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Abstract

This study conducted in Taiwanese English as a foreign language reading classes

investigated the relationship between language anxiety (LA) and reading anxiety

(RA), and if students’ reading comprehension performance differs across different

levels of LA and RA. The issues of whether students’ LA and RA vary with gender

and the length of language learning were also explored. The results from two

measures of anxiety, and two reading comprehension tests completed by 91

university students showed that RA was related to LA, but they were two different

phenomena in foreign language learning. Although reading comprehension

performance did not differ significantly with the students in different levels of LA

and RA, a general trend of lower LA and RA going with higher performance was

identified. In contrast to other studies, no difference was found in LA and RA based

on gender. Students’ LA decreased with their learning in reading classes while RA

showed no differences. These results suggest that students with LA tend to have RA.

Decreasing students’ anxiety and creating a low-anxiety classroom environment

might help improve students’ reading comprehension performance. Since RA seems

to be a more stable construct as compared to LA, coping with RA may require more
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time.
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Introduction

Learning an additional language is both cognitively and emotionally demanding

(Abu-Rabia, 2004). Anxiety, a complicated phenomenon, is a kind of emotion so the

issue of anxiety in second language (L2) learning has concerned language educators

and researchers for many years. A substantial amount of research has been

conducted in this area and suggests that anxiety is an important factor in second

language acquisition (Na, 2007; Wei, 2007). However, most of the research centers

on the discussion of listening, speaking, and writing. Little attention has been paid to

reading. Therefore, the present study attempts to fill the gap and explore the role of

anxiety in L2 reading.

Literature Review

Language Learning & Anxiety

Anxiety, associated with feelings of being uneasy, frustrated, apprehensive, or

worried, plays an important affective role in language learning (Brown, 2000).

Scovel (1978), drawing on Alpert and Haber’s (1960) distinction between

“facilitative” and “debilitative” anxiety, claims that the former motivates learners to

make more efforts to overcome their anxious feelings. The later makes the learner

“run away” from the learning task to avoid the source of anxiety. Some early studies

suggest the benefits of “facilitative” anxiety in learning languages. For example,

Bailey (1983) found facilitating anxiety is one key to successful language learning.

Chastain (1975) and Kleinmann (1977) reported a positive relationship between
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anxiety and L2 achievement. However, more recent studies (e.g., Abu-Rabia &

Argaman, 2002; Cheng, et al., 1999; Elkhafaifi, 2005; Hsu, 2004; Mills, et al., 2006;

Sellers, 2000) emphasize the debilitating role of anxiety in the language learning

process.

Language Anxiety

Language anxiety is a type of anxiety specifically associated with second/foreign

language learning contexts (Young, 1991). According to Horwitz et al. (1986), three

components of language anxiety are identified: communication apprehension, test

anxiety, and fear of negative evaluation. People with communication apprehension

are shy about communicating with others and have difficulty speaking in public and

listening to spoken messages. In language classes, students are required to

communicate with each other and sometimes asked to speak in dyads, in groups, or

in public. Students with communication apprehension tend to develop language

anxiety. Test anxiety associates with language anxiety because students hold

unrealistic expectations on language achievement. Every grade less than excellent,

although viewed as a good grade for others, will be regarded as a failure for anxious

students. Since tests and quizzes are frequently used in language classes, students

with test anxiety may also develop language anxiety. Students’ fear of negative

evaluation is similar to test anxiety but more extensive. In language classes,

evaluation is not limited to a test-taking situation. It may occur in any evaluative

situation, such as group discussions or speaking in front of the classroom. Students

who fear negative evaluations from others may also develop language anxiety.

Variables Associated with Language Anxiety

Although students with communication apprehension, test anxiety, and fear of
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negative evaluation are apt to develop language anxiety, they may have different

levels of language anxiety due to some variables. For example, in Ohata’s study

(2005), language anxiety varied with five Japanese students because of their

different personalities, ages, learning attitudes toward English, and levels of English

proficiency. These are some of the variables that lead to different levels of language

anxiety. Other variables, such as language proficiency levels, the length of language

learning, teacher’s role, and learners’ gender, are also discussed in some previous

studies.

Regarding “language proficiency level”, Liu (2006) explored the language anxiety

of 100 EFL students at three different proficiency levels. The results showed that

students with advanced English proficiency tended to be less anxious. Elkhafaifi

(2005) explored 233 graduate and undergraduate students’ language anxiety, and

found that advanced students had lower language anxiety than beginning or

intermediate students. As for “length of language learning”, Elkhafaifi (2005) found

that the older students (sophomores, juniors, and seniors) who spent more years

learning English in school had lower anxiety than younger students (freshmen).

However, Casado and Dereshiwsky (2001) compared the anxiety level of first and

second semester university students speaking Spanish as a foreign language, and

found that students’ level of language anxiety seemed to increase slightly rather than

decrease with more exposure to the language learning. Regarding “teacher’s role”,

Ewald’s study (2007) revealed that teachers’ supportive attitude helped relieve

students’ anxiety. Abu-Rabia (2004) examined whether teachers’ attitudes were

related to the language anxiety of 67 EFL students. He found that students were less

anxious if the teachers’ attitude toward them was more supportive. As for “learners’

gender”, Abu-Rabia’s study (2004) identified gender as a predictor of language
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anxiety with female students showing higher anxiety than male students.

Elkhafaifi’s study (2005) indicated similar findings with females being more

anxious than males. Yet, Matsuda and Gobel (2004) investigated language anxiety

in 252 university students majoring in English and found no significant effect of

gender on students’ anxiety.

In sum, studies examining the variables of language proficiency levels and

teacher’s role yield similar results, which are that students with higher language

proficiency tend to have lower language anxiety, and teacher’s supportive attitude

helps decrease students’ language anxiety. However, inconsistent results have been

found in the studies exploring the variables of the length of language learning and

learners’ gender. Hence, further exploration of how language anxiety changes with

the two variables is needed.

Research on Language Anxiety and L2 Learning

Horwitz et al. (1986) propose that communication apprehension is one of the three

components of language anxiety. Because communication apprehension is part of

language anxiety, language anxiety is mostly connected with the oral and aural

aspects of language use (i.e. listening and speaking). Therefore, these aspects of

language learning are frequently examined by previous research. Furthermore, it is

noteworthy that writing is also discussed in some studies because it is thought of as

a communicative skill like speaking and listening.

