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The objectives of the study are (1) to examine the extent of speaking anxiety
(SA) experienced by students who learn English as a second language, (2) to
simultaneously explore the relationships of SA to several other variables of interest to
researchers, (3) to develop a speaking anxiety reduction model (Wang SAR Model)
based on the Rational Emotive Behavioral Therapy (REBT), and (4) to find out the
effects of the Wang SAR Model on SA, as well as on speaking performance.

The participants were the first-year non-English-major undergraduates
studying in Guizhou College of Finance and Economics, Guizhou, China. They were
all enrolled in the course of English as a second language, which was compulsory and
credit-bearing. A total of 240 participants were investigated on their SA, 103 were
investigated on the relationships of their SA to their trait anxiety (TA), unwillingness
to communicate (UTC), language achievement (LA), English speaking self-efficacy
(SSE), language class risk-taking (LCR), as well as language class sociability (LCS),
and 32 were involved in an experiment testing the effects of the Wang SAR Model.

The results of statistical analysis showed that (1) the learners experienced a
moderate level of SA on an average, and over half of the learners’ levels of SA fell in

the moderate or high interval in terms of distribution; (2) the mean level and the
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distribution of the levels of SA did not differ significantly in terms of gender; (3) SA
was positively correlated with TA, UTC, as well as the two principal components of
UTC (UTCA: the approach-avoidance dimension; UTCR: the reward dimension), and
negatively with LA, SSE, LCR, and LCS; (4) SA could be best predicted by UTCA,
LCR, and LA; (5) SA was directly influenced by UTCA, indirectly influenced by TA,
and it could further influence LCR, as well as LCS; (6) SA and LA had mutual
influences on each other; (7) the Wang SAR Model was capable of reducing SA, and
improving speaking performance by increasing the total number of words in
communication units; and (8) the effects of the Wang SAR Model on SA and speaking

performance did not differ significantly in terms of gender.
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CHAPTER 1

INTRODUCTION

As an emotional phenomenon, language anxiety has been attracting a lot of
attention from educators and researchers in the past decades. Being a primary
component of language anxiety, speaking anxiety (SA) has been examined by numerous
investigations. Though many truths have been revealed on this issue, there are still
many problems in urgent need of solution. The present study probed into the topic of
SA from a unique perspective. This chapter is an introduction to the whole study. The
rationale and objectives of the study are presented here. The significance, scope and

limitations of the study are argued. The definitions of key terms are provided.

1.1 Rationale

Learner differences in second or foreign language learning can be interpreted
not only in terms of cognitive factors such as language aptitude, learning style, but
also the affective factors, such as motivation and anxiety. Scholarly interest in the
relationship of anxiety to second language learning began in the 1960s (Djigunovic,
2006). Early research produced confusing results. Some studies revealed positive
correlations between anxiety and language proficiency, others revealed negative ones,
and there were still others which revealed no correlations either positive or negative
(Scovel, 1978: see Section 2.2). The confusing findings made researchers unable to

establish a clear picture of how anxiety affects language learning and performance.



Reviewing the literature then available, Scovel (1978) concluded that it was difficult
to determine the effects of anxiety on language learning because of (a) the
inconsistency of instruments used to assess anxiety, and (b) the complex and intricate
hierarchy of variables that may intervene in the language learning process.

Scovel (1978) suggested that language researchers should be specific about the
type of anxiety they were measuring and recommended that anxiety studies take note
of the different types of anxiety that had been identified. Maclntyre & Gardner (1989,
1991), suggested that three types of anxiety— trait, state, and situation-specific
anxiety— could be identified in studies on the role of anxiety in second language
learning. Horwitz, Horwitz, and Cope (1986) proposed that the anxiety that was
responsible for students’ negative emotional reactions to language learning was
situation-specific, and they called it Foreign Language Anxiety. They developed an
instrument, the Foreign Language Classroom Anxiety Scale (FLCAS), to measure this
anxiety. According to Horwitz et al., the scale had high internal consistency, achieving
an alpha coefficient of .93. A test-retest reliability over eight weeks achieved an r=.83
(p<.001). A construct validation study was also carried out, showing that the FLCAS
was related to but distinguishable from other specific types of anxiety.

The situation-specific view of anxiety clarifies a lot of the earlier confusing
findings. Horwitz (2001) reviewed related literature and suggested that studies using
the FLCAS and other specific measures of second language anxiety had found
consistent moderate negative correlations between the foreign language anxiety and
measures of second/foreign language achievement (typically final grades).

Apart from the relationship between language anxiety and language

achievement, many studies have also investigated the relationships of language



anxiety to other factors. All the studies up to now have greatly deepened our
understanding of the construct of language anxiety, yet knot points and issues still
exist. Firstly, findings on the relationships between language anxiety and various
factors have not always been consistent. Secondly, researchers can still not agree on
whether language anxiety is primarily a cause or “side effect” in the process of second
language learning (Maclntyre, 1995; Horwitz, 2001; Sparks & Ganschow, 2007).
Thirdly, few empirical studies have attempted to investigate the effects of anxiety
reduction techniques on language anxiety and language performance.

