 3.81/.932 2.98/1.145
CTAS17 1.88/1.078 2.93/.938 3.52/.821 2.82/1.114
Table 4. 6

Descriptive Statistics of FLLAS Items for Three FLLA Groups

FLLA level
Dimension Item Low (N=126) Medium (N=246) High (N=138) Total (N=510)
M/SD M/SD M/SD M/SD
Cognitive  FLLASI1 2.02/1.016 3.66/.800 4.04/.660 3.36/1.137
FLLAS2 1.93/.905 3.46/.864 4.05/.654 3.24/1.141
FLLAS3 1.63/.724 3.13/1.000 3.91/.753 2.97/1.208
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Table 4. 6

Descriptive Statistics of FLLAS Items for Three FLLA Groups (Continued)

FLLA level
Dimension Item Low (N=126) Medium (N=246) High (N=138) Total (N=510)
M/SD M/SD M/SD M/SD
Somatic FLLAS4 1.60/.739 2.57/.895 3.43/.801 2.56/1.063
FLLASS 1.33/.490 2.00/.538 3.07/.909 2.12/.910
FLLAS6 1.31/.481 1.99/.619 3.05/.923 2.11/.936
Behavioral FLLAS7 1.29/.504 1.87/.670 2.62/1.055 1.93/.901
FLLASS 1.50/.827 2.26/.963 2.84/.961 2.23/1.047
FLLAS9 1.33/.655 1.93/.771 2.67/.998 1.98/.947

Table 4. 7

Descriptive Statistics of FLSAS Items for Three FLSA Groups

FLSA level
Dimension Item Low (N=106) Medium (N=271) High (N=133) Total (N=510)
M/SD M/SD M/SD M/SD
Cognitive  FLSASI 1.95/1.133 3.21/.951 3.92/.794 3.13/1.168
FLSAS2 1.59/.848 2.98/.977 3.99/.774 2.95/1.215
FLSAS3 1.47/.693 2.97/.929 3.96/.732 2.92/1.191
Somatic FLSAS4 1.25/.531 2.78/.672 3.33/911 2.45/1.012
FLSASS 1.12/.330 2.00/.498 3.10/.912 2.10/.913
FLSAS6 1.13/.367 1.97/.474 3.04/.924 2.07/.896
Behavioral FLSAS7 1.06/.232 2.01/.626 3.05/.924 2.09/.953
FLSASS 1.34/.893 2.13/.802 2.91/.917 2.17/1.006
FLSAS9 1.15/.644 2.12/.761 3.30/1.073 2.23/1.113

4.2.3 Results of the Relationships between Anxiety and Individual Differences

Gender and CTA, FLLA and FLSA. An independent samples t-test was conducted to

compare the effect of gender on CTA, FLLA and FLSA. As shown in Table 6.1 in Appendix A,

the males’ CTA mean score (M=43.25, SD=12.24) is lower than that of females (M=45.69,

SD=12.41). The independent samples t-test also suggested that there was a significant difference
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between males and females in CTA (p< 0.05). While the males’ mean scores of FLLA and FLSA
were lower than those of females, there were no significant differences between males and
females in FLLA and FLSA (p>0.05). However, significant gender differences were found in the
subdimensions of FLLA and FLSA. The T test suggested that males’ mean scores of FL listening
cognitive anxiety (M=9.02, SD=3.26) and FL speaking cognitive anxiety (M=8.57, SD=3.28)
were significantly lower than those of females (MFL listening cognitive anxiety=10.02, SD=3.03, p<0.01;
MEL speaking cognitive anxiety=9.37, SD=3.21, p<0.01). In addition, the males’ mean scores of FL
listening somatic anxiety and FL speaking somatic anxiety were lower than those of females,
whereas their FL listening behavioral anxiety and FL speaking behavioral anxiety were higher
than those of females. However, it should be noted that the gender differences in FL listening
somatic anxiety, FL listening behavioral anxiety, FL speaking somatic anxiety and FL speaking
behavioral anxiety were not significant (p>0.05). What is more, when conducting an
independent-samples t-test on the CESLT scores, there were no significant differences (p>0.05)
between males (M=15.74, SD=2.13) and females (M=16.01, SD=2.07) in terms of their CELST
scores (see Table 6.2 in Appendix A).

Major Orientation and CTA, FLLA and FLSA. As shown in Table 6.3 in Appendix A,
the results revealed that the history-oriented participants’ mean scores of CTA, FLLA and its
dimensions, FLSA and its dimensions are all slightly higher than those of the physics-oriented
participants. However, the independent samples t-test revealed no significant differences between
history-oriented participants and physics-oriented participants in terms of their CTA, FLLA and
its dimensions, FLSA and its dimensions (p>0.05)

Self-perceived Competence and CTA, FLLA and FLSA. This study also explored the

effect of self-perceived English listening and speaking competence on CTA, FLLA and FLSA. A
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one-way ANOVA was conducted to compare the effect of self-perceived English listening and
speaking competence on participants’ CTA, FLLA and FLSA. The results of tests of
homogeneity of variances indicated the assumption of equal variances was not violated and was
appropriate to conduct one-way ANOVA. As reflected in Table 4.8, there was a significant effect
of self-perceived English listening and speaking competence on participants’ CTA, FLLA and
FLSA at the p<.001 level.

The scores of CTA significantly differed across participants’ self-perceived English
listening and speaking competence (F=70.58, p<.001). Post hoc comparisons using the Tukey
HSD test indicated that the CTA mean score of the high self-perceived competence group
(M=28.42, SD=12.00) was significantly lower than those of the medium (M=41.86, SD=10.85)
and low (M=50.26, SD=10.96) self-perceived competence groups. The CTA mean score of the
medium self-perceived competence group was significantly lower than that of the low self-
perceived competence group.

The scores of FLLA were also significantly varied across participants’ self-perceived
English listening and speaking competence (F=54.24, p<.001). The results of Post hoc test
indicated that the FLLA mean score of the high self-perceived competence group (M=14.35,
SD=6.79) was significantly lower than that of the medium (M=21.48, SD=5.83) and low
(M=24.94, SD=5.54) self-perceived competence groups. The FLLA score of the medium self-
perceived group also significantly differed from that of low self-perceived competence group.

Besides, the mean score of FLSA also had a significant difference across participants’
self-perceived English listening and speaking competence (F=48.98, p<.001). The results of Post
hoc test suggested that the FLSA mean score of high self-perceived competence group (M=

14.13, SD=6.24) was significantly lower than the FLSA mean scores of those who perceived

68



their English listening and speaking competence as medium (M=20.63, SD= 6.31) and low
(M=24.76, SD=6.60). Additionally, the FLSA mean score of the medium self-perceived
competence group significantly varied from that of the low self-perceived competence group.

Taken together, the results suggest that self-perceived English listening and speaking
competence does have an effect on CELST test takers” CTA, FLLA and FLSA.

Table 4. 8
Results of One-way ANOVA of Three Self-perceived Competence Group

High Medium Low F Post hoc (Tukey
(N=31) (N=264) (N=215) HSD)
CTA M/SD M/SD M/SD 70.58%* High<Medium<Low
28.42/12.00 41.86/10.85 50.26/10.96
FLLA M/SD M/SD M/SD 54.24* High<Medium<Low
14.35/6.79  21.48/5.83  24.94/5.54
FLSA M/SD M/SD M/SD 48.98* High<Medium<Low

14.13/6.24  20.63/6.31  24.76/6.60

*P<.001
(Note: High, medium, and low refer to high, medium, and low self-perceived English listening
and speaking competence group respectively)

Frequency of Language Use and CTA, FLLA and FLSA. To investigate the
relationship between the frequency of language use and CTA, FLLA and its subdimension, FLSA
and its subdimensions, a Pearson product-moment correlation coefficient was computed. The
results of correlation indicated that there was a moderate negative correlation between the
frequency of language use and CTA (r = -.345, p <.001), FLLA (r =-.329, p <.001) and FLSA (r
= -.353, p < .001). The results also revealed that there was a negative correlation between the
frequency of language use and FL listening cognitive anxiety (r = -.185), FL listening somatic

anxiety (r = -.211), FL listening behavioral anxiety (r = -.390), FL speaking cognitive anxiety (r
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= -.236), FL speaking somatic anxiety (r = -.239), and FL speaking behavioral anxiety (r = -.397)
at p<.001 level.