For instance, in Elkhafaifi’s study (2005), listening was explored. Listening

comprehension scores from 233 students of Arabic as a foreign language and the

measures of language anxiety and listening anxiety were analyzed. The results

showed that listening anxiety was positively related to, but distinguished from,
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language anxiety. Students with higher language anxiety and listening anxiety had

lower listening comprehension grades. Mills et al. (2006) examined the relationship

between self-efficacy and language anxiety with 95 university students’ French

listening proficiency. They suggested self-efficacy is defined as personal beliefs in

one’s capabilities, and found that the students with low self-efficacy were more

anxious and, in turn, had negative listening achievement. In terms of writing, Abu-

Rabia and Argaman (2002) investigated the role of language anxiety in the English

writing achievement of 70 junior high school EFL students. They found that

students with higher language anxiety were inclined to have lower writing

achievement. In Cheng et al.’s study (1999), both writing and speaking were

discussed. They examined 433 Taiwan university English majors to find out the

relationship between language anxiety and writing anxiety and how they associated

with writing and speaking achievements. The results showed that writing anxiety

was associated with, but distinguishable from, language anxiety, and that language

anxiety is a more general type of anxiety about learning the L2 and has a strong

element of speaking anxiety. Both language anxiety and writing anxiety were

negatively related to speaking and writing achievements.

Listening, speaking, and writing have been frequently investigated. Few studies

have addressed anxiety and L2 reading (Brantmeier, 2005; Sellers, 2000). According

to Brown (2001), affective factors can undergird the acquisition of spoken discourse.

Reading is also subject to variability within the affective domain. Ehrman et al.

(2003) indicate that affective factors include motivation, self-efficacy, tolerance of

ambiguity, and anxiety. More precisely, anxiety counted within an affective domain

may have a relationship to the learning of reading. Nevertheless, to date, little

attention has been paid to this aspect of language learning.
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Reading in L1 vs. Reading in L2

Of the four skills, reading can be regarded as especially important because reading is

assumed to be the central means for learning new information (Grabe & Stoller,

2001). Freese (1997) points out that some students encounter problems when

reading. They read the paragraphs in the text but are still unaware of what they have

read. Unlike these students, Carrell and Grabe, (2002) claim that proficient readers

can employ different reading skills when reading different texts or reading for

different purposes. For instance, they search for the information in a manual by

scanning for the key words. Reading the newspaper, they skim headlines to see if

they want to read in more detail. For studying, they read carefully to integrate

information, so various reading skills are employed in different situations. From this

perspective, the nature of reading is complex. In addition to the complexity of

reading, the reading process is cognitively demanding because learners need to

coordinate attention, perception, memory, and comprehension (Sellers, 2000).

Different from L1 readers who read in their own native language, L2 readers read in

the second language, which increases the difficulties of the reading process (Carrell

& Grabe, 2002). Moreover, there are additional factors to consider, such as language

ability, learner motivation, and cultural background (Sellers, 2000). Hence, L2

reading is further complicated.

Reading Anxiety in Second or Foreign Language

When L2 readers read second language texts, they are trying to decode unfamiliar

scripts, writing system, and cultural materials. If encountering difficulty in

processing them, they may get frustrated with reading, and experience anxiety. The
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anxiety aroused during the process of reading L2 texts is known as reading anxiety

(Saito et al., 1999).

To explore this construct, Saito et al. (1999) used the Foreign Language

Classroom Anxiety Scale (FLCAS), measuring language anxiety related to various

aspects of foreign language learning, and Foreign Language Reading Anxiety Scale

(FLRAS), eliciting reading anxiety, to examine native English speakers of 192

French, 114 Japanese, and 77 Russian learners. They found that reading anxiety was

related to, but distinct from, language anxiety. In addition, regarding reading

anxiety, Japanese learners were the most anxious, followed by French and Russian

learners. The learners finding it difficult to read in their target language had higher

reading anxiety than those who felt reading as medium difficult, followed by those

who perceived it as easy. These results suggest the differentiation of reading anxiety

and language anxiety, and indicate that learners’ reading anxiety differs from the

specific target language and depends on how they perceive the difficulty of the

target language. These findings in turn confirm the existence and uniqueness of this

construct.

Research on Reading Anxiety and L2 Reading

Hsu (2004) explored reading anxiety and reading comprehension of 125 junior

military college EFL students and found that anxious students tended to recall less

content of the text than less anxious students. Similarly, Sellers (2000) also

investigated the possible relationship of language anxiety to reading comprehension

with 89 Spanish as a foreign language university students. The results revealed that

reading anxiety was related to, but distinguished from, language anxiety. The

students with high reading anxiety and language anxiety could recall less content of
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the article.

In conclusion, previous studies on anxiety and L2 learning center on the discussion

of (1) the relationship between language anxiety and language-skill-specific (i.e.,

speaking, listening, writing, and reading) anxiety, and (2) their roles in L2 learning.

They suggest that listening, reading and writing anxiety, is related to, but can be

distinguished from, language anxiety. Most of them find that there is a negative

relationship between language anxiety and L2 performance (In’nami, 2006). Also,

language-skill-specific anxiety and performance are negatively correlated, meaning

that students with higher listening, speaking, writing, and reading anxiety tend to

have lower listening, speaking, writing, and reading performance respectively.

Though most studies conclude that students with higher language anxiety are apt

to have lower performance in L2 learning, they seldom revolve around the

discussion of language anxiety and L2 reading. There are also few studies

examining reading anxiety and L2 reading. Moreover, studies show conflicting

results regarding how language anxiety varies with learners’ gender and the length

of language learning. Little research explores whether the two variables relate to

reading anxiety.

The Present Study

In response to the research gap identified in the literature, the present research

investigated the roles of language anxiety (LA) and reading anxiety (RA) in EFL

reading classes. It addressed the issues of how LA and RA were related, whether

students’ reading comprehension performance varied with different levels of LA and

RA, and how students’ LA and RA differed across gender and changed with the

length of language learning. Specifically, this study examined the following four
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research questions.

(1) Is reading anxiety related to, but distinguished from, language anxiety in the

EFL context?

(2) Is there any significant difference between the reading comprehension

performance of the EFL students with high, mid and low levels of language

anxiety and reading anxiety?

(3) Is there a difference in EFL students’ language anxiety and reading anxiety

based on gender?