The last of the above mentioned issues was noted by Jones (2004, p. 37) who
commented that:

There do not seem to be any specific remedies for language anxiety.
The treatment recommended by researchers and theorists could
certainly work as a prescription for anxiety but it might as easily be
advice on what ‘the good teacher’ should routinely do. Oxford (1999:
67), for example, proposes a schedule of suggestions for diminishing
language anxiety, including: ‘Encourage moderate risk-taking and
tolerance of ambiguity in a comfortable, non-threatening environment’
and ‘Give students permission to use the language with less than
perfect performance’. Tsui (1996: 164) urges teachers to establish good
relationships and have private consultations with individual students. A
good learning atmosphere, she says, ‘allows students to have time to
think, to check with each other or even admit publicly that they don't
know the answer, without fear...” (p.165). All such advice is excellent
but applicable even to students who do not necessarily show signs of
anxiety. The advice cannot be other than general.

All the remaining problems related to language anxiety justify more efforts to
be devoted to the issue. In the expectation of making some contributions and

developing the current state of knowledge, the author selected the present study of SA.



1.2 Objectives of the Study

Rather than investigating language anxiety as a whole, the present study

focused on a primary component of language anxiety— speaking anxiety (SA), which

is the anxiety related to classroom speaking performance. The objectives include:

(1) To examine the extent of SA experienced by students, and to investigate
whether SA differs significantly in terms of gender;

(2) To explore the relationships of SA to other variables of interest to
researchers;

(3) To develop a speaking anxiety reduction model (Wang SAR Model) based
on the Rational Emotive Behavioral Therapy (REBT);

(4) To find out the effects of the Wang SAR Model on SA as well as on
speaking performance, and to examine whether the effects of the model differ
significantly in terms of gender.

The first objective was expected to reveal the seriousness of SA, and its
relationship to gender. Findings on the relationship between language anxiety and
gender are still confusing.

The second objective attempted to get a better understanding of the
relationships of SA to other variables. To achieve the second objective, the following
criteria were followed to identify the “other variables™: (a) The variables had been
studied with college students so that they could be relevant to the present research
population; (b) The variables had been found to be related to language anxiety, since
variables unrelated to language anxiety are unlikely to be related to SA, a component
of language anxiety; (c) The variables had values theoretically in normal distribution
so that they could be submitted to various advanced statistical analysis; and (d) The

variables could be investigated by the author with a questionnaire or with the



documents available from the relevant language teachers or the administrative offices,
so that they were cost-effective and feasible for the present author who had limited
time and research fund. Based on those criteria, a list of variables were selected: trait
anxiety (TA), unwillingness to communicate (UTC), language achievement (LA),
speaking self-efficacy (SSE), language class risk taking (LCR), and language class
sociability (LCS). Though previous studies had tapped one or more of those variables,
no studies had been found to have investigated all the variables simultaneously (see
Ely, 1886; Horwitz, 1991; Liu and Jackson, 2008). By covering all those variables in
one study and focusing on their relationships to SA (rather than language anxiety in
general), the present author expected that new relationships could be revealed, and the
relative strengths of the relationships could be exposed.

The third objective was selected because no ready models specifically
effective for treating language anxiety were available. REBT was a typical technique
of Cognitive Restructuring (CR), which had been recommended as applicable to the
problem of language anxiety (see Section 2.7.2). As a type of psychotherapy, REBT
can not be directly applied to language anxiety and thus the author decided to develop
a speaking anxiety reduction model (the Wang SAR Model) from the REBT (see
Section 5.1.2).

The last of the objectives mentioned above was expected to test the
effectiveness of the Wang SAR Model. Speaking performance was involved, because
the author also wanted to further examine which aspect(s) of speaking performance
could be influenced by the model. With gender involved, the effects of the model
could be better understood.

The purpose of the 4 objectives together was not only to achieve a better

understanding of SA, but also to develop and test a specific remedy for SA.



1.3 Significance of the Study

Educational research serves the purposes of finding solutions to education
problems and gaining insight into issues people do not understand. The goal is to
discover principles or interpretations of behavior not only for explaining and
predicting, but also for controlling of events (Ary, Jacobs, Razavieh, & Sorensen,
2006). The present study was justifiable according to the goal of general education
research.

Scovel (1991, p. 23) suggested that anxiety is related to “the intricate
hierarchy of learner variables that intervene”. Based on Scovel’s suggestion, it could
be hypothesized that there are complicated relationships (still beyond the knowledge
of researchers) between SA and the other variables involved in the present research
objectives. Investigating SA and the related variables, the present study could be
expected to shed new light on the relationships, and help people to better explain the
construct of SA and its relationships to other variables. Based on the better
explanation, educators are likely to achieve a more precise prediction and control of
SA.

Developing and testing the Wang SAR Model had merits for controlling SA.
Maclntyre (1999, p. 33) claimed that speaking seemed to be “the single most
important source of language anxiety”. Anxiety is believed to occupy the limited
cognitive resources and thus reduce the effectiveness of language behaviors (see
Section 2.6.2). Phillips (1992) revealed that foreign language anxiety was negatively
and moderately correlated with oral exam grades even when ability was controlled.

Studies with induced anxiety indicated that the more anxious learners produced



speech of lower quality than the less anxious ones (Djigunovi¢, 2006). All the views
and findings suggest the urgent need of techniques for the controlling of SA. The
outcome of the present study had the possibility to satisfy the need to a certain degree.

The merits for explanation and control of SA can also be considered as the
theoretical and practical value of the present study, of which the practical value

appears particularly significant.