Table 4. 9
Correlation Analyses of Frequency of Language Use and CTA, FLLA and FLSA

Variables 1 2 3 4 5 6 7 8 9

10

1. Frequency of --
language use

2.CTA -345" -

3. FLLA -329" 7557 --

4. FLSA -353" 7157 809"  --

5. FL listening - 185" 673" 843" 659  --

cognitive anxiety

6. FL listening -2117 6107 .808™ .626™ 574 -

somatic anxiety

7. FL listening -390" 438" .644™ 581" 279" .289™ -
behavioral anxiety

8. FL speaking -236™ 634" 683" 842" 732" 470" 325" -
cognitive anxiety

9. FL speaking -239" 569" 675" 822" 486" 7197 3577 549 -

somatic anxiety
10. FL speaking ~ -.397" 533" 614" 774" 351" 350 767" 441" 488"
behavioral anxiety

Note: **. Correlation is significant at the 0.01 level (2-tailed).

4.3 Quantitative Results of Research Question two: Effect of CTA, FLLA and FLSA

The purpose of research question two was to examine the effects of CTA, FLLA and
FLSA on test takers’ CELST performance, as reflected by their CELST scores. First, a one-way
ANOVA was conducted to investigate whether the CELST scores were significantly varied
across different anxiety level groups (low, medium, and high) of CTA, FLLA and FLSA. Second,
the Pearson product-moment correlation coefficient was computed to examine the relationship
between the CELST scores and CTA, FLLA and its subdimensions, FLSA and its subdimensions.

Besides, the correlation analysis also examined the relationship between CTA, FLLA and FLSA.
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Third, any of the anxiety variables that had a significant correlation with the CELST scores were
analyzed in the stepwise multiple regression to further examine whether they were significant
predictors of the CELST scores.

4.3.1 Results of One-way ANOVA

The Levene’s test of homogeneity of variances for the CELST scores was not significant
(P>0.05), indicating that the equal variances assumed were not violated and it was suitable to
perform ANOVA. According to the ANOVA results, there was a significant difference among the
three CTA anxiety level groups on the CELST scores, F = 60.72, P<.001. Post hoc testing using
Tukey HSD also revealed significant differences among different CTA anxiety level groups, with
the low CTA group having a higher CELST mean score (M=17.14, SD=1.43) than the CELST
mean score by the medium CTA group (M=15.94, SD=1.99) and the CELST mean score by the
high CTA group (M=14.52, SD=2.07).

There was also a significant difference among the three FLLA groups on the CELST
scores, F =36.42, p<.001. Post hoc testing revealed that the low FLLA group received the
highest CELST mean score (M=16.83, SD=1.94), followed by the CELST mean score of the
medium FLLA group (M=16.02, SD=1.91) and that of the high FLLA group (M=14.80,
SD=2.18).

In terms of FLSA, participants’ CELST scores also significantly differed across three
FLSA groups, F =43.90, p<.001. The results of the Post hoc test demonstrated that the highest
CELST mean score was obtained by the low FLSA group (M= 17.10, SD=1.77), followed by the
CELST mean score earned by the medium FLSA group (M=15.97, SD=1.93) and that of the high

FLSA group (M=14.75, SD=2.08).
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4.3.2 Results of Correlation Analysis

A Pearson product-moment correlation was conducted to examine the relationships
among the CELST scores and CTA, FLLA and its subdimensions, FLSA and its subdimensions.

As seen in Table 4.10, the CELST score formed a significant negative correlation with
CTA, FLSA and FLLA (p<0.01). The CELST scores were more strongly negatively related to
CTA (r=-.483) than to FLSA (r=-.413) and FLLA(r=-.393). The CELST scores also formed
significant negative relationships with the three FLLA subdimensions and the three FLSA
subdimensions (p<0.01). Among the significant correlations between six subdimensions and the
CESLT scores, the strongest correlation occurred between FL speaking behavioral anxiety and
the CELST scores (r=-.419). FL speaking cognitive anxiety and FL listening behavioral anxiety
formed moderate correlations with the CELST scores (r=-.335, r=-.378 respectively). FL
speaking somatic anxiety, FL listening cognitive anxiety and FL listening somatic anxiety formed
small correlations with the CELST score (r=-.254, r=-.286, r=-.255 respectively).

The present study also attempted to investigate the relationship between CTA, FLLA and
FLSA. As demonstrated in Table 4.10, CTA formed significant high correlations with FLLA
(r=.755) and FLSA (r=.715) at the 0.01 level. FLLA and FLSA also highly correlated with each
other (r=.809). In addition, as shown in Table 4.10, CTA, FLLA and its subdimensions, FLSA

and its subdimensions also formed significant correlations with each other.
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Table 4. 10
Results of Correlation Analysis of the CELST Scores and CTA, FLLA and FLSA

Variables 1 2 3 4 5 6 7 8 9 10
1. CELST scores --
2.CTA -483" -
3. FLLA -393" 7557 --
4. FLSA -413" 7157 809" --
5. FL listening -286™ 673" 843" 659  --
cognitive anxiety
6. FL listening -255" 610 808" .626™ 574" -
somatic anxiety
7. FL listening -378™ 438" .644™ 581" 279" .289™ -
behavioral anxiety
8. FL speaking -235™ 634" 683" .842" 732" 470 .325™ -
cognitive anxiety
9. FL speaking -254" 569" 675" 822" 486" 7197 3577 549 --

somatic anxiety
10. FL speaking ~ -.419" 533" 614" 774" 351" 350 767" 441" 488" -
behavioral anxiety

Note: **. Correlation is significant at the 0.01 level (2-tailed).

4.3.3 Results of Multiple Regression Analysis

The Pearson correlation analysis revealed that CTA, FLLA subdimensions and FLSA
subdimensions significantly and negatively correlated with the CELST scores. Therefore, a
stepwise multiple regression was conducted to identify the possible best predictors of the CELST
scores out of the following candidate variables: CTA, FL listening cognitive anxiety, FL listening
somatic anxiety, FL listening behavioral anxiety, FL speaking cognitive anxiety, FL speaking
somatic anxiety and FL speaking behavioral anxiety.

As presented in Table 4.11, three models were constructed through stepwise multiple
regression. The adjusted R Square (R?) in Table 4.11 indicates the percentage of variation

explained by only the independent variables that actually affect the dependent variable. The
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higher the adjusted R?, the better the model fit. As seen in Table 4.11, model three has the highest

adjusted R?, which is .272. This indicated that model three was the most satisfactory model,

which accounted for 27.2 % of the variance in the CELST scores. From the R square change in

Table 4.11, it can also be inferred that CTA explained the largest amount of variance in the

CELST scores, which is 23.4%. FL speaking behavioral anxiety accounted for 3.6 % of the

variance in the CELST scores. FL speaking somatic anxiety explained 0.6% of the variance,

which is quite negligible.

Table 4. 11
Model Summary
Std. Error Change Statistics

R Adjusted of the R Square F Sig. F
Model R Square R Square Estimate Change  Change dfl df2 Change
1 4832 234 232 1.837 234 154.829 1 508  .000
2 519° 270 267 1.795 .036 25.135 1 507  .000
3 .525¢ 276 272 1.789 .006 4337 1 506  .038

a. Predictors: (Constant), CTA

b. Predictors: (Constant), CTA, FL speaking behavioral anxiety
c. Predictors: (Constant), CTA, FL speaking behavioral anxiety, FL speaking somatic anxiety

As seen in Table 4.12, ANOVA was also performed to verify the model fit of model three.

As shown in Table 4.12, the results of ANOVA revealed that model three significantly predicts

the CELST scores, F = 64.296, p <.001.
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Table 4. 12

ANOVA of Model Three
Model Sum of Squares df Mean Square F Sig.
3 Regression 617.633 3 205.878 64.296 .000¢
Residual 1620.218 506 3.202
Total 2237.851 509

a. Dependent Variable: CELST score
d. Predictors: (Constant), CTA, FL speaking behavioral anxiety, FL speaking somatic anxiety

As demonstrated in Table 4.13, all three independent variables significantly contributed
to model three (p<.05). All the VIF values were smaller than 2 and tolerance values were
beyond .20, indicating the model data was not highly affected by multicollinearity and could be
accepted. As shown in Table 4.13, the constant of the model is 19.717, the regression coefficient
B is -.069, -.195, .078 for CTA, FL speaking behavioral anxiety and FL speaking somatic anxiety
respectively. Therefore, the predictive equation model of the estimated CELST score could be
formulated as follows:

Estimated CELST score = 19.717 + (-.069 * CTA) + (-.195 * FL speaking behavioral
anxiety) +.078 * FL speaking somatic anxiety. This model also suggests that the higher test
takers’ CTA and FL speaking behavioral anxiety, the lower their CELST scores, whereas the

higher their FL speaking somatic anxiety, the higher their CELST scores.
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Table 4. 13
Coefficient of the Regression