(4) Is there any change in EFL students’ level of language anxiety and reading

anxiety from the beginning of the semester to the middle of the semester?

Methodology

Participants

A total of 91 first-year college students studying English as a foreign language from

two classes in a private university in Southern Taiwan participated in the study.

They all enrolled in the first semester reading courses in 2008. Among the

participants with the age ranging between 19 and 21, and the mean age of 20, forty-

eight (52.7%) were males and 43 (47.3%) were females. Prior to beginning at the

university, all the participants had had six years of formal English education in

junior and vocational high schools. Therefore, they had roughly similar types of

exposure to English before entering the university. Moreover, all of the students in

this group were taught by the same teacher, used the same textbook, and took the

same reading comprehension tests. Since only a sample of college EFL students

from two classes was accessed, and because the researcher knew the teacher who

taught reading to them, the sampling strategy used in this study was convenience
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sampling (Perry, 2005).

Instruments

The Chinese version of Foreign Language Classroom Anxiety Scale. The FLCAS

(see Appendix A.1) designed by Horwitz et al. (1986) consists of 33 items

measuring LA related to foreign language (FL) learning. Participants responded to a

5-point Likert scale for each item with 1, 2, 3, 4, and 5 signifying strongly agree,

agree, neither agree nor disagree, disagree, and strongly disagree respectively.

Lower scores indicate lower LA and higher scores indicate higher LA. Horwitz et al.

reported the internal consistency of the FLCAS as .93 (n = 108). The theoretical

ranges of the scale are from 33 to 165. The present study adopted the Chinese

version of the FLCAS (see Appendix A.2) from Chiang’s study (2006). On this

scale, the words “foreign language” were replaced by the word “English” to accord

with the participants’ foreign language, English. Chiang reported that the internal

consistency of this translated scale from Yeh’s (1993), Wu’s (1995), Cheng’s (1998)

and his own study (2006) were .94, .95, .95, and .94 respectively. In the present

study, the Chinese version of the FLCAS showed the internal reliability with

internal consistency coefficients of .95 (Cronbach’s alpha, N = 91), which is

consistent with previous studies’ findings.

The Chinese version of Foreign Language Reading Anxiety Scale. The FLRAS

(see Appendix B.1) designed by Saito et al. (1999) contains 20 items measuring RA

related to FL reading. Participants also responded to a 5-point Likert scale for each

item with 1 indicating strongly agree, 2 indicating agree, 3 indicating neither agree

nor disagree, 4 indicating disagree and 5 indicating strongly disagree. Lower scores

indicate lower RA and higher scores indicate higher RA. Saito et al. reported the
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FLRAS showed an acceptable level of reliability with an internal consistency

coefficient of .86 (n = 383). The theoretical ranges of the FLRAS are from 20 to

100. Hsu (2004) used the Chinese version of FLRAS from Huang’s study (2001),

and reported the internal consistency of the translated scale as .81 (n = 114). On this

scale, English language was substituted for “foreign language”. In the present study,

Huang’s adapted version of the FLRAS (see Appendix B.2) was also used, and it

showed internal reliability with an internal consistency coefficient of .82

(Cronbach’s alpha, N = 91), which is in accord with the findings of previous studies.

The multiple-choice reading comprehension tests. Multiple-choice reading

comprehension tests are able to evaluate a reader’s reading comprehension

efficiently (Wolf, 1993, as discussed in Hsu, 2004). In the study, two multiple-

choice reading comprehension tests (see Appendix C.1 and C.2) were administered

during the fifth and eighth weeks of the semester. In each test, participants spent 30

minutes reading a dialogue passage of about 300 words extracted from the textbook

used in the reading classes, and then answering 20 multiple-choice questions based

on the reading. The average score of the two tests was used as the participant’s

overall reading comprehension performance in the study. Since content validity is

determined by expert judgment (Gay et al., 2006), the multiple-choice questions in

both tests were reviewed by two professional English language instructors in the

private university, and they confirmed that what was taught coincided with what was

being tested. Each of the two tests demonstrated acceptable internal reliability with

an internal consistency coefficient of .73 (Cronbach’s alpha, N = 91).

Procedure

At the beginning of the first semester in 2008, after signing the informed consent
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form, participants completed the Chinese versions of the FLCAS and FLRAS for the

first time. Then, they began to receive reading instruction in English reading

courses. The textbook used was Freshman English (Juang, 2007), which consisted

of six units. Each unit contains two articles. One is a dialogue; the other is a

narrative article. Participants took the first reading comprehension test after the

teacher finished teaching Unit Two. In the middle of the semester (i.e., the eighth

week of the semester), after the teacher finished teaching Unit Three, participants

took the second reading comprehension test, and completed the two anxiety

assessment scales for the second time. The total data collection period lasted eight

weeks.

Data Analysis

LA and RA discussed in the first three research questions were only based on the

second administration of the FLCAS and FLRAS. Both administrations of the

FLCAS and FLRAS were considered in the fourth research question in order to

compare the level of anxiety measured at the beginning and the middle of the

semester.

Using the Statistical Program for Social Science (SPSS) 15.0, a Pearson product-

moment correlation coefficient was computed to answer the first research question.

As for the second research question, high LA, mid LA, and low LA students were

first categorized based on the score of the FLCAS; high RA, mid RA, and low RA

students were also classified according to the score of FLRAS. Participants whose

anxiety scores were one or more than one SD above the total mean were classified

as high anxiety. Those whose scores were one or more than one SD below the total

mean were low anxiety. The rest were considered to be mid anxiety. Then, two
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separate one-way ANOVA were conducted. One tested if there were differences in

the reading comprehension performance of the students with different levels of LA.

The other tested if there were differences regarding the performance of the students

with different levels of RA. For the third research question, two separate

independent t-tests were conducted. One tested if LA varied with gender; the other

tested if RA differed based on gender. Finally, two separate dependent t-tests were

conducted to test if participants’ LA and RA measured at the beginning and at the

middle of the semester showed differences.

Results

As for the first research question, the Pearson r (see Table 1) indicated a significant

positive relationship between the two scales. The shared variance (r2) was .46. As far

as the second research question is concerned, the descriptive statistical analysis of

the FLCAS and FLRAS showed the means, standard deviation (SD), and ranges of

LA and RA scores for the 91 participants (see Table 2), and also showed the

numbers and percent of the students, and score ranges in each LA level and RA level

(see Table 3). The results of the ANOVA presented in Table 4 indicated no

significant differences in reading comprehension performance among the students

with low, mid, and high LA, or among the students with low, mid, and high RA.