1.4 Scope and Limitations

The study focused on the population of the first year undergraduate students
majoring in subjects other than English in Guizhou College of Finance and
Economics, Guizhou, mainland China. The selection of the particular population was
determined by the convenience to the researcher as well as by the nature of the
college. The researcher was an English teacher in the college and could more easily
get support and help needed for the study. The majority of the students here majored
in subjects other than English. The college was a second level higher education
institute in southwest China. The students had a relatively poor grasp of the English
language on an average, as could be shown by the unsatisfactory passing rates in the
College English Test in recent years (rarely over 50% for test takers). Those factors
constituted part of the background of the research. The specific background on which
the investigation was carried out could limit the generalization of the findings to other
backgrounds. To achieve a higher internal validity, strict control of the experimental
condition was employed which could reduce the external validity. Due to the financial
and time limit, the number of the participants might not be large enough to best

represent the research population. Further research on different backgrounds,



involving different factors, and drawing larger sizes of samples is worthwhile.

1.5 Definitions of Key Terms

The terms listed below were essential to the research. The definitions of the terms
served the purpose of delimitating the concepts so that they could be unambiguously
operated in the collection and analysis of the data in the study. Some of the definitions
could be inconsistent with those for the same term mentioned in the literature.

(1) Speaking Anxiety (SA): the proneness of becoming anxious in English
speaking performance in the classroom, as measured by the Speaking Anxiety Scale
(see Appendix A).

(2) Trait Anxiety (TA): the principal component of the trait anxiety
(Spielberger, 1983) related to mood, as measured by the Trait Anxiety Scale (see
Appendix B: Part 1 (I)).

(3) Unwillingness to Communicate (UTC): the degree of reluctance to
exchange ideas with others, as measured by the Unwillingness to Communicate Scale
(Appendix B: Part 1 (II)).

(4) Language Class Risk-Taking (LCR): the tendency in language class to use
the English form whose correctness is beyond the confidence of the user, as measured
by the Language Class Risk-Taking Scale (Appendix B: Part 2 (IT 1-6)).

(5) Language Class Sociability (LCS): the tendency in language class to use
English for socializing, as measured by the Language Class Sociability Scale
(Appendix B: Part 2 (IT 7-11)).

(6) Speaking Self-Efficacy (SSE): the self-ratings of English speaking levels,

as measured by the Speaking Self-Efficacy Scale (Appendix B: Part 3).



(7) Language Achievement (LA): achievement in English as indicated by the
reported Language Achievement on College Entrance Test (LAE) and the Language
Achievement on Final-Term Test (LAF).

(8) Wang SAR Model: a model (lecture specified by a given script) developed
from the Rational Emotive Behavioral Therapy (REBT) for the purpose of reducing
English speaking anxiety, as is presented in Chapter 5.

(9) Speaking State Anxiety (SAstate): the momentary fear of concrete problems in
oral English use, as measured by the Speaking State Anxiety Scale (see Appendix C).

(10) Speaking Performance: the impromptu speaking behavior in English, as is
tested by the picture-describing tasks in laboratory conditions specified by the author,

and assessed by the Speaking Performance Assessment Criteria (See Appendix D).

1.6 Summary

Language anxiety is a situation specific phenomenon. It is negatively related
to language achievement. SA is a primary component of language anxiety. Learners
experiencing higher SA have been found to produce speech of a lower quality. To
better understand and control the issue, the present study examined the SA
experienced by students, and explored its relationships to other variables. A model for
treating SA was to be developed, and its effects on SA and speaking performance
were to be tested. The study was expected to contribute to the explanation, prediction
and controlling of SA. Focusing on the population in one college in China, and with a

relatively small number of participants, the research had its limitations.



CHAPTER 2

REVIEW OF RELATED LITERATURE

This chapter is a review of related literature. It begins with a discussion of the
concepts of general anxiety and language anxiety, and continues with an introduction
of the techniques for identifying language anxiety. Subsequently, literature on the
relationships of language anxiety to learner variables and language learning/using are
covered. Finally the theories concerning language anxiety are presented; basic

learning theories relevant to and specific remedies for language anxiety are introduced.

2.1 Concept of Anxiety

Anxiety is generally defined by psychologists as a state of apprehension, a
vague fear that is only indirectly connected with an object (Hilgard, Atkinson &
Atkinson, as cited in Scovel, 1991). As an emotional state, anxiety is related to the
arousal of the limbic system (Lamendella, as cited in Scovel, 1991). There are also
definitions which relate anxiety to the autonomous system (Spielberger, as cited in
Horwitz, Horwitz & Cope, 1991), for the limbic system is closely related to the
autonomous system. Typical components of anxiety include: (a) the emotional
experience, (b) the related object/objective, and (c) the physical arousal. Spielberger
(as cited in Young, 1991a) further distinguished between trait anxiety and state anxiety.
The former was regarded as a comparatively stable personal difference in anxiety-

proneness. The latter was a transitory subjective feeling of worry, apprehension,
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nervousness, and tension, accompanied by activation of the individual's nervous
system. Alpert and Haber (1960) brought about the concepts of facilitating and
debilitating anxieties, based on the effects of anxiety on test achievement. According
to Alpert and Haber, these constructs were independent of each other. Thus a person
could have both anxieties, one of them, or neither of them. Scovel (1978) suggested
that facilitating anxiety stimulated learners to approach the learning task, while
debilitating anxiety spurred learners to avoid it. Chastain (1975, p. 160) suggested that
“perhaps some concern about a test is a plus while too much anxiety can produce

negative results”.