Unstandardized Standardized Collinearity
Coefficients Coefficients t Sig.  Statistics
Model B Std. Error Beta Tolerance VIF
3 (Constant) 19.717 301 65.471 .000
CTA -.069 .008 -.406 -8.252  .000 .591 1.693
FL speaking -.195 .036 -.251 -5.402 .000 .665 1.504
behavioral anxiety
FL speaking .078 .038 .099 2.082 .038 .629 1.590

somatic anxiety

a. Dependent Variable: CELST score

4.4 Qualitative Results of the Research Question Three: Reason Leading to Anxiety and
Strategies to Alleviate it

The results of the quantitative data analysis above indicated that CTA, FLLA and FLSA
did exist among the CELST test takers and had a mainly debilitating effect on their CELST
performance. To complement the quantitative findings, individual semi-structured interviews
were conducted with twelve students who had taken the CELST. The interview data also
attempted to answer the third research question: From the test takers’ perspectives, what reasons
may lead to anxiety in the CELST and how do test takers alleviate the anxiety? The thematic
analysis was adopted to analyze the interview data. The themes were presented below with
supporting excerpts from the transcripts. In data reporting, interviewees with high, medium and
low anxiety levels were labelled “High”, “Medium” and “Low” respectively in the bracket after

the excerpts. The number in the bracket is the corresponding page number in the transcripts.
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4.4.1 Feelings and Attitudes Towards the CELST

All interviewees, including those claiming to have a high English proficiency, reported
that part two role play and part three story retelling were relatively difficult for them. Ten out of
twelve interviewees claimed that they experienced anxiety before, during and after the CELST.
They tended to be most anxious right before taking the CELST in the test waiting rooms and
worry about their performance in the upcoming test. However, they became less anxious and
more focused in the middle of the CELST. They also worried about their test scores after the test.
For example, Jayda reported that:

Before taking the CELST, we needed to stay in the test waiting room for a really,

really long time, which really affected my mood. I tended to overthink and get

really nervous. But when I actually did the CELST, I tried to calm down and get

focused and felt less anxious. After the test, [ was also afraid that I would fail the

test. (Jayda, Medium, 63)

Besides, most interviewees considered the CELST as anxiety-provoking because it tested
two of their weakest language skills, English speaking and listening ability. For interviewees
from the high and medium anxiety groups, they perceived their English listening and speaking
competence as low and felt intimidated participating in some speaking and listening tests or
classroom activities. For example, Andy reported that:

I always got good scores on the paper-based tests involving reading and writing,

but the CELST assessed speaking and listening, which were not my strong points.

During the CELST, sometimes I would tremble and my mind would go blank when

the listening was too difficult. (Andy, High, 7)

One third of the interviewees claimed that the listening part was more difficult and
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anxiety-provoking than the speaking part of the CELST, as Tom commented:

1 think I was more nervous during the listening because I worried about missing

out on information, especially in part two and part three. But when [

comprehended the listening, speaking wouldn't be a problem to me as I just need

to speak out the notes I took from the listening. (Tom, Medium, 90)

Half of the interviewees also reported that during the speaking part, they worried about
not being able to express themselves or making grammar mistakes, especially in part two and
part three. However, interviewees from the low level anxiety groups claimed that they didn’t
experience too much anxiety when speaking and listening to English during the CELST as they
were quite confident in their English proficiency. Ben mentioned that:

1 did feel anxious after I took the CELST waiting for the test results coming out.

But when I was right in the middle of the CELST, I was not anxious and focused

on doing the test because I believed my English competence was good enough to

handle it (Ben, Low, 124).

4.4.2 Effect of Anxiety on the CELST Performance

Interviewees from three anxiety level groups all agreed that anxiety had an impact on
their CELST performance. When it comes to the effect of CTA on performance, interviewees
from the high and medium anxiety groups reported that task-irrelevant thoughts would
sometimes occur in their minds during the CELST and interfere with their performance. Andrea
commented that:

When I got caught up in thoughts like ‘I was not doing quite well in part one,

‘what if I failed the CELST", I got distracted from the listening clip for almost half

a minute and my subsequent task performance suffered as well. (Andrea, High,
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34).

In terms of the effect of FLLA and FLSA, interviewees with high anxiety levels reported
that the FLLA and FLSA had a debilitating effect on their CELST performance. They mentioned
that they were afraid of getting negative evaluations from their teachers and peers when they
were asked by teachers to give speaking answers to some simulated CELST practice in front of
the whole class. When their English speaking and listening ability was being laughed at and
poorly judged by others, they tended to avoid speaking and listening to English. This avoidance
behavior would in turn negatively impact their real CELST performance. Andy shared that:

One time I was asked by the teachers to retell the part three story, I remembered

my peers laughed at me when I mispronounced ‘R’as ‘L’. From that point on, [

tended not to speak English in class and when I had to speak in the CELST, my

heart pounded very fast and I stuttered a lot. (Andy, High, 10)”

During the CELST, interviewees from the high and medium anxiety groups also
mentioned that they became anxious because when they heard speaking answers from those
sitting next to them, they were very worried that their own answers were not as good and
accurate as others’ and this disturbing thought also interfered with their speaking and listening
performance.

Surprisingly, two thirds of the interviewees tended to think that a moderate level of
behavioral anxiety, such as physiological arousal, helped with their performance, as stated below.

1 think a little bit of anxiety can help me to take the test more seriously. At the

beginning of the test, my heart pounded faster than usual and I felt like I had more

energy and tended to be more focused during the test. (Sky, Low, 112).
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4.4.3 Reasons that Lead to Anxiety in the CELST

High Stakes Nature of the CELST. Interviewees from three anxiety level groups all
attached great importance to the CELST as the CELST scores impacted university admission
decisions. They worried that they only had one test attempt and if they failed to perform well in
the CELST, they wouldn’t get a decent score to get into a good college and would disappoint
their parents. For example, Rain mentioned that

“I worried that If I screwed up the CELST, I wouldn 't have a second chance to

take the test and [ wouldn t be able to go to my dream university. I was also afraid

that I was not able to live up to the expectations of my parents. (Rain, High, 21).”

Interviewees from the high and medium anxiety groups also reported that the increasing
weight of CELST this year let them attach more importance to the CELST and made them feel
more anxious about the CELST. As Susan said:

This year, the CELST score has increased. The increasing score actually gave me

more pressure to prepare it. And when the date of the CELST was approaching, [

felt very nervous because I felt like I didn 't prepare enough to take the CELST.

(Susan, Medium, 83)

Noisy Testing Environment. Ten out of twelve of the interviewees expressed that the
testing environment was noisy, disturbing and anxiety-provoking. During the CELST, dozens of
test takers were arranged in the same testing classroom taking the test at the same time. When all
the test takers were speaking simultaneously, the testing classroom became clamorous and they
could even hear what those sitting next to them were saying. Interviewees reported that they
were often distracted by the noisy testing environment and got nervous when they were giving

their speaking answers.
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(a) During the test, we sat very close to each other and the guy sat next to me

spoke really loudly, and I could hear clearly what he was saying even with my

headphones on. In part A, everyone was reading loudly, I got affected by the noise

and stuttered. In part B, I also got nervous when I heard that others’ speaking

answers were different from mine. (Andy, High,13)

(b) I want to say that the noisy testing environment interfered with my thinking

process. I also got stuck when it was too noisy and became a bit nervous. (Zack,

Medium, 104)

(c) When the test takers around me spoke loudly, I got irritated and for a few

seconds, I tended to put my focus on what they were saying rather than organize

my own answer. (Lisa, Low, 141)

Insufficient Test-taking Strategies. All the Interviewees mentioned that they relied on
test-taking strategies, such as translating skills and note-taking skills as they processed the
CLEST tasks. However, two thirds of the interviewees believed that their test-taking strategies
were insufficient, which sometimes influenced their CLEST performance and provoked anxiety
during speaking and listening. For example, August explained how his poor note-taking skill
could arouse anxious feelings in both speaking and listening.

“When I did the part three story retelling, I didn 't know how to take quick notes of

the vocabulary words of the listening story and I couldn t take efficient notes of

the key points. So I couldn t follow the speed of the listening story and got anxious.

And when it came to retelling, I looked at the messy and incomplete notes, [

couldn t recall what the notes meant and I stuttered a lot and felt quite nervous

(August, High, 50).”
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Inappropriate Test Format and Difficulty of Part Two. All interviewees reported that
they experienced some degree of anxiety in the part two role play. Their concerns of the part two
role play can be summarized into two aspects. First, it is the inappropriate test format of part two.
Interviewees claimed that the video played at the beginning of part two was disturbing, which
could lead to anxiety. The video clip was a conversation between two people which usually took
place in a classroom or hallway. The audio of the video contained important information for the
answers to two subsequent questions. However, the video scene did not contain any content-
relevant visual cues.