In response to the third research question, the results of the independent t-test

showed that there were no significant differences between males and females in their

level of LA. The data also revealed no significant differences in RA based on gender

(see Table 5). Finally, the results of the dependent t-test in Table 6 revealed

significant differences between the first and the second administrations of the

participants’ LA, with LA measured at the middle of semester being lower than that
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measured at the beginning of the semester. However, there were no significant

differences between the first and the eighth weeks of the participants’ RA.

Table 1 Correlation of LA and RA (N = 91) ** p < .01
LA RA

LA R 1 .68**
P .000

RA R .68** 1
P .000

Table 2 Summary of the FLCAS and FLRAS scores
N Min Max Mean SD

LA 91 60 160 118.10 18.80
RA 91 45 90 70.12 9.65

Table 3 Number and percent of the students and score ranges in each LA and RA
level
LA
Level

Number Percentage Score
range

RA
Level

Number Percentage Score
range

Low 13 14.29% 60-99 Low 15 16.48% 45-
60

Mid 63 69.23% 102-
137

Mid 60 65.93% 61-
79

High 15 16.48% 138-
160

High 16 17.58% 80-
90

Table 4 Results of ANOVA (p > .05)
Sum of Squares df Mean Square F p

LA Between Groups 152.32 2 76.16 .39 .68
Within Groups 17065.81 88 193.93

RA Between Groups 210.22 2 105.11 .54 .58
Within Groups 17007.92 88 193.27

Table 5 Results of Independent t-test (p>.05)
LA RA

Gender N M SD t p M SD t p
Male 48 118.77 16.56 .36 .72 71.19 8.22 1.12 .27
Female 43 117.35 21.19 68.93 11.01

Table 6 Results of Dependent t-test (*p<.05)

LA RA
N M SD t p M SD t p

pretest 91 120.85 20.14 2.55* .013 70.8 9.39 .89 .38
posttest 91 118.10 18.80 70.1 9.65

Discussion
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A correlation coefficient of .68 identified in the study suggests that students with a

higher level of LA tend to have a higher level of RA. This relationship is significant

and positive. The shared variance (r2=.46) implies a reasonable amount of overlap,

but a substantial amount of discrimination between the two measures. In other

words, the two measures share about 46% of the variance, and approximately 54%

of the variance is not common to the two measures. The finding suggests RA is

related to, but distinct from, LA, which is consistent with the findings of Saito et al.

(1999) and Sellers (2000). The distinguishability of RA from LA implies that they

are two different constructs. Since LA is frequently discussed by previous studies

(e.g., Elkhafaifi, 2005; Mills et al., 2006), more research should address issues

related to RA (e.g., relationship of L1 and L2 reading anxiety) to further understand

this construct.

With respect to the relationship between anxiety and reading comprehension

performance, the results of the ANOVA found no significant differences in reading

comprehension performance among the EFL students with high, mid, and low LA

and RA. Although the reading comprehension performance of the students in each

LA level and RA Level did not differ significantly, the descriptive statistics

presented in Table 7 indicate that students with high LA on average had lower

reading comprehension scores than the students with mid LA, followed by the

students with low LA. Low RA students had the highest mean of reading

comprehension scores, followed by mid RA students and high RA students. The

means plots (see Figure 1 and Figure 2) showed a general trend for lower LA and

RA associated with higher reading comprehension performance.

One of the possible reasons that the results showed no significant difference might

be due to small sample size. Another could be the reading passages used in the two
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reading comprehension tests. The reading passage in each test is extracted from the

articles in the textbook. The teacher teaches these articles in the reading courses, so

the students might be familiar with the reading passage when taking the test. Also,

the students can spend extra time studying these articles before taking the test. Thus,

the more anxious students supposed to have lower grades might get good grades

after their preparation for the test, and this could explain why the reading

comprehension performance of the students in each anxiety level does not differ

significantly in the study. To obtain significant results, future research should be

conducted on a larger sample. Also, future research should consider using a reading

text that students are not familiar with in order to investigate the actual reading

comprehension performance of the students with different levels of anxiety.

Table 7 Descriptive Data for Reading Comprehension Performance in each LA and
RA Level

Reading Comprehension Performance
LA N M SD RA N M SD
Low 13 80.58 12.88 Low 15 80.83 13.81
Mid 63 76.94 13.81 Mid 60 76.79 14.13
High 15 76.67 15.23 High 16 76.56 13.07

Figure 1 Means Plot for Reading Comprehension Performance in each LA Level

Figure 2 Means Plot for Reading Comprehension Performance in each RA Level
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As for the relationship between anxiety and gender, the result of the independent t-

test revealed that LA did not differ significantly across gender. This finding

contradicts that of Elkhafaifi (2005) and Abu-Rabia (2004), whose studies

uncovered significant differences in LA based on gender with females being more

anxious than males. Nevertheless, this finding accords with that of Matsuda and

Gobel (2005), who found no significant difference in LA between male and female

students. The similarity of the present study’s findings with those of Matsuda and

Gobel might be due to the similar learning context of studying English as a foreign

language, culture (Oriental culture), and geographical region (Eastern Asia) the

Japanese and Taiwanese participants of the two studies shared. As for reading

anxiety, no significant difference was found between males and females. Because

previous research has not addressed the issue of the association between gender and

RA, specifically, how RA differs across gender is still unclear. Future investigation

is warranted to determine whether LA and RA are indeed uncorrelated with gender.

In terms of the relationship between anxiety and the length of language learning,

the result of the dependent t-test showed students’ LA decreased as they spent more

time learning English in reading courses. The finding accords with that of Elkhafaifi
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(2005), whose study showed the older students spending more time learning in

school experience lower foreign language anxiety than younger students, but is

inconsistent with that of Casado and Dereshiwsky (2001), whose study showed

students’ foreign language anxiety increases slightly as they progress from the first

semester to the second semester. Future research is suggested to investigate whether

spending more time on language learning in school indeed leads to less LA. It is

noteworthy that there were no significant differences in students’ RA measured at

the beginning and the middle of the semester. The finding suggests that RA appears

to be a more stable construct as compared to LA.