2.2 Concept of Language Anxiety

Though helpful, the concept of general anxiety is not adequate for the research
on second language acquisition, for it can not help to clarify the confusing results of
early studies. Some of those studies revealed incomplete correlations between anxiety
and language achievements. For example, Swain and Burnaby (1976) studied English
speaking French students, finding a negative correlation between one measure of
French proficiency and anxiety and no correlation between other measures of French
proficiency and anxiety. Tucker, Hamayan, & Genesee (1976) also found that anxiety
correlated again with one measure of French proficiency, but not with any of the three
other measures of language proficiency. Other studies found complete correlations,
but these correlations contradicted the results got from other students or languages.
The study by Chastain (1975) showed that the test scores of French audio-lingual
method students negatively correlated with anxiety, while the test scores of German

and Spanish students using the traditional method positively correlated with anxiety.
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The confusing findings partly resulted from the inconsistency of instruments
used (Scovel, 1978), which was further related to the inconsistency of the concept of
anxiety cherished by the researchers. Thus a clear and widely accepted
conceptualization of the anxiety involved in language learning is indispensable for a
clarification of the embarrassing situation. Maclntyre and Gardner (1994) defined
language anxiety as the feeling of tension and apprehension specifically connected to

second language contexts, including speaking, listening and learning. A more

detailed description of language anxiety was provided by Horwitz et al. (1986). They
regarded communication apprehension, test anxiety, and fear of negative evaluation as
the conceptual building blocks for the description of foreign language anxiety.
Communication apprehension is considered as fear or anxiety related to
communicating with people. They suggested that the inability to express one’s
thoughts and ideas in the foreign language or the inability to comprehend another
person were potential sources of anxiety for language learners. Test anxiety is a type
of performance anxiety due to a fear of failure (Gordon & Sarason; Sarason, as cited
in Horwitz et al., 1991). Test-anxious students often set excessively high standards for
themselves and get anxious when they fail to show perfect test performance. Students
who are test-anxious in foreign language class suffer a lot owing to the frequent
assessments inherent in the learning. Fear of negative evaluation is defined as the
apprehension about evaluation from others, the avoidance of being involved in
evaluative situations, and the expectation that one is negatively evaluated by others
(Watson & Friend, as cited in Horwitz et al., 1991). Fear of negative evaluation is not

limited to test-taking situations, which separates it from the concept of test anxiety.
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Although communication apprehension, test anxiety, and fear of negative
evaluation are useful for describing foreign language anxiety, Horwitz et al. (1986)
suggested that foreign language anxiety was not merely the sum of these fears. They
considered foreign language anxiety as a distinct complex of self-perceptions, beliefs,
feelings, and behaviors connected with, and arising from classroom language learning
situations. Foreign language anxiety is a form of situation-specific anxiety: it is stable
over time but limited to the particular situations of language learning. Except the
foreign language anxiety defined by Horwitz et al. (1986), the anxiety related to specific
language skills, such as writing, reading, listening, and speaking are all situation
specific anxieties. The situation-specific anxiety is different from the state anxiety,
because it is the tendency to become anxious, rather than the real-time anxious feeling.
It is different from the trait anxiety, for it is limited to a specific type of situation, rather
than across various types of situations. MacIntyre and Gardner (1991a) suggested that
situation-specific anxiety can be seen as trait anxiety in a given context.

The conceptualization of language anxiety clarified a lot of the early
confusions. Relatively consistent findings on the effects of language anxiety have
been obtained by researchers viewing and measuring language anxiety as a situation-

specific phenomenon (see Section 2.5.1).

2.3 ldentification of Language Anxiety

Students with different levels of anxiety in the foreign language classroom
settings have different characteristics and can thus be identified. Basic approaches to
identifying language anxiety include self-report and observation (Scovel, as cited in

Madsen, Brown, & Jones, 1991).
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2.3.1 Self-Report

Self-report is the technique which is most widely used in the research of
language anxiety, because of its practicality and availability (Madsen et al., 1991).
Self-report methods generally take the forms of Likert scales. The respondent must
select from the choices on the scale to express his\her anxiety (Maclntyre & Gardner,
1994a). One of the popularly used self-report Likert scales is the Foreign Language
Classroom Anxiety Scale (FLCAS) by Horwitz et al. (1986). The FLCAS has 33
items, each expressed by a S5-point sub-scale, ranging from “strongly agree” to
“strongly disagree”. The items presented are reflective of communication
apprehension, test anxiety, and fear of negative evaluation. For Horwitz et al., the
scale possessed a high validity and reliability. The FLCAS measures a learner’s
general language anxiety instead of tapping only temporary states of anxiety. Another
less commonly employed self-report technique is marking on figures representing the
continuity of the levels of anxiety (see MacIntyre & Gardner, 1991b).

2.3.2 Observation

Anxiety, similar to other types of emotions, can be observed on certain
occasions, because emotions can sometimes be revealed by facial expressions, voices,
gestures, or behaviors etc. Nevertheless, observation is not sensitive enough to be

commonly employed as a measure of language anxiety (Snyder & Ray, 1971).