Interviewees complained that it was hard for them to comprehend the listening if they
were to simultaneously watch the distracting scenes of the two people talking and moving in the
video clip. They suggested that the scenes of the video clip could just be replaced by a static
photo of the two speakers, which would be less distracting. Besides, they also complained that
the speakers in the audio of the video were not native English speakers and the pronunciation of
the speakers in the video at some points was weird and not clear. Some of the interviewees also
mentioned that the audio and the scenes of the video were not matching, which could be a bit
disturbing.

(a) When the video started to play, I watch the video but people in the video

scenes talking and moving would distract me from listening and taking notes. As a

result, I got nervous as I couldn 't comprehend the listening when watching the

video. Besides, the audio didn 't match the scene in the video, which made me feel

the conversation was ingenuine and a bit weird. (Zack, Medium, 101).”

(b) When I watched the scenes of the video for a few seconds, I immediately got

distracted by the scenes in the video. I think the video clip could be replaced by a
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photo or something. And to be honest, I don 't know if it was my problem. The

pronunciation of the speakers sometimes was a bit blurred. I felt like the

pronunciation was not very native and standard (August, High, 52).

The second concern was about the difficulty of the part two. Interviewees mentioned that
they felt quite apprehensive about the video clip because the video was played once only and the
speed was very fast. They felt worried that they couldn’t follow the video and miss the important
information, especially when they didn’t have much background knowledge of the video content.

Because the video played only once and was very fast, when I missed the key

information, I worried that I couldnt answer the subsequent questions. (Rain,

High, 23)

Time Constraints in Part Three. Over half of the interviewees complained that the time
constraints in the part three story retelling was too short and they panicked when they couldn’t
organize their answers within the short time limits. The following extract presented this concern:

In part three, after listening to the story, there were only 60 seconds given to

organize all the notes 1'd taken and put them into a story. I think 60 seconds was

way too short and time was up when I organized only half of the notes. I got super

nervous and got stuck in some part when I retold the story. I think If I had a little

bit more time, I would be less nervous and have a better performance. (Jayda,

medium, 71)

4.4.4 Suggestions to Alleviate Anxiety and Make the CELST Less Anxiety-provoking

The interviewees revealed some useful strategies they took to alleviate CTA, FLLA and

FLSA. In terms of strategies to deal with CTA, half of the interviewees mentioned some

relaxation techniques such as having a light-hearted small talk with their classmates before the
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CELST, having a positive self-talk and taking some nice deep breaths when feeling nervous
during the CELST. In addition, over two thirds of the interviewees reported that reading out the
English test instructions at the beginning of the CELST helped warm them up for the real
CELST task. For instance, Jenny mentioned that:

Reading out the English instructions kind of opened up my mouth and made me

get used to the test circumstance and feel more at ease speaking English (Jenny,

low, 162).

Finally, two interviewees with high anxiety levels suggested that they would be less test-
anxious if they were given multiple attempts to take the CELST. As August explained it:

When we take the CELST once, the score from the first attempt is our final result.

That’s pretty daunting to me, because that single one test result can determine my

future. I think maybe the CLEST can learn from IELTS, giving test-takers multiple

attempts to do the test and choose the best score as the final result. This way, 1

think I would feel less anxious during the test. (August, High, 60)

In terms of strategies to deal with FLLA and FLSA, four interviewees from the low
anxiety group mentioned that doing mock CELST practice regularly and having more English
exposure would make them feel more confident and at ease speaking and listening to English.
The following extract illustrates this point:

1 did the CLEST practice every week. Although the mock practice was not as

formal as the real CELST, it helped me to get more familiar with the CELST and

make the real CELST less nerve-racking to me. I also watched tons of English

movies and imitated the native speakers’ accents since I was little, I think this

also helped (Sky, low, 121).
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What’s more, one third of the interviewees mentioned that encouraging feedback from
teachers and peers would contribute to making them feel less intimidated and improve their
confidence when speaking and listening to English.

“It always feels good when I receive praises from teachers, saying that my

pronunciation was very good. I think this made me feel more confident about my

English and more chilled in speaking English. (Ben, Low, 131)

In summary, the findings from the thematic analysis of interviews are consistent with the
results of the quantitative data analysis. It confirmed that CTA, FLLA and FLSA did exist
among the CELST test takers and had an impact on their test performance. In addition, the
interviews also revealed some reasons that caused anxiety in the CELST. Finally, suggestions to

alleviate CTA, FLLA and FLSA and make the CELST less anxiety-provoking were provided.
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Chapter Five Conclusion

The major findings of the present study are summarized below based on the sequence of
the research questions, followed by the discussion of the findings. Then, it illustrates the
implications from the theoretical and practical perspectives, followed by the possible limitations
and suggestions for future research.

5.1 The Characteristics of CTA, FLLA and FLSA among CELST Test Takers

This section addresses the first research question: What are the characteristics of
cognitive test anxiety, foreign language listening anxiety and foreign language speaking anxiety
among CELST test takers?

The present study first explored the status quo of CTA, FLLA and FLSA among CELST
test takers. According to the descriptive statistics, the majority of CELST test takers reported a
moderate level of CTA, indicating that they worried a lot about their performance and struggled
with task-irrelevant thoughts during the CELST. As for FLLA and FLSA, the majority of test
takers also reported experiencing FL listening cognitive anxiety and FL speaking cognitive
anxiety at a medium level, suggesting that test takers lacked confidence in their English listening
and speaking ability and worried about poor performance and negative evaluations when
speaking and listening to English. Besides, most of the test takers experienced less somatic and
behavioral dimensions of FLLA and FLSA than the cognitive dimensions of FLLA and FLSA,
indicating that the majority of test takers had a relatively low level of physiological arousal and
avoidance behavior related to English speaking and listening.

The study also explored CTA, FLLA and FLSA and their relationships with gender, major
orientation, self-perceived English listening and speaking competence and frequency of language

use related to English speaking and listening. The result of the independent T test revealed that
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females had a significantly higher level of CTA than males while there were no significant
gender differences in terms of the overall FLLA and FLSA. However, at the subdimension level,
females had a significantly slightly higher level of FL listening cognitive anxiety and FL
speaking cognitive anxiety than males. Taken together, this indicated that female test takers
tended to be more anxious than males during the CELST. Besides, the independent samples t-test
revealed no significant difference in terms of the major orientation, suggesting that test takers
from physics-oriented classes may experience a similar level of anxiety as those from the
history-oriented classes. The results of the one-way ANOVA revealed that self-perceived English
listening and speaking competence had a significant effect on test takers’ CTA, FLLA and FLSA,
which indicated that the higher test takers perceived their English listening and speaking
competence, the lower the levels of CTA, FLLA and FLSA they would have. The correlation
analysis revealed that frequency of language use related to listening and speaking had a
significant negative correlation with CTA, FLLA and its subdimensions and FLSA and its
subdimensions, suggesting that the higher frequency of language use test takers had, the lower

their CTA, FLLA and FLSA.

5.1.1 Discussion of The Characteristics of CTA, FLLA and FLSA among CELST Test Takers
The results of the independent T test revealed that female test takers’ CTA levels were
significantly higher than those of male test takers. The results are consistent with meta-analysis
studies that revealed females reported significantly higher levels of CTA than males (Hembree,
1988; von der Embse et al., 2018). The possible reason for the females’ higher CTA might be
that females tend to perceive evaluative situations as more threatening than males do and this
perceived threat might be due to the self-doubt concerning their competence to perform well in

an evaluating situation(Arch, 1987; Zohar, 1998). However, the finding did not support
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Zeidner’s (1990) assertion that the gender difference in test anxiety might be due in large part to
different scholastic ability between genders because the independent T test also revealed no
significant gender difference in terms of the CELST scores. In addition, the results indicated that
females tended to have a slightly higher level of FLLA and FLSA than males but the differences
were not statistically significant. This finding is aligned with previous studies that found no
gender difference in FLLA (Elkhafaifi, 2005) and FLSA (Cheng et. al, 2007). However, at the
subdimension level, the only slight significant gender differences were found in FL listening
cognitive anxiety and FL speaking cognitive anxiety, indicating that females might worry more
about poor performance and negative evaluations when speaking and listening to English.

In terms of major orientation, the results of the independent T test revealed that there
were no significant differences in CTA, FLLA and its subdimension, FLSA and its subdimension.