The possible explanations for the inconsistent finding may be due to the

exploration of the students’ language learning with only eight weeks and the

teacher’s way of teaching. In the reading courses, the teacher spends much time

delivering lectures to explain the content, and analyzing important sentence patterns

and grammars. The students are seldom asked to speak English in front of the class

or communicate with their teacher and peers in English. Since LA is a general type

of anxiety with a strong element of speaking anxiety (Cheng et al., 1999; Horwitz et

al., 1986), it might be understandable that, at the beginning of the semester, when

the students do not know how the teacher is going to teach reading, they have a

higher level of LA. As they understand that oral communication in English is not

required in the reading courses, their LA significantly decreases over time. Since the

students in the reading courses have more access to the elements of reading such as

grammar, sentence patterns, and vocabulary, their RA would decrease with the

increasing exposure to and familiarity with reading. However, this study explored

the change of RA only from the beginning to the middle of the semester. The

students’ RA might not decrease rapidly in eight weeks. In addition, if RA is exactly
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as what the study identified, a more stable construct, students’ RA may decrease

slightly, not significantly during the short timeframe. Thus, examining a longer

period of language learning is suggested for future research to obtain a significant

decrease of RA.

Conclusions and Limitations

The present research uncovers a related but distinguishable relationship between LA

and RA. Whereas LA and RA are related, when recognizing the students with LA,

the teacher may anticipate the students might have RA as well. Though related, the

distinguishability of RA from LA suggests that they are two different phenomena in

foreign language learning. This study does not find statistically significant

differences in EFL reading comprehension performance of the students with high,

mid, and low levels of LA and RA. Nevertheless, it still identifies a general direction

of higher anxiety relating to lower reading comprehension performance and vice

versa based on the descriptive statistics. Therefore, though not significant, the

finding still suggests that L2 teachers should cope with students’ anxiety in order to

enhance reading comprehension performance and should create a low anxiety

classroom environment in order for students to learn reading. In contrast with

previous studies’ findings, this study does not identify significant differences

between males and females in their levels of LA and RA. Students’ LA significantly

decreases with their language learning in English reading courses from the

beginning to the middle of the semester while their RA doesn’t decrease during the

timeframe. Since RA seems to be more stable as compared to LA, when trying to

help the students suffering from LA and RA, the teacher should anticipate that RA

does not easily decrease, and thus coping with it requires more time.
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Several limitations are recognized in the study. First, the participants of the study

only cover a small population of the private university in southern Taiwan. It is

difficult to generalize the findings to all EFL students. Second, the Chinese versions

of the FLCAS and FLRAS used are self-reported questionnaires. However, there is a

potential limitation of self-reported data because some students might not be willing

to express themselves frankly. Thus, the validity of the two scales should be

considered. Third, the two scales were distributed at the beginning and the middle of

the semester, different results might have been obtained if they were administered at

the beginning and at the end of the semester. Finally, some variables such as the

allotted reading time, and the type and the length of the reading passage not included

in the analysis are possible limitations because they are also related to students’

anxiety level. There might be different results if the allotted time or the length of the

passage is longer or shorter than 30 minutes or 300 words respectively, and the

reading passage is narrative, argumentative, or expository rather than a dialogue.

Due to these limitations, suggestive rather than conclusive findings should be

considered in the present research.

Acknowledgement
I sincerely thank Dr. Camilla Vasquez and Dr. Marcella van Olphen for their
assistance with this study. In addition, I would like to thank Dr. Shu-Feng Tzeng
who helped me collect data and Dr. Pai-Lu Wu for his guidance about conducting
this research. I also thank the editor and reviewers for the time and effort they spent
on the manuscript.

References

Abu-Rabia, S. (2004). Teachers’ role, learners’ gender differences, and FL anxiety

among seventh-grade students studying English as a FL. Educational Psychology,

24(5), 711-721.

Abu-Rabia, S., & Argaman, O. (2002). The influence of language anxiety on

English reading and writing tasks among native Hebrew speakers. Language,



Asian EFL Journal Volume 13 Issue 2

294

Culture and Curriculum, 15(2), 143-160.

Alpert, R., & Haber, R. (1960). Anxiety in academic achievement situations.

Journal of Abnormal and Social Psychology, 61, 207-215.

Bailey, K. M. (1983). Competitiveness and anxiety in adult second language

learning: Looking at and through the diary studies. In: H.W. Seliger, & M.H.

Long (Eds.), Classroom oriented research in second language acquisition (pp.

67-102). MA: Newbury House.

Brantmeier, C. (2005). Anxiety about L2 reading or L2 reading tasks? A study with

advanced language learners. The Reading Matrix, 5(2), 67-85.

Brown, H.D. (2000). Principles of language learning and teaching. New York:

Addison Wesley Longman.

Brown, H.D. (2001). Teaching by principles: An interactive approach to language

pedagogy. New York: Addison Wesley Longman..

Carrell, P.L., & Grabe, W. (2002). Reading. In: N. Schmitt (Ed.), An introduction to

applied linguistics (pp. 233-250). Oxford: Oxford University Press.

Casado, M.A., & Dereshiwsky, M.I. (2001). Foreign Language Anxiety of

University Students. College Students Journal, 35(4), 539-551.

Chastain, K. (1975). Affective and ability factors in second language acquisition.

Language Learning, 25, 153-161.

Cheng, Y. S. (1998). Examination of two anxiety constructs: Second language class

anxiety and second language writing anxiety. Unpublished doctoral

dissertation, University of Texas, Austin.

Cheng, Y.S., Horwitz, E.K., & Schallert, D.L. (1999). Language anxiety:

Differentiating writing and speaking components. Language Learning, 49(3),

417-446.

Chiang, Y.N. (2006). Connecting two anxiety constructs: An interdisciplinary study

of foreign language anxiety and interpretation anxiety. Unpublished doctoral

dissertation, University of Texas, Austin.

Ehrman, M.E., Leaver, B.L., & Oxford, R.L. (2003). A brief overview of individual

differences in second language learning. System, 31, 313-330.

Elkhafaifi, H. (2005). Listening comprehension and anxiety in the Arabic language

classroom. The Modern Language Journal, 89(2), 206-220.

Ewald, J.D. (2007). Foreign language learning anxiety in upper-level class:

Involving students as researchers. Foreign Language Annals, 40(1), 122-142.