2.4 Relationships of Language Anxiety to Learner Variables

Learner variables can include any differences between individual learners or
groups of learners. In this section, only non-linguistic variables are covered, including
culture, belief, personality, state anxiety, and gender. Language achievement and

performance are to be discussed in a separate section.
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2.4.1 Language Anxiety and Culture

In the study of various cultural groups, Horwitz (2001) noted relatively
different means of scores on the FLCAS. Americans displayed similar levels of
foreign language classroom anxiety, Korean EFL (English as a Foreign Language)
learners showed higher levels, and Turkish learners of English lower levels. Horwitz
claimed that general foreign language anxiety might differ between various cultural
groups. The study by Woodrow (2006) indicated that English language learners from
Confucian Heritage Cultures (China, Korea and Japan) were more anxious language
learners than European and Vietnamese participants.

2.4.2 Language Anxiety and Beliefs

Beliefs can be related to oneself or to language learning. The beliefs related to
oneself are also labeled self-constructs. Mercer (2008) suggested that in research and
theorizing on foreign language learning, self-constructs include aspects such as self-
confidence, self-concept, self-efficacy, and self-esteem.

A significant amount of research supported that self-constructs are related to
anxiety. Kitano (2001) found that students’ anxiety levels were positively correlated
with their decreased perceptions of their own abilities (measured by the self rating of
the current level of speaking ability, and the self rating of the perception by the native

speaker) in the language they were learning. Gardner, Tremblay & Masgoret (1997)

found that confident learners reported a lower level of anxiety and a higher Can Do
rating of proficiency, while less confident learners reported a higher level of anxiety
and a lower Can Do rating of proficiency, as was supported by Maclntyre, Noels &
Clément (1997) who found that anxious students tended to underestimate their
competence. Moreover, Low Self-Confidence has been discovered to be one of the

two components of the scale FLCAS (Matsuda & Gobel, 2004). The various
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discoveries seemed to corroborate the conclusion: anxiety and self-constructs are
closely related.

Apart from the beliefs about oneself, beliefs about language learning are also
related to anxiety. One of the six sources of language anxiety claimed by Young
(1991b) is learner beliefs about language learning. An impairing belief is
perfectionism. In an interview study (Price, 1991, p. 106), students were found to
report that their tendency to be "overtly perfectionistic" might have contributed to
their anxiety in language classes. Perfectionism is responsible for the test anxiety of
some students who habitually put impractical demands on themselves and feel that
anything less than a perfect test performance is a failure (Horwitz et al., 1986).
Horwitz et al. (1991) noted that anxious students feared they would not be able to
understand all language input, as was also related to perfectionism.

Besides perfectionism, other inappropriate types of beliefs are also connected
with language anxiety. Ohata (2005, p. 7) provided an example that “if beginning
learners believe that pronunciation is the single most important aspect of L2 learning,
they would naturally get frustrated to find the reality of their imperfect speech even
after a lot of practice.” Horwitz et al. (1991) found that many students insisted that the
second language should not be spoken until one could speak it correctly and that it
was unacceptable to guess about unknown words. They proposed that such types of
beliefs can result in anxiety since students have to use the second language in
communication before they can speak it fluently and that guessing about unknown
words are unavoidable even for excellent learners.

The relationship between anxiety and beliefs implies the possibility of

restructuring one’s beliefs as a remedy for the problem of language anxiety.
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2.4.3 Language Anxiety and Personality

Personality is the integrated pattern of thoughts, emotions and behaviors. This
pattern includes the stable and consistent psychological features which distinguish one
individual from another (Peng, 2001). Various personality theories have been
advanced by different psychologists. In this section only trait anxiety and
unwillingness to communicate are discussed, because they are typical features of
personality which have been found to be related to language anxiety.

1. Language Anxiety and Trait Anxiety

The term trait anxiety was put forward by Spielberger (see Section 2.1). It
refers to the tendency to experience anxiety across various situations. Horwitz (1991)
found that language anxiety measured by the FLCAS was positively and significantly
correlated with trait anxiety measured by the Trait scale of the State-Trait Anxiety
Inventory (Spielberger, 1983).

2. Language Anxiety and Unwillingness to Communicate

According to Burgoon (1976), individuals with communication reticence
display the temperament of unwillingness to communicate. Liu and Jackson (2008)
identified language anxiety with a scale adapted from the FLCAS (Horwitz et al.,
1991) and simultaneously identified the unwillingness to communicate with the
Unwillingness to Communicate Scale (Burgoon, 1976), discovering a moderate
correlation between the two constructs.

Both of the above mentioned studies, however, were correlational in nature,
and could not guarantee causal inferences, which are in need of further study.

2.4.4 Language Anxiety and State Anxiety

Language anxiety is the general tendency to experience anxiety in situations
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where second language is used or learnt, while state anxiety is the momentary arousal
of anxiety. The two are closely related. MacIntyre and Gardner (1994a, p 15) claimed
that “students who report experiencing language anxiety in the past are prone to
experiencing state anxiety when exposed to a second language context”.

2.4.5 Language Anxiety and Gender

Gender-related research on language anxiety has yielded conflicting results.
One inconsistency is whether gender is related to anxiety, and another is whether
males or females are more liable to it.

The findings of the study by Aida (1994) and that by Chang (1996) revealed
no differences in classroom anxiety between males and females. Matsuda & Gobel
(2004) investigated first-semester English classes (required) at a Japanese university.
Gender was not found to have a significant effect on overall general/reading anxieties
or on the subcomponents of either anxiety such as Low Self-Confidence in Speaking
English, Reading Confidence/Enjoyment, etc.