The results of ANOVA found that CTA, FLLA and FLSA all significantly varied across
different levels of self-perceived English listening and speaking competence groups, which
indicated that the test takers who perceived their competence as low tended to have a higher level
of CTA, FLLA and FLSA and vice versus. The results affirmed studies on foreign language
anxiety that stated self-perception of language proficiency was closely and negatively correlated
with anxiety (Chiang, 2006; MacIntyre, 1992; Truitt, 1995). It should be noted that about 65.8 %
of the participants’ CELST scores were above 16 out of 20, which is above the average level.
However, 51.8% and 42.2% of participants rated their competence as “medium” and “low”,
indicating most of the participants underrated their actual performance. This low perception of
the actual competence might lead to higher levels of CTA, FLLA and FLSA. The results also

indicated that the higher the test takers perceived their English listening and speaking
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competence to be, the less anxious they were towards speaking and listening to English, and thus
less test anxious in the CELST which assessed listening and speaking ability.

Regarding the frequency of language use related to English speaking and listening, the
Pearson correlation revealed that the frequency of language use formed a medium significant
correlation with CTA, FLLA and its subdimension, FLSA and its subdimensions. This indicated
that test takers with a higher frequency of language use tended to have less CTA, FLLA and
FLSA. This finding supported Baker and Maclntyre’s (2000) study which found that
Anglophone learners of French in a French immersion program with a higher frequency of
language use had a lower level of anxiety in French than those in a non-French immersion
program even though the two groups had the nearly same level of communication apprehension
in English. The reason behind this might be that the increased exposure to the foreign language
appears to give the learners more time and occasions to improve their actual proficiency and
their ability to predict and confirm expectations and beliefs of their competence, and thus
enhance their self-perceived foreign language competence. This triggers a set of behavior in
which the learners feel less apprehensive about communicating in foreign language situations
and thus be more competent in speaking and listening to a foreign language (Baker & Maclntyre,
2000). Simply put, the higher frequency of language use test takers had, the more likely they had
higher actual or perceived English listening and speaking competence and tended to be less
anxious in an evaluative situation that assessed their speaking and listening ability. The interview
finding also confirmed that test takers with low anxiety levels tended to have higher frequency of
language use related to listening and speaking than test takers with high and moderate levels of
anxiety.

5.2 The Effects of CTA, FLLA and FLSA on CELST Test Takers’ Scores
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This section addresses the first research question: What are the effects of cognitive test
anxiety, foreign language listening anxiety and foreign language speaking anxiety on CELST test
takers’ overall scores?

The results of ANOVA revealed that the CELST mean scores received by the high CTA,
FLLA and FLSA groups were significantly lower than those received by the low and medium
CTA, FLLA and FLSA groups, indicating that highly anxious test takers tended to score lower in
the CELST. The correlation analysis further confirmed that CTA, FLLA and its subdimensions,
FLSA and its subdimensions negatively moderately correlated with the CELST scores. The
regression analysis further identified CTA, FL speaking behavioral anxiety as the negative
predictors of the CELST scores while FL speaking somatic anxiety as the positive predictor of
the CELST scores. The above results indicated that CTA, FLLA and its dimensions, FLSA and
its dimensions all appeared to have significant effects on the CELST performance. While CTA
and FL speaking behavioral dimension seemed to exert the most negative effects on the CELST
performance, certain levels of FL speaking somatic anxiety may have a slight positive effect on

the CELST performance.

5.2.1 Discussion of the Effect of CTA on Test Takers’ CELST Scores

CTA was shown to be a negative predictor of the test takers” CELST scores, which is
consistent with the previous studies (Cheng et al., 2014; Huang & Hung, 2013; Yoongoo, 2017;
Zheng & Cheng, 2018) that revealed that CTA negatively predicted test takers’ performance in
foreign language tests. The finding that CTA negatively predicts test performance also supports
the interference model by MacIntyre (1995) that suggests that task-irrelevant cognition such as
worry causes declines in cognitive performance and further impairs task performance.

However, the finding was not congruent with In’nami’s (2006) finding based on a
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structural equation model that revealed test anxiety did not affect Japanese university students’
listening test performance on a TOEFL practice listening test. One possible explanation for this
inconsistent finding lies in the different stakes of the tests between In’nami’s (2006) study and
the present study. The stakes of a test refer to the extent the test results impact test takers’ future
life. In’nami (2006) administered the adapted TOEFL listening test to 79 Japanese university
students as a practice test to assess students’ listening proficiency. The practice TOEFL test was
neither part of the course grade, nor did it have any impact on students’ life. It is not surprising
that participants in In’nami’s (2006) study might perceive a negligible level of test anxiety,
which were not strong enough to negatively affect students’ performance. Studies of test anxiety
conducted in a low-stakes context might fail to capture the true effect of test anxiety. However,
the CELST in the present study was high-stakes in nature and, to a large degree, affected test
takers’ university admission and future. The descriptive statistics also reported that the majority
of the test takers did experience a certain degree of test anxiety during the CELST. Therefore, the
test takers’ performance was more likely to be affected by test anxiety in the present study with a
high-stakes context and the relationship between test anxiety and foreign language performance
may be better illustrated in this study.
5.2.2 Discussion of the Effect of FLLA on Test Takers’ CELST Scores

The correlation analysis revealed that the CELST scores formed a significant negative
moderate correlation with FLLA (r=-.393) and FL listening behavioral anxiety (r=-.378). The
CELST scores also formed a significant negative small correlation with FL listening somatic
anxiety (r=-.255) and FL listening cognitive anxiety (r=-.286), indicating that higher levels of
FLLA tended to be associated with lower levels of test performance. The finding is consistent

with previous studies that found a negative correlation between FLLA and listening test
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performance (Elkhafaifi, 2005; Kim, 2001; Golchi, 2012; Zhou, 2009). However, when the
FLLA subdimensions were entered into the stepwise regression model with CTA and FLSA
subdimensions, none of the FLLA subdimensions were shown to be significant predictors of the
CELST scores. One possible explanation for the absence of FLLA dimensions as significant
predictors might be due to the fact that the construct of FLLA has conceptual overlapping with
the construct of FLSA. The correlation analysis also supported that FLLA and FLSA
conceptually overlapped with each other as FLLA and FLSA highly correlated with each other
(r=.809). Besides, the correlation also indicated that FLSA (r=-.413) was more strongly
correlated with the CELST scores than FLLA (r=-.393). Therefore, when FLLA subdimensions
were entered together with the FLSA subdimensions in the regression model, the variance in the
CELST scores explained by the FLLA might be replaced by FLSA which was more strongly
correlated with the CELST scores, resulting in FLLA not accounting uniquely and significantly
to the variance in the CELST scores.

In conclusion, FLSA might have a stronger effect on the CELST performance than FLLA.
However, this did not indicate that FLLA exerted no effect on the CELST performance because:
(a) FLLA moderately negatively correlated with the CELST scores; (b) the interview data
revealed that the interviewees also perceived the listening part of the CELST as anxiety-

provoking and FLLA negatively affected their performance.

5.2.3 Discussion of the Effect of FLSA on Test Takers’ CELST Scores

The correlation analysis revealed that the CELST scores moderately negatively correlated
with FLSA (r=-.413), FL speaking behavioral anxiety (r=-.419) and FL speaking cognitive
anxiety (r=-.335). FL speaking somatic anxiety formed a small positive correlation with the

CELST scores (r=-.254). The regression analysis further revealed that FL speaking behavioral
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anxiety was a negative predictor of the CELST score, indicating the more withdrawal and
avoidance behavior related to speaking English test takers had, the lower they scored in the
CELST.

However, the regression analysis revealed that FL speaking somatic anxiety was a
positive predictor of the CELST scores, indicating that the more physiological arousal test takers
had, the higher they scored in the CELST. This positive regression coefficient contradicted with
the negative correlation coefficient between FL speaking somatic anxiety and the CELST score.
According to Falk & Miller (1992), the inconsistent sign between the regression coefficient and
the correlation coefficient might be due to the suppression effect. One reason for the suppression
effect is that there are two or more variables that contain the same information and are therefore
redundant. The redundancy might change the sign of the relationship, resulting in a negative
correlation coefficient and a positive regression coefficient.

Another more likely explanation is that the positive regression coefficient was right and
FL speaking somatic anxiety did have a positive effect on CELST test takers performance.
According to Cassady & Johnson (2002), a moderate level of emotionality, similar to FL
speaking somatic anxiety was considered benign for exams. The thematic analysis of the
interview data also revealed that two thirds of the interviewees believed that a certain level of
physiological arousal, such as faster heart rate actually helped them to be more focused on the
task at hand and facilitated their performance. The Yerkes-Dodson Law of anxiety in section
2.1.1 also suggested that anxiety can be helpful when it is at its optimal level. The descriptive
statistics revealed that test takers might have an optimal level of FL speaking somatic anxiety as
the majority of test takers experienced low to moderate levels of FL speaking somatic anxiety.