Asian EFL Journal Volume 13 Issue 2

295

Freese, A. (1997). Reading rate and comprehension: Implications for designing

computer technology to facilitate reading comprehension. Computer Assisted

Language Learning, 10(4), 311-319.

Gay, L.R., Mills, G.E., & Airasian, P. (2006). Educational research: Competencies

for analysis and application. Ohio: Pearson Prentice Hall.

Grabe, W., & Stoller, F.L. (2001). Reading for academic purpose: Guidelines for

ESL/EFL teachers. In: M. Celce-Murcia (Ed.), Teaching English as a second or

foreign language (pp. 187-203). US: Heinle & Heinle.

Horwitz, E.K., Horwitz, M.B., & Cope, J. (1986). Foreign language classroom

anxiety. The Modern Language Journal, 70(2), 125-132.

Hsu, Y.C. (2004). A study on junior college students’ reading anxiety in English as

a foreign language. Unpublished master’s thesis, National Chung Cheng

University, Chiayi, Taiwan.

Huang, H.Y. (2001). Chinese university foreign language students’ anxiety about

reading in English. Unpublished doctoral dissertation, Washington State

University, Pullman.

In’nami, Y. (2006). The effects of test anxiety on listening test performance. System,

34, 317-340.

Juang, A. (2007). Freshman English. Taiwan: All-people Professional AEPT

Publishing Company.

Kleinmann, H.H. (1977). Avoidance behavior in adult second language acquisition.

Language Learning, 27, 93-107.

Liu, M. (2006). Anxiety in Chinese EFL students at different proficiency levels.

System, 34(3), 301-316.

Matsuda, S., & Gobel, P. (2004). Anxiety and predictors of performance in the

foreign language classroom. System, 32, 21-36.

Mills, N., Pajares, F., & Herron, C. (2006). A reevaluation of the role of anxiety:

Self-efficacy, anxiety, and their relation to reading and listening proficiency.

Foreign Language Annals, 39(2), 276-295.

Na, Z. (2007). A study of high school students’ English learning anxiety. Asian EFL

Journal, 9(3), 22-34.

Ohata, K. (2005). Potential sources of anxiety for Japanese learners of English:

Preliminary case interviews with five Japanese college students in the U.S. TESL-

EJ, 9(3), 1-21.



Asian EFL Journal Volume 13 Issue 2

296

Perry, F. (2005). Research in applied linguistics: Becoming a discerning consumer.

NJ: Erlbaum.

Saito, Y., Horwitz, E. K., & Garza, T. J. (1999). Foreign language reading anxiety.

The Modern Language Journal, 83(2), 202-218.

Scovel, T. (1978). The effect of affect on foreign language learning: A review of

anxiety research. Language Learning, 28, 129-142.

Sellers, V.D. (2000). Anxiety and reading comprehension in Spanish as a foreign

language. Foreign Language Annals, 33(5), 512-521.

Wei, M. (2007). The interrelatedness of affective factors in EFL learning: An

examination of motivational patterns in relation to anxiety in China. TESL-EJ,

11(1), 1-23.

Wu, C. O. (1995). Communication apprehension, anxiety, and achievement: A study

of university students of English in Taiwan. Unpublished master thesis,

University of Texas, Austin.

Yeh, J. I. (1993). The relationship between learning strategies, teacher-student

interaction, and language proficiency. Unpublished master’s thesis, National

Kaohsiung Normal University, Kaohsiung, Taiwan.

Young, D.J. (1991). Creating a low-anxiety classroom environment: What does

language anxiety research suggest? The Modern Language Journal, 75(4), 426-

439.



Asian EFL Journal Volume 13 Issue 2

297

Appendices

Appendix A.1 - Foreign Language Classroom Anxiety Scale (FLCAS)

S
A

A N D S
D

1 I never feel quite sure of myself when I am speaking in my
Foreign language class. 1 2 3 4 5

2 I don’t worry about making mistakes in language class. 1 2 3 4 5
3 I tremble when I know that I’m going to be called on in

language class. 1 2 3 4 5

4 It frightens me when I don’t understand what the teacher is
saying in the foreign language. 1 2 3 4 5

5 It wouldn’t bother me at all to take more foreign language
classes. 1 2 3 4 5

6 During language class, I find myself thinking about things that
have nothing to do with the course. 1 2 3 4 5

7 I keep thinking that the other students are better at language
than I am. 1 2 3 4 5

8 I am usually at easy during tests in my language classes. 1 2 3 4 5
9 I start to panic when I have to speak without preparation in

language class. 1 2 3 4 5

10 I worry about the consequences of failing my foreign language
class. 1 2 3 4 5

11 I don’t understand why people get so upset over foreign
language class. 1 2 3 4 5

12 In language class, I can get so nervous I forget things I know. 1 2 3 4 5
13 It embarrasses me to volunteer answers in my language class. 1 2 3 4 5
14 I would not be nervous speaking the foreign language with

native speakers. 1 2 3 4 5

15 I get upset when I don’t understand what the teacher is
correcting. 1 2 3 4 5

16 Even if I am well prepared for language class, I feel anxious
about it. 1 2 3 4 5

17 I often feel like not going to my language class. 1 2 3 4 5
18 I feel confident when I speak in my foreign language class. 1 2 3 4 5
19 I am afraid that my language teacher is ready to correct every

mistake I make. 1 2 3 4 5

20 I can feel my heart pounding when I am going to be called on
in my language class. 1 2 3 4 5

21 The more I study for an language test the more confused I get. 1 2 3 4 5
22 I don’t feel pressure to prepare very well for language class. 1 2 3 4 5
23 I always feel that the other students speak the foreign language

better than I do. 1 2 3 4 5

24 I feel very self-conscious about speaking the foreign language
in front of other students. 1 2 3 4 5

25 Language class moves so quickly I worry about getting left
behind. 1 2 3 4 5

26 I feel more tense and nervous in my language class than in my 1 2 3 4 5
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other classes.
27 I get nervous and confused when I am speaking in my