Quite a few studies found direct relationships between anxiety and gender. But
the findings were still inconsistent. On the one hand, some of those studies indicated that
males seemed to be more prone to anxiety. Kitano (2001) investigated the anxiety of
college learners of Japanese and reported a correlation between anxiety and self-
perception (measured by Can Do Ratings) in male students. Male students felt higher
anxiety when they perceived their spoken Japanese less competent than that of others;
however, such a relationship was not observed among female students. The proneness to
anxiety on the part of male learners is explained by the learning context where men may
feel less comfortable due to the perception of language learning as a female domain.

Onwuegbuzie, Bailey, and Daley (2001, p. 12) suggested that a “female oriented foreign
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language culture” might exist. On the other hand, some studies discovered that females
were more liable to anxiety. Mejias, Applebaum, Applebaum, & Trotter (1991) found
higher anxiety among Hispanic females than males. Machida (2001) examined JFL
(Japanese as a Foreign Language) learners’ class anxiety, finding female learners being
more anxious than their male counterparts. This was partly supported by Elkhafaifi (2005)
who investigated postsecondary learners of Arabic as a foreign language, discovering
females being more anxious than males. But at the same time, the author discovered no
significant difference in listening anxiety in terms of gender. Investigating the issue from
a dynamic view, Maclntyre, Baker, Clément and Donovan (2002) found that boys'
anxiety levels remained constant across the three grade levels from the 7th to the 9th
grade, while girls showed a decrease in the levels of anxiety from grade 8 to grade 9.

The inconsistency could be caused by sampling errors or other unknown

variables, which require further exploration.

2.5 Relationships of Language Anxiety to Achievement and Speaking

A key concern of most language practitioners’ is the relationship between
language anxiety and language leaning. Learning development can be reflected by the
overall language achievement and the quality of performance in a specific language
skill. The former provides an integrated indicator of one’s language competence,
while the latter provides only an indicator of one’s competence in a specific language
skill. In the following sections the relationships of language anxiety to overall
achievement and speaking performance are to be discussed respectively.

2.5.1 Language Anxiety and Overall Achievement

Various criteria have been used as indicators of achievement. In studies of the
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relationship between language learning and language anxiety, indicators of language
achievement can be course grades, proficiency test scores, or self-reported proficiency
scores, while language anxiety have generally been measured by various self-report
techniques. Negative relationships between language anxiety and language
achievement have been reported by studies with various levels of learners.

At the elementary school level, Chan & Wu (2004) found a significant
negative correlation between language anxiety and achievement measured by the final
scores among EFL learners. Among postsecondary students of Arabic as a foreign
language, the negative correlation between foreign language anxiety and achievement
was also discovered (Elkhafaifi, 2005). At the university level, lots of studies in
various places in the world have supported the negative relationships between
language anxiety and language achievement. Wei (2007) examined the anxiety of
second year Chinese undergraduate learners of English in a university in Beijing. A
significant negative correlation was revealed between foreign language anxiety and
the participants' self-reported proficiency levels. This was supported by Liu (2006)
who reported a study on anxiety among Chinese undergraduates at three different
proficiency levels (band 1, band 2 and band 3), which revealed that the more
proficient students tended to be less anxious. Among young adult Anglophone
bilingual university students, a robust negative correlation between language anxiety
and language competence was shown by Maclntyre et al. (1997).

All the above mentioned studies have taken a situation specific perspective of
anxiety, and produced relatively consistent results with regard to the relationships
between anxiety and language achievement. Those findings conformed to the claim

by Horwitz (2001) that language anxiety is generally negatively related to language
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achievement.

2.5.2 Language Anxiety and Speaking

The anxiety associated with second language speaking performance is called
speaking anxiety. Speaking anxiety has been supposed to be the result of speaking,
and has also been found to influence speaking.

Maclntyre (1999, p. 33) claimed speaking seems to be “the single most
important source of language anxiety”. Students have been found to feel most anxious
when they respond to the teacher or are singled out to speak English in class (Liu,
2006). The predominance of the number of items related to speaking on instruments
designed to measure general foreign language anxiety also reflects the widely held
view of speaking being the most anxiety-provoking aspect of foreign language
learning for many students (Cheng, Horwitz, & Schallert, 1999). Speaking anxiety
can affect the strategies students employ in communication and the quality of the
speech. In their experimental study, Steinberg and Horwitz (1986) induced anxiety
with a video camera, cold manners on the part of the examiners, and stress-loaded
instructions to examine the effect on oral performance, finding that the subjects
experiencing anxiety inducing conditions were less interpretive (more concrete) in
their descriptions of pictures of ambiguous scenes (TAT pictures) than the subjects
experiencing relaxing conditions. Djigunovi¢ (2006) discovered that in picture
description tasks, high anxiety (also induced with experimental conditions) language
users employed fewer repetitions, produced smaller continuous speeches, had longer
mid-clause pauses, and made more false starts. It was also found that students with
high levels of CA (Communication Apprehension: an index of the tendency of