Therefore, it can be concluded that a certain level of FL speaking somatic anxiety may have a
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positive effect on the CELST test takers’ performance. However, it should be noted that the
positive effect of FL speaking somatic anxiety might be quite slight as FL speaking somatic
anxiety only accounted for 0.6 % of the variance in the CELST scores, which is rather small.

Another point worth discussing here is that the cognitive dimension of FLSA didn’t
appear as a significant predictor of the CELST scores. The absence of FL speaking cognitive
anxiety might be due to its conceptual overlapping with the CTA. That is, the construct of CTA
may not only contain test takers’ worry over the general performance of the CELST, but also
cover worry over the specific speaking ability. The correlation analysis also supported that CTA
and FL speaking cognitive anxiety formed a moderate correlation with each other (r=.634),
suggesting that CTA and FL speaking cognitive anxiety might be conceptually overlapped yet
also be independent from each other. Therefore, the amount of variance that FLLA explained in
the CELST score might be replaced by the CTA, resulting in FL speaking cognitive anxiety not
significantly and uniquely explaining the variance in the CELST score. Thus, it can be inferred
that FL speaking cognitive anxiety still exerted an effect on the CELST performance but its
effect may not be as strong as the CTA to make it a significant predictor.
5.3 Reasons that Lead to Anxiety in the CELST and Strategies to Alleviate it

The results of the thematic analysis of the interviews confirmed the existence and
interference of the CTA, FLLA and FLSA among CELST test takers. Besides, the results
revealed reasons that lead to anxiety in the CELST, including the high-stakes nature of the
CELST, a noisy testing environment, insufficient test-taking strategies, the inappropriate test
format and difficulty of part two, the time constraints in part three. The results also revealed
helpful strategies to alleviate anxiety from the test takers’ perspectives, including relaxation

techniques, reading out the English test instructions at the beginning, multiple test attempts,
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higher frequency of language use, and encouraging feedback from teachers and peers.
5.3.1 Discussion of the Reasons that Lead to Anxiety in the CELST and Strategies to alleviate
it

This section addresses the first research question: From the test takers’ perspectives, what
reasons may lead to anxiety in the CELST and how do test takers alleviate the anxiety?

The results of the thematic analysis also confirmed the findings of one of the very few
validation studies of the CELST conducted by Zhan and Wan (2016). They qualitatively
validated CELST through the test takers’ perspectives by conducting retrospective interviews
with 20 test takers. Even though the study did not focus specifically on the factors that caused
anxiety, the content analysis of the interviews in Zhan and Wan’s (2016) study revealed that
students expressed similar concerns about the noisy physical testing conditions, the
inappropriateness of test format and time constraints. However, differing from the test takers in
Zhan and Wan’s (2016) study who thought that the weight of CELST was comparatively low,
the present study revealed that test takers believed the weight was relatively heavy and gave
them a considerable amount of pressure preparing for the CELST. The reason might be that the
weight of the CELST the test takers of the present study took has increased this year. In addition,
the present study also revealed strategies to alleviate CTA, FLLA and FLSA, such as relaxation
techniques, receiving encouraging feedback, allowing multiple test attempts and higher
frequency of language use. To sum up, the participants provided valuable perceptions on what
might cause anxiety from the test content, task properties, the process of preparing and taking the
test and strategies to cope with anxiety. Their perceptions of the CELST can have implications
for refining the CELST and making it less anxiety-provoking, thus improving the construct

validity (Storey, 1997).
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5.2 Implications of the Study
5.2.1 Theoretical Implications

To the best of my knowledge, the present study is not only one of the few studies that
empirically and systematically investigated the effects of test anxiety and language-skill-specific-
anxiety in high-stakes foreign language tests on Chinese EFL learners, but also the first ever
empirical study that explored the effects of CTA, FLLA and FLSA together on Chinese EFL
learners in one single investigation. Besides, among the empirical studies of the CELST, the
present study is the first one that focused specifically on the effect of anxiety and revealed
reasons that lead to anxiety in the CELST and strategies to alleviate it from the test takers'
perspectives. Therefore, the findings generated from this study have greatly enriched the
literature gap in this specific domain and significantly contributed to a more in-depth
understanding of how CTA, FLLA and FLSA affect high school students in high-stakes foreign
language tests.
5.2.2 Practical Implications

The results of qualitative analysis has provided evidence for the existence of CTA, FLLA
and FLSA among the CELST test takers and their mainly debilitating effects on the test
performance. However, the existence and interference of the anxiety may not have been given
sufficient attention by the stakeholders. As the CELST has high-stakes impacts on millions of
test takers’ future, different stakeholders involved in the CELST, including policymakers, the
CELST test developers, EFL teachers and the future CELST test takers are advised to make
efforts to address the adverse effect of anxiety.

Advice for Policymakers and the CELST Test Developers. Policymakers and the

CELST test developers are recommended to build test tasks and settings that can elicit test takers’
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best performance by minimizing the negative effect of anxiety (Bachman & Palmer, 1996). They
could consider addressing the following factors that cause anxiety in the CELST, which were
revealed by the interview data: a noisy testing environment, inappropriate test format and
difficulty of part two, time constraints in part three and one test attempt.

In terms of the noisy testing environment, it has to be admitted that it is virtually
impossible to eliminate the clamorous background noise because there are always test takers
speaking simultaneously during the test. However, it is possible to reduce the effect of the loud
background noise. One possible solution is to arrange fewer test takers in one testing classroom
or assign students to sit far away from each other. Another possible solution is to equip test takers
with better noise-canceling headphones to reduce loud noise, allowing them to pay more
attention to the task.

Regarding the inappropriate format reported by the interviewees, test developers could
consider replacing the video clip in the part two role play with a static photo of two people
communicating. As the video in part two does not contain any content-relevant visual cues, it is
not helping to foster test takers’ understanding of the listening input in any way, but distracts
their attention from listening. A static photo is not as distracting as a video and it also serves the
same purpose of setting up a situation for the role play as a video does. Concerning the difficulty
of the part two listening material, test developers are advised to select topics which test takers
have enough background knowledge on so that it is fair to every test taker and does not
necessarily evoke anxiety.

As for the time constraints in part three story retelling, it was reported that the time limit
of sixty seconds for test takers to organize their notes for retelling the story was too short and

anxiety-arousing. It is understandable that the speed of organizing notes into a speech can be one
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of the assessing criteria. However, the measure of test takers’ real speaking ability is a more
important assessing criterion. Insufficient time for organizing notes limits test takers to
demonstrate their speaking ability when retelling the story. Therefore, test developers could
consider extending the time limit to, say, ninety seconds such that test takers have more time to
organize their notes and feel less anxious. This way, test takers’ speaking ability can be
adequately assessed.

It was also reported by the interviewees that the CELST would be less nerve recking if
test takers were allowed to have two or more test attempts. It is admitted that more test attempts
require much more resources and funding. However, due to the high-stakes impacts of the
CELST, test takers deserve to have at least a second test trial and choose the best scores as their
final scores. This way, the CELST is not only less anxiety-provoking but provides more learning
opportunities for test takers to learn from past test attempts.

To conclude, the CELST test developers are well advised to take into account the
construct-irrelevant variance such as factors that cause anxiety during the test development
process. By diminishing the effect of construct-irrelevant variance that may undermine test
performance, test takers’ true language proficiency can be accurately reflected by their scores
(Cheng et al., 2014), thus improving the construct validity of the test.

Advice for EFL Teachers and Future CELST Test Takers. Although the study has
found that test takers experienced anxiety before, during and after the CELST, little effort has
been put in EFL teaching to assist these test takers to alleviate such anxiety. EFL teachers’ and
test takers’ awareness of the effect of anxiety and the relevant coping strategies has been rather
limited (He, 2017). Therefore, in-service and pre-service EFL teachers as well as future test

takers should be well informed of the role played by CTA, FLLA and FLSA. Their awareness
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and mastery of the anxiety-coping strategies should also be raised. They are also advised to take
concrete action to address not only anxiety during the CELST, but also anxiety experienced in
everyday EFL teaching and learning. EFL teachers may start to alleviate students’ anxiety by
referring to the reasons that cause anxiety and coping strategies in this study.

First, students should be guided with a sufficient number of practice exercises that are
specifically tailored to improve their test-taking skills in the CELST. The qualitative results
demonstrated that the majority of interviewees lacked confidence in their test-taking skills and
believed that their insufficient skills such as inefficient note-taking skills could cause anxiety
during the CELST. Therefore, more systematic instructions targeted at test-taking skills should
be provided.