language class. 1 2 3 4 5

28 When I am on my way to language class, I feel very sure and
relaxed. 1 2 3 4 5

29 I get nervous when I don’t understand every word the language
teacher says. 1 2 3 4 5

30 I feel overwhelmed by the number of rules you have to learn to
speak a foreign language. 1 2 3 4 5

31 I am afraid that the other students will laugh at me when I
speak the foreign language. 1 2 3 4 5

32 I would probably feel comfortable around native speakers of
the foreign language. 1 2 3 4 5

33 I get nervous when the language teacher asks questions which
I haven’t prepare in advance. 1 2 3 4 5

Appendix A.2 - The Chinese Version of Foreign Language Classroom Anxiety
Scale

1 1 2 3 4 5

2 1 2 3 4 5

3 1 2 3 4 5

4 1 2 3 4 5

5 1 2 3 4 5

6 1 2 3 4 5

7 1 2 3 4 5
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8 1 2 3 4 5

9 1 2 3 4 5

10 1 2 3 4 5

11 1 2 3 4 5

12 1 2 3 4 5

13 1 2 3 4 5

14 1 2 3 4 5

15 1 2 3 4 5

16 1 2 3 4 5

17 1 2 3 4 5

18 1 2 3 4 5

19 1 2 3 4 5

20 1 2 3 4 5

21 1 2 3 4 5

22 1 2 3 4 5

23 1 2 3 4 5

24 1 2 3 4 5

25 1 2 3 4 5

26 1 2 3 4 5

27 1 2 3 4 5

28 1 2 3 4 5

29 1 2 3 4 5

30 1 2 3 4 5

31 1 2 3 4 5

32 1 2 3 4 5

33 1 2 3 4 5
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Appendix B.1- Foreign Language Reading Anxiety Scale (FLRAS)

S
A

A N D S
D

1 I get upset when I am not sure whether I understand what I
am reading in (French, Russian, Japanese). 1 2 3 4 5

2 When reading (French, Russian, Japanese), I often understand
the words but still can’t quite understand what the author is
saying.

1 2 3 4 5

3 When I’m reading (French, Russian, Japanese), I get so
confused I can’t remember what I am reading. 1 2 3 4 5

4 I feel intimidated whenever I see a whole page of (French,
Russian, Japanese) in front of me. 1 2 3 4 5

5 I am nervous when I am reading a passage in (French,
Russian, Japanese) when I am not familiar with the topic. 1 2 3 4 5

6 I get upset whenever I encounter unknown grammar when
reading (French, Russian, Japanese). 1 2 3 4 5

7 When reading (French, Russian, Japanese), I get nervous and
confused when I don’t understand every word. 1 2 3 4 5

8 It bothers me to encounter words I can’t pronounce while
reading (French, Russian, Japanese). 1 2 3 4 5

9 I usually end up translating word by word when I am reading
(French, Russian, Japanese). 1 2 3 4 5

10 By the time I get past the funny letters and symbols in
(French, Russian, Japanese), it’s hard to remember what
you’re reading about.

1 2 3 4 5

11 I am worried about all the new symbols I have to learn in
order to read in (French, Russian, Japanese). 1 2 3 4 5

12 I enjoy reading (French, Russian, Japanese). 1 2 3 4 5
13 I feel confident when I am reading in (French, Russian,

Japanese). 1 2 3 4 5

14 Once I get used to it, reading (French, Russian, Japanese) is
not so difficult. 1 2 3 4 5

15 The hardest part of learning (French, Russian, Japanese) is
learning to read. 1 2 3 4 5

16 I would be happy just to learn to speak (French, Russian,
Japanese) rather than having to learn to read as well. 1 2 3 4 5

17 I don’t mind reading to myself, but I feel very uncomfortable
when I have to read (French, Russian, Japanese). 1 2 3 4 5

18 I am satisfied with the level of reading ability in (French,
Russian, Japanese) that I have achieved so far. 1 2 3 4 5

19 (French, Russian, Japanese) culture and ideas seem very
foreign to me. 1 2 3 4 5

20 I have to know so much about (French, Russian, Japanese)
history and culture in order to read English. 1 2 3 4 5

Appendix B.2 - The Chinese Version of Foreign Language Reading Anxiety
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Scale

1 1 2 3 4 5

2 1 2 3 4 5

3 1 2 3 4 5

4 1 2 3 4 5

5 1 2 3 4 5

6 1 2 3 4 5

7 1 2 3 4 5

8 1 2 3 4 5

9 1 2 3 4 5

10 1 2 3 4 5

11 1 2 3 4 5

12 1 2 3 4 5

13 1 2 3 4 5

14 1 2 3 4 5
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15 1 2 3 4 5

16 1 2 3 4 5

17 1 2 3 4 5

18 1 2 3 4 5

19 1 2 3 4 5

20 1 2 3 4 5

Appendix C.1 - Reading Comprehension Test I

Welcome To CSU
Wei is working in the cafeteria at CSU.

Wei：What will it be, noodle or rice?

Feng-Yi：Actually, I’m thinking about going to school here. Can you answer some

questions?

Wei：Sure, but why ask me? Why not ask an admissions officer?

Feng-Yi：Well, they always tell you great things about the school. That’s their job.

Wei：Oh, I get it .You want to know what a real student thinks.

Feng-Yi：Right! So, what should I know about CSU?

Wei：It’s a great place! And the cafeteria food is awesome!

Feng-Yi：Come on! I didn’t ask a tough question, did I?

Wei：Okay, okay. Well, I’m a junior here in the department of electrical

engineering.

Feng-Yi：I’ve heard this school has many engineering programs.

Wei：Right. And they are well-known for how good they are! I really like our

professors.

Feng-Yi：That’s great, but I’m thinking of choosing English as my major.

Wei：No problem there. We have a really good foreign languages department.

Feng-Yi：Does that mean I’ll have a chance to study in a foreign country?

Wei：Sure! CSU has partnership with schools in countries as far away as Costa
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Rica and Slovenia. Last year I studied in Vietnam.

Feng-Yi：That sounds like a pretty cool school. Do you have time to tell me more?

Wei：I’m glad you asked! It’ll be a relief to take to take a break from working.

Let’s go sit down.

Feng-Yi：Okay, as long as you don’t mind answering more questions.

Wei：I’m happy to help!

Reading Comprehension Test:   Multiple-Choice Questions

1. （B ）What is Wei’s job ? (A) He’s an admissions officer . (B) He works in

the afeteria . (C) He’s an engineer .

2. （B ）Who studies electrical engineering ?(A) Feng-Yi does . (B) Wei does .

(C) They both do .

3. （C ）What is Feng-Yi thinking about choosing as her major ?