experiencing speaking anxiety) tended to employ the strategy of repetition in picture
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describing tasks, which implicated the need of more time for thinking, while those
with low CA employed more strategy of approximation, which reflected their courage
in risking saying things close to their intentions (Tiono & Sylvia, 2004). Liu and
Jackson (2008) reported a study in which language anxiety was found negatively
correlated with Language Class Sociability (LCS) and Language Class Risk-Taking
(LCR), which suggested that students with a higher level of anxiety had a lower
tendency to use the language for sociability or to employ forms which were beyond
their confidence of correct use. MacIntyre and Gardner (1994) found that anxious
students produced shorter self-descriptions and that their descriptions were judged as
lower in fluency, lower in sentence complexity, and less of the second language
accent. It has been suggested that OPI (Oral Proficiency Interview) can result in
anxiety on the side of the interviewee (Young, 1986). Though in Young’s study, the
increase in anxiety during OPI was not found leading to a decrease in performance
when ability was controlled, Young still suggested that when it was used for actual
grading or placement, the OPI could increase anxiety significantly and thus affect
performance. Young’s suggestion was supported by the study of Phillips (1992), who
examined the relationships between FLCAS and 8 features of oral test performance,
including: (1) total words in Communication Units (CUs: independent clauses with all
its modifiers), (2) average length of CUs, (3) percent of error-free CUs, (4) percent
of words in error-free CUs, (5) percent of total words in mazes (language not
belonging to a CU), (6) average length of mazes, (7) number of target structures, and
(8) number of dependent clauses (see Appendix D for the discussion of CUs, mazes,
and dependent clauses), of which “(1)” , “(7)” and *“(8)” were found significantly

correlated with FLCAS when ability was controlled. The same relationships were
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also investigated by Wilson (2006), and the result revealed that the “(1)” and the “(5)”
were significantly correlated with FLCAS when ability was controlled. The studies
by Phillips (1992) and Wilson (2006) were very persuasive about the influence of
anxiety on speaking performance, due to (a) the control of ability, and (b) the more
precise measurement.

Based on the literature, it seems that language anxiety can influence certain
aspects of speaking performance. The correlational findings by Wilson and Phillips
seem to suggest that the total words in CUs, the percent of total words in mazes, and
the number of dependent clauses are likely to be affected by language anxiety. It is

urgent to reduce the learners’ speaking anxiety and improve their oral performance.

2.6 Theories Concerning Language Anxiety

Early research produced mixed findings about the relationship of anxiety and
language learning, partly due to the inconsistence of instruments for measuring
anxiety. With the situation-specific conceptualization of language anxiety, and the
development of corresponding instruments, relatively consistent findings have been
achieved. In other words, negative correlations have been yielded between anxiety
and language achievement. Correlations, however, can not guarantee causal
relationships. Is language anxiety primarily a result of poor language learning? Or is it
primarily a cause of poor learning? In spite of the findings from various studies,

agreement has not been reached on the issue.

2.6.1 “Side-Effect” Interpretation of Language Anxiety

In a response paper to Sparks and Ganschow, Maclntyre (1995, p. 90) pointed
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out that:

The linguistic coding deficit hypothesis, introduced by Sparks and

Ganschow (1991, 1993a, 1993b), postulates that language aptitude is

the primary source of individual differences in language achievement.

This may be seen to reduce affective variables, such as language

anxiety, to the role of unfortunate side effects, devoid of explanatory

power.

Horwitz (2001, p. 112) also commented that ... some researchers (Sparks and
Ganschow and their colleagues) have suggested that poor language learning is a cause
rather than a result of language anxiety.”

The Linguistic Coding Deficit Hypothesis (LCDH) is based on the theory that
human language system entails codes (phonological, semantic and syntactic), and that
difficulty in second language learning stems from one or more deficiency in these
codes in the student’s native language system (Schwarz, 1997). Sparks and
Ganschow's view closely links the first and the second language coding abilities
(Zheng, 2008). It seems to be supported by their 10-year longitudinal research with 54
participants (Sparks & Ganschow, 2007). In the longitudinal research, the
participants were tested with native language measures in first through fifth grades,
and were also tested on their language aptitude, foreign language proficiency as well
as foreign language classroom anxiety in high schools. The results indicated that
foreign language classroom anxiety and foreign language proficiency were negatively
and significantly correlated (r=-.49). Foreign language proficiency was positively and
significantly correlated with language aptitude (r=.68). Language aptitude was
positively and significantly correlated with native language measures, including

Woodcock Reading Mastery Test, Test of Written Spelling, Formal Reading

Inventory, Peabody Picture Vocabulary Test, and Test of Cognitive Skills (.41< r
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<.81).

Sparks and Ganschow’s findings were compatible with their previous claims
about the “side-effect” role of language anxiety. They further inferred that FLCAS
was probably measuring self-perceived language skills, and that the self-perceived
language skills were likely to be confounding variables in research whose author
suggested the primary role of language anxiety in language achievement and
proficiency.

Sparks and Ganschow discounted the role of affective variables such as
anxiety in language acquisition. Their view is not without problems. Firstly, their 10-
year study was only a longitudinal survey, rather than an experiment, and it is
vulnerable to draw a solid and clear causal conclusion from a survey. Secondly, the
sample size of their study was too small (54 participants) to be persuasive. Thirdly,
their theory can not account for the findings of some investigations where
performance was impaired by anxiety arousal even when ability was controlled.

2.6.2 Active-Role Interpretations of Language Anxiety

More researchers advocate the active roles of language anxiety. In other words,
those researchers stress the causal roles of language anxiety in learning behavior or
performance.