Second, teachers should provide encouraging feedback at every step of the listening and
speaking instructions. Students’ anxiety over foreign language speaking and listening does not
form overnight. Recurring failures in the past can accumulate anxiety about English listening and
speaking and fear of the CELST which assesses their listening and speaking ability. The adverse
effect of anxiety can further impair students’ performance and make them even more anxious in
future foreign language learning and testing. Thus, teachers are advised to identify highly
anxious students and give them more encouraging feedback and generous support after they
finish each exercise, even when they do not perform very well. Reasons that lead to anxiety and
coping strategies may vary among individual students. Therefore, it is the responsibility of
teachers to identify the source of their students’ anxiety and come up with strategies to alleviate
it. Although providing such guidance and support requires more time and effort from teachers, it
is worthwhile when it works to reduce the students’ stress and apprehension in foreign language

speaking and listening, and thus improve their confidence and performance in a foreign language
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situation.

The findings also have practical implications for future CELST test takers. The
quantitative findings show that higher frequency of language use and self-perceived competence
have a significant positive impact on reducing levels of anxiety. Thus, highly anxious students
are advised to increase their frequency of language and not underestimate their own competence.
Besides, they are encouraged to learn how to manage the anxiety on their own. For example,
they can try some relaxation techniques revealed in this study such as deep breathing and
positive self-talk.

5.3 Limitations and Suggestions for Future Research

A few limitations should be taken into consideration when interpreting the findings of the
present study. Besides, suggestions are also provided for future research.

First, due to the self-reported measures of anxiety, the responses on the questionnaires
depend totally on the participants’ capabilities which might be subject to distortions. For example,
Participants might be unwilling or unable to report accurately on their affective state.

Second, although the FLLAS and FLSAS are efficient and valid measures of FLLA and
FLSA, the number of items in these two scales is relatively small and might not fully represent
the constructs of FLLA and FLSA. Therefore, future research are recommended to employ scales
with a more sufficient number of items when time and resources permit.

Third, the findings only indicate a single sample in Shenzhen city, a modern metropolis
that enjoys rich educational resources. Therefore, caution is required to generalize the findings to
samples in other cities or rural areas that might not have many educational resources. Future
empirical studies are needed to investigate the effect of anxiety on CELST performance in other

areas of Guangdong province, China.
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Fourth, the findings from the correlation analysis cannot indicate any causal relationships
because there are many unidentified variables that can influence the relationships between the
scores of the CTAS, FLLAS and FLSAS and the CELST scores.

Fifth, as this study demonstrated that CTA, FLLA and FLSA can interfere test takers in
the CELST, future research should investigate more in depth what interventions work to help test
takers alleviate the anxiety, and thus minimize the negative effect of anxiety during the CELST
and other high-stakes foreign language listening and speaking tests.

5.4 Conclusion

This study investigated the characteristics of CTA, FLLA and FLSA among CELST test
takers and the effects of CTA, FLLA and FLSA on CELST test takers performance. The findings
confirmed the existence and interference of anxiety. In addition, the present study explored the
reasons that lead to anxiety in the CELST and strategies to alleviate it from the test takers’
perspectives. This study served to fill the literature gap as no previous research has examined the
effects of CTA, FLLA and FLSA on CELST test takers in one single investigation. The
qualitative findings of the study also provide millions of CELST stakeholders a finer

understanding on the source of anxiety in the CELST and some valuable coping strategies.
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Appendix A: Results for T Tests
Table 6. 1

Results of Independent T test between Gender in CTA, FLLA and FLSA

Std. Sig.

Gender N Mean Deviation
CTA Male 230 43.2478 12.23512 .027 -.2.222

Female 280 45.6857 12.40568
FLLA Male 230 21.9043 6.49013 052 -1.944

Female 280 23.0000  6.20036
FLSA Male 230 21.5391 6.99131 206 -1.266

Female 280 223286  7.02473
FL listening cognitive Male 230 9.0174 3.26282 .000 -3.581
anxiety Female 280 10.0179 3.03440
FL listening somatic Male 230 6.5826 2.46719 .090 -1.700
anxiety Female 280 6.9750 2.69263
FL listening behavioral Male 230 6.3043 2.57354 173 1.366
anxiety Female 280 6.0071 2.33563
FL speaking cognitive Male 230 8.5696 3.27781 .006 -2.770
anxiety Female 280 9.3679 3.20680
FL speaking somatic Male 230 6.2652 2.41973 .089 -1.702
anxiety Female 280 6.6679 2.83988
FL speaking behavioral Male 230 6.7043 2.77850 .085 1.724
anxiety Female 280 6.2929 2.60134
Table 6. 2
Results of Independent T test between Gender on CELST scores

Std.
Gender N  Mean Deviation Sig. t
CELST Score  Male 230 15.74 2.127 698 -1.434
Female 280 16.01 2.068
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Table 6. 3

Results of T test between Major and the CELST Scores

Std. Sig. t

Major N Mean Deviation

CTA History 291 45.0000 12.37991 385 .870
Physics 219 44.0365 12.37927

FLLA History 291 22.6942  6.23886 441 772
Physics 219 22.2557  6.50042

FLSA History 291 223711 7.03928 139 1.481
Physics 219 21.4429  6.96058

FL listening cognitive ~ History 291 9.6873 3.07971 323 .989

anxiety Physics 219 9.4064 3.29917

FL listening somatic History 291 6.9491 2.48491 .625 -.490

anxiety Physics 219 6.8630  2.74605

FL listening behavioral History 291 6.2577 2.43797 215 1.240

anxiety Physics 219 5.9863 2.45786

FL speaking cognitive  History 291 9.1821 3.21277 164 1.393

anxiety Physics 219 8.7763 3.31527

FL speaking somatic History 291 6.5842 2.66049 339 957

anxiety Physics 219 6.3562 2.66838

FL speaking behavioral History 291 6.6048 2.67398 221 1.225

anxiety Physics 219 6.3105 2.70311
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Appendix B: Questionnaire

Note: The questionnaires distributed to the participants were in Chinese only. The

English translation of the questionnaire is provided here for reference.
PRI B AEWT SRR SRS | A v 2 SR W i B iR IS . LT e A7 S KW Se i {E, 18
Xt G A 17 2 R VR 4 AT B U IR 7, I3 B AR OR 25 2 SE 4 3t Wi e 25 1A 45
RSP E UE S % 0 G, SRS 1E. (The purpose of this questionnaire is to
investigate the effect of anxiety on the CELST performance. This research has important
implications. Your responses to this questionnaire will facilitate research in the field and help
future test takers better prepare for the CELST. Please fill in the questionnaire according to the
actual situation. Thank you for your cooperation.)

MANEAA(E E (Demographic Information)
1. PE5](Gender):
5 (Male) o 24 (Female) o
2. IBHI2EAAE 515 /& (Your student ID number is)
3. TEJE ) AR R W PR 2AE? (Are you a history-oriented student or a physics-
oriented student?)
JJ1 52 2% (History-oriented) o #)#35(Physics-oriented)o
4. B 2BHEFFIG2TEE R ? (When did you start to learn English? )
%1 )Ll (Kindergarten) o —%F2%(Grade 1) o —4FZ(Grade 2) o =42 (Grade 3) o =

2 J5 (After Grade 3) O
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5. W E—EEATHERE I IHERHIERZ? (In the past year, how often did you speak

English in the English class? )

MA(rarely)o 18 /K (occasionally)o 5 FJ(sometimes)a £ (often)o sl 2 (always)o
6. I FE—FEEBAER RN A I (AR 2?2 (In the past year, how often did you speak

English outside of English class?)

MA(rarely)o 18 /K (occasionally)o 5 FJ(sometimes)a £ (often)o sl 2 (always)o
7. W E AR H OSBRI IOET BB R 2 ?  (In the past year, how often
did you practice the mock CELST? )

MA(rarely)o /K (occasionally)o 4 B (sometimes)o £ (often)o J& /2 (always)o
8. THIEHF . AT H B 5T 1453 2 (How often did you watch English
movies, TV shows, and listen to English songs?)

MA(rarely)o /K (occasionally)o 4 i (sometimes)o £ (often)o J& /2 (always)o
9. BERWIERNEF ZRMIIZEZ? (How often did you communicate with native
English speakers?)

MA(rarely)o /K (occasionally)o 4 B (sometimes)o £t (often)o J& /& (always)o
10. SEFEZFAE, ORI FEETULEE JJAEWR4NZR? (Compared to your peers,
how would you rate your English listening and speaking competence?)

B K (relatively low)o H1%%(medium)o 4 i (relatively high)o

EINFERER (Cognitive Test Anxiety Scale)
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AT F AR 2R 5 SEET U AR o A SIS B R U R B £

N
e

TEHLIMIET . ( The purpose of this part is to measure how you felt in the CELST. Please circle

one of the numbers from 1 to 5 that best describes your situation.)