(A) Electrical engineering .  (B) Foreign languages .  (C) English .

4. （A ）Where did Wei study last year ? (A) Vietnam .  (B) Slovenia .  (C)

Costa Rica .

5. （B ）All of the student felt that the science test was too ？

(A) relief  (B) tough  (C) right

6. （B ）The toothpaste company formed a with the toothbrush company.

(A) professor (B) partnership (C) officer

7. （C ）Rachel said the food in the school made her sick.

(A) department (B) admission (C) cafeteria.

8. （A ）We’ve been walking too much.  Let’s sit down and give our feet some

(A) relief   (B) though   (C) right

9. （C ）I don’t know if got accepted to that university.  Maybe I should call the

office and ask them . (A) department    (B) cafeteria (C) admissions

10. （A ）If you don’t understand something in the textbook, talk to your

about it .

(A) professor    (B) partnership    (C) officer

11. （B ）If you want to work in business, it’s a good idea to learn a

language.
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(A) relief  (B) foreign  (C) though

12. （A ）Why don’t you go to the shoe while I look for a new dress .

(A) department  (B) admission  (C) cafeteria

13. （B ）If you’re studying for a long time, you should every hour or two .

(A) come on  (B) take a break  (C) work

14. （C ）You don’t want to go outside? ！ It’s a beautiful day！

(A) take a break  (B) suddenly (C) come on

15. （A ）Let’s lunch in the school cafeteria？(A) have  (B) to have (C)

having

16. （A ）That model is known her bright smile. (A) for (B) to (C) of

17. （C ）Would you mind seats with me？(A)change (B) to change (C)

changing

18. （A ）Your name is Tom, ？(A)right (B) don’t you (C) aren’t I

19. （B ）You want to be a teacher, ？(A)right (B) don’t you (C) aren’t I

20. （C ）I am your friend, ？ (A)right (B) don’t you (C) aren’t I

Appendix C.2 - Reading Comprehension Test II

Double Date!

Kate and Bill just finished their last class of the week…

Kate：I’m so glad it’s Friday and classes are over!

Bill：Me, too! Jamie and I are going to Cijin Island tomorrow. Do you want to

come?

Kate：It’s nice of you to ask, but I don’t really want to tag along on your date.

Bill：Well, actually, Jamie’s cousin Dan is visiting from Taipei, and she has to

entertain him.

Kate：Cousin from Taipei, huh？ Is he cute?

Bill：You won’t know unless you go with us!

Kate：Okay, okay ... I’ve never been to Cijin Island, anyway.

Bill：Really？There are many fun things to do. We can take a ride in a pedicab to

see the sights.
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Kate：I didn’t know there was any place in Taiwan that still had pedicab.

Bill：Cijin is one of the few places they can be found. The pedicab driver can take

us to places like Cijin’s Matsu temple.

Kate：That sounds interesting.

Bill：After visiting the island, we can come back to Sizihwan on the ferry. We’ll

have a great view of Kaohsiung across the water.

Kate：Looking at the scenery will be very romantic, at least for you and Jamie.

Bill：We can sit on the beach at Sizihwan and watch the sun go down. It’s one of

the prettiest things to see in the area, even if you’re alone!

Kate：Okay. But there’s one thing I have to do before we leave the island.

Bill：What’s that?

Kate：I want to stuff myself with some of Cijin’s delicious seafood. I’ve heard it’s

great!

Bill：It sure is. And the prices can’t be beat!

Kate：I’m hungry already. When do we leave？

Bill：Let’s meet at school at ten in the morning.

Kate：Ten in the morning?! Jamie’s cousin had better be cute if I’m to get up that

early.

Bill：If you don’t like him, all the seafood you can eat is on me.

Kate：It’s a deal！

Reading comprehension test: Multiple-choice questions

1.（A）What does Kate want to do on Cijin lsland?

(A) Eat seafood.   (B) Ride in a pedicab with Dan.   (C) Sit on the baech.

2.（C）Where is Jamie’s cousin from?  (A) Cijin lsland.  (B) Sizihwan.  (C) Taipei.

3.（A）What does Kate say will be romantic?

(A) Looking at the scenery.   (B) Jamie’s cousin Dan.   (C) Seafood.

4.（B）What will happen tomorrow?

(A) Kate will have a date with Bill.        (B) Bill will have a date with

Jamie.

(C) Jamie’s cousin will call Kate.
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5.（C）We’re going to have hot pot tonight, so you not eat a big lunch.

(A) tag along  (B) double date  (C)had better

6.（B）Helen cakes when we want out for afternoon tea at the hotel.

(A)take a ride  (B)stuffed herself with   (C) come back to

7.（A）Kevin himself with cake and bread.  (A) stuffed  (B) entertain  (C)tog

8.（A）I really like this coat, but I don’t like the ! I can’t pay that much!

(A) price  (B) sight  (C)view

9.（C）Most American tourists like to visit when they go to Japan.

(A)price (B) date (C)temples

10.（B）Jennifer wants to go to the pool today, but she doesn’t want her sister to

along.

(A)entertain  (B) tag  (C)stuff

11.（B）The view from Taipei 101 at nighttime is a beautiful .

(A)temple (B)sight (C)pedicab

12.（A）Bill likes riding the train more than flying because he can see more from

the window.

(A)scenery  (B) price  (C)seafood

13.（B）When we visited Shanghai, we rode in a operated by a local man.

(A) temples   (B) pedicab   (C)ferry

14.（C）History is my least favorite thing to study because I don’t think it is very

(A) romantic   (B)delicious  (C)interesting

15.（C）What can happen if two friends end up being “boyfriend and girlfriend”?

(A) Talk about it.  (B) They both don’t want it.   (C) Things can go badly.

16.（C）How can an outside observer tell if a girl likes her guy friend?

(A) He’s a comedian.   (B) He makes jokes.   (C) She laughs at all of his

jokes.

17.（A）What might a guy who likes a girl do?

(A) Make jokes about her being his girlfriend.      (B) Just to see what

she’ll say.

(C) Make her jealous.

18.（B）What sometimes happens when boys and girls are friends?

(A)They feel pressure.   (B) One person ends up liking his/her friend.
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(C) They hold hands.

19.（C） After dinner, we can watch a movie.  (A) to eat  (B) eat   (C) eating

20.（A） It’s nice you to help me. (A) of   (B) for  (C) on