1=3F% A7) & (strongly disagree); 2=/[A] & (disagree); 3=/ ffi i€ (neutral/not sure); 4=[F] & (agree); 5=

4 [7] B (strongly agree)

1. ML AL 22 A, BEIOEIT BRI S, ORI AT had less 11234

difficulty than average students in getting the English test instruction straight)

2. AR At 2 A, A =B IAE T U B A KK 7K. (I was less nervous about | 1|2 |3 |4

the CELST than average students)

3. EEIEET IR, e A EHAEA LS R . (During the 1(2|3|4

CELST, I found myself thinking of the consequences of failing.)

4. G IO U RANITF G, SR EK, UETAREEH. (Atthe 11234

beginning of the CELST, I was so nervous that I often couldn’t think straight.)

5. AL HAR 2 A, AL S B IENT 5 X E I M€ . (Iwascalmerinthe |12 |3 |4

CELST test situations than average students.)

6. [ 25 v 2% SBT3 — A S0, R TS —AEH. My [ 1234

mind went blank when I was pressured for an answer on the CELST test.)

7. A JOENT R, REHE AR IFAIE . (During the CELST, 11234

the thought frequently occurred to me that I may not be too bright.)

8. A FIE I, RSBEK, URTETRIAERAZ. During |12 (3|4

the CELST, I got so nervous that I forgot facts that I really knew.)

9. P EHOBR AR REE T EEIOET %K. (1 worried about doing wellon | 1 |23 |4

the CELST than I should.)
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10.

P2 25 SR B R AT, FRIR B B MR . (Before taking the

CELST, I felt confident and relaxed.)

11.

FE7% 25 IR T B N, FRIR S B S AR . (While taking the

CELST, I felt confident and relaxed.)

12.

e JOEIT il RSB RMAFAKEF . (During the CELST, 1 had

the feeling that I was not doing well.)

13.

AL R H IR W B RIRAE, EBTTH, BA 2. (I worried that

the CELST was too difficult and I felt defeated before I even started.)

14.

FAFE K IENT 5%, (I am not good at taking the CELST.)

15.

& BB SR U U, REE— RN TR BEEE TRk, THRE
2%, (When I first got my copy of the CELST, it took me a while to calm down

to the point where I could begin to think straight.)

16.

AL R B IR Y B 1 BRI ST, i DU /R K. (I felt under

a lot of pressure to get good grades on the CELST.)

17.

PRIAEWT 5 I R IEAL . (1 did not perform well on the CELST.)
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IMEIT F1ERESR (Foreign Language Listening Anxiety Scale)

PRI N TS IEAE S 2R 5 25 ST Wi 1t 25 1K DA S I Wy D I 1832 . (This scale is to
measure how you felt when you listened to English in the CELST and when you listened to

English in daily life)

1=3E% A7) & (strongly disagree); 2=/[A] & (disagree); 3=/ ffi € (neutral/not sure); 4=[F] & (agree); 5=

4 [7] B (strongly agree)

NH14E B (cognitive dimension)

BRI R, RTINS, REFEHOH 2SS . (Whenlistening | 1123 (4 |5

to English during the CELST, I often worried that I would miss information.)

ORI, TR, REEHOH SR, (When listening | 1| 2|34 |5

to English during the CELST, I often worried that I would misunderstand something.)

RIS R, RN SRR, JEEIHO B SR RIS RN ZE. 1123145
(When listening to English during the CELST, I often worried that my listening

comprehension performance was worse than others.)

X444k FE (somatic dimension)

P JOENT U S, TEITIGER, REHE SEELBEINE . (When listening to 112(3(4 |5

English during the CELST, I often felt my heart pounding.)

IR IR, TR, A HE RKIKEAF. (When listening to English | 1 |2 3|4 |5

during the CELST, I often got so nervous that I trembled.)

S JOET T, ETEIER, REH B W, (When listening to English 1213|415

during the CELST, I often sweated and perspired.)

1T N4 (behavioral dimension)

P W B T IR IR, R ST — FEURGE, AWT T . (When listeningto | 1|2 (3[4 |5

English, I often give it up easily.)
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HETENT 1R 2I0F, REH BT 7 3. (1 often skimp over English listening 112345

comprehension exercises.)

Pl H 2 AT gekE AT 9E . (1 usually do my best to avoid listening to English.) 1213|415

IMEOIEEEER (Foreign Language Speaking Anxiety Scale)

PR FRZ N 7SR AE o S TE I 1 25 1 DA S I Ul 75 I /8832 . (This scale is to
measure how you felt when you spoke English in the CELST and when you spoke English in

daily life)

1=3E% A7) & (strongly disagree); 2=/[A] & (disagree); 3=/ ffi i€ (neutral/not sure); 4=[F] & (agree); 5=

Ak [F] & (strongly agree)

NH14E B (cognitive dimension)

B PEEYT S R, RIS, WEEHOH C2IEF R, (When 112(3(4]5
speaking English during the CELST, I often worried that I would make language

mistakes. )

A IAET UL IA, AERER, REEHOH R PERIAAZE. (When | 1234 |5
speaking English during the CELST, I often worried that my speaking performance was

worse than others.)

EEIE R, —IHAUINE, RGO SRR H . [ 1234 |5
(As soon as I started speaking English during the CELST, I begun to worry about not

being able to express myself.)

X444k FE (somatic dimension)

o JOENT U S, EUIGER, REE SEEELBENE . (When speaking in 112(3(4 5

English during the CELST, I often felt my heart pounding.)

EEIEE IR, TR, REHE EIKEKF. (When speaking in English | 1 |2 |34 |5
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during the CELST, I often got so nervous that I trembled.)

A JOENT R, ERIGER, REFSE BT, (When speaking in English

during the CELST, I often sweated and perspired.)

1T R4 (behavioral dimension)

P U TR B T ESR ST, IREE S TAURGE, AVFT . (When practiceing

speaking English, I often give it up easily.)

HoeiE MBS IR, REH 8T 7 #H. (1 often skimp over English-speaking

exercises.)

Pl H 2 ) AT BEkE S 9575 . (T usually do my best to avoid speaking English.)
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Appendix C Interview Qutline

Note: The questions were asked in Chinese in the semi-structured interviews. The English

translations of the interview questions are also provided for reference.

AN B TEE T L5 R A B (test takers’ attitudes towards the CELST)

L AR IR IR 5 W e 1S 2 WR— &R 2 SRR A HERE? tE4? (Do you think the
CELST you took was difficult? Which part was the most difficult for you? Why?)

2. RN S BAT, Hild, WRE WG, RRREKALEZAFEEE? (Did you feel
confident or nervous before, during and after the CELST?)

3R mAFHOHE OBV B IR AL ? il dE & IR i 8Ue R I AEE ?
(Did you often worry that you fail to perform well on the CELST? Did task-irrelevant thoughts
come to your mind during the CELST?)

4. FEEHF TR E T, RERLF O EEIFRE R, £ HON JIRI A Z?
Wr SETE I R B2 H A SRRV ? PSR BB RN 9815 ?  (While listening to
English during the CELST, did you often worry that you would miss or misunderstand
information or perform worse than others? Did you have any physiological arousal while
listening to English during the CELST? Did you avoid listening to English in your daily life?)

5. fEEET RS, REEAFHOEH OUESHRELEREACS, 2EHLHER
BULEAIANZE? Bkt i et 2 B A A SRR ? P o R o i e i ?
(While speaking English during the CELST, did you often worry that you would make language
mistakes or unable to express yourself or perform worse than others? Did you have any
physiological arousal while speaking English during the CELST? Did you avoid speaking

English in your daily life?)

121




X TEHE T L5 AR B S ( the effect of anxiety on the CELST performance)

6. WIERVRAESCAE T i B il B AE RS, ARV AP AR BB IR U2 A ik 2 H HI, &
WA ? A4 ? (If you did experience anxiety during the CELST, do you think the

anxiety has a beneficial or harmful effect, or no effect on your CELST performance? Why?)

SEEELETHIGEN U E A LR E Z (reasons leading to anxiety in the CELST)

7 ARN AN EFFAE HE IR P A AN RS FBUEEK? (What do you think would lead to

anxiety in the CELST?)

RARAE FR ) SR DA B 2 B T Y A B I (strategies to alleviate anxiety and

suggestions for the CELST)

8. N RARLENT U 2% 1 T B 5 i b R R, AR KRBT A SIS SR E X M AR FE 2 (I you
experienced anxiety before or during the CELST, what strategies would you take to alleviate the
anxiety?)

9. WA A2 W] LA i 5 W 15 5 AR A AN A NIRRT R AR B e LR 7K T 2
(What suggestions do you have to make the CELST less anxiety-provoking so that you can have

your best performance?)
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