1. Krashen's Theory

Krashen (1982) advanced the Affective Filter Hypothesis. According the
Affective Filter Hypothesis, learners with high motivation, self-confidence, a good
self-image, and a low level of anxiety are more likely to succeed in second language
acquisition. Low motivation, low self-esteem, and high anxiety can increase the

affective filter and stop acquisition from comprehensible input.
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2. Baily’s Theory

Bailey (1983) suggested that competitive second language learners make overt
comparisons of their achievements or self-perceived achievements with the
achievements of others or with their own expectations. Once the comparisons result in
unsuccessful self images, facilitating or debilitating anxiety may be yielded. In the
case of facilitating anxiety, the learners may increase their efforts at leaning, while in
the case of debilitating anxiety, learning may be impaired or even abandoned.

3. Tobias’s Theory

According to Tobias (as cited in Maclntyre & Gardner, 1991a), an anxious
person tends to engage in self-directed cognition rather than to concentrate on the task
itself. These task-irrelevant thoughts compete for the limited cognitive resources with
task-relevant ones. Without such self-engagement, non-anxious individuals get an
advantage when the task at hand is difficult. Tobias further suggested that interference

may occur at input, processing, and output levels. During input, anxiety may cause

poor initial processing of information. During the processing stage of information,
anxiety may produce little effect if the task is easy to the person, and may produce
greater negative influence if the task becomes more difficult to the person. At the
output stage, anxiety may interfere with the retrieval of information from one’s
memory. Tobias’s theory is not specifically concerned with language anxiety, but was
cited by Maclntyre and Gardner as supporting the role of language anxiety.

4. Eysenck’s Theory

Eysenck (as cited from MacIntyre & Gardner, 1994) offered a reconceptualization
of anxiety in terms of cognitive interference. He suggested that anxious people have their

attention divided between task-related cognition and self-related cognition. The reduced
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cognitive resources make performance less efficient. Eysenck further assumed that
anxious people may attempt to compensate for their inefficiency by extra effort.
Facilitating effect of anxiety may result if the amount of extra effort is more than needed
for compensation. Still, this theory is not specific to language anxiety but was cited as
appropriate for explaining the role of language anxiety.

All the above mentioned theories suggest the active role of language anxiety,
either facilitative or debilitative. They are more complementary than contradictory.
Krashen’s view is applicable to language acquisition from comprehensible input,
while Bailey’s view suits with competitive language learners. Tobias’s and Eysenck’s
views seem to be more concerned with the cognitive interference consequences of
anxiety. McIntyre and Gardner (1994, p. 285) concluded that “even when anxiety
appears to facilitate or at least not to impair performance, one must consider the
degree of effort invested in that performance. For example, it has been reported that
anxious language students study more than relaxed students but their achievement

does not reflect that effort (Horwitz et al., 1986; Price, 1991).” Since debilitative

anxiety may impair cognitive function, anxious students may learn less and also may
not be able to demonstrate what they have learned. Consequently they are likely to
experience even more failures, which in turn increase their anxiety. Moreover,
debilitating anxiety may hamper second language development by causing avoidance
behaviors. Anxious students may express their feelings through behaviors such as
skipping language classes, failing to prepare for classes (Bailey, 1983). MacIntyre and
Charos (1996) reported that foreign language learners suffering from communication
apprehension usually have a lower willingness to communicate in the target language.

Liu and Jackson (2008) also found that the scores testing unwillingness to
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communicate and foreign language anxiety correlated significantly with each other.
Anxiety may produce its influence on learning through the intermediate factor of self-
confidence, which can further lead to different achievements (Crookall & Oxford,
1991; Clément, 1980).

The dispute on the role of anxiety in language learning does not seem likely to
be settled soon. A key factor contributing to the disagreement is that most of the
related studies are non-experimental. It is hardly persuasive to draw causal
conclusions from non-experimental studies. Probably a more beneficial perspective to
the issue is to cease arguing about the “primary” role, and to accept findings on either
side. Language anxiety can play roles of cause and effect by turns. It seems desirable

to reduce the learners’ language anxiety.

2.7 Learning Theories Relevant to and Possible Remedies for

Language Anxiety

To manage language anxiety, it is necessary to turn to basic learning theories
relevant to and specific remedies for the issue. The former provide general strategies
or have pedagogical implications for dealing with language anxiety, while the latter
provide specific techniques for controlling language anxiety.

2.7.1 Learning Theories Relevant to Language Anxiety

1. Connectionism

Connectionism interprets learning in terms of the interrelationships between
stimulus, response and feedback. The early development of the connectionism (also
called behaviorism) can be attributed to Pavlov (as cited in Chen & Liu, 1997 ), who

investigated classical conditioning, and Skinner(as cited in Chen & Liu, 1997 ) who
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conducted research on operant conditioning. Classical conditioning is a kind of
associative learning, which occurs when a neutral stimulus (conditioned stimulus) and
a significant stimulus (unconditioned stimulus) are repeatedly paired. The result of
this type of learning is that the organism/individual can gradually produce a
behavioral response to the conditioned stimulus, which is called conditioned response.
Operant conditioning develops via the feedback of reward or punishment following
the behavior. In this type of learning, the frequency of a behavior may increase as a
result of reward, and decrease as a result of punishment. Connectionism can explain
some anxiety in both the first and the second language. In the first language,
communication apprehension (CA) has been supposed to be a consequence of
punishment relevant to the act of communication in the early years. When a child’s
attempts to speak the mother tongue are greeted with punishment from significant
others, he/she will soon learn that the desirable behavior could be none other than
keeping quiet. Consistent punishment may eventually create an apprehensive
individual (Daly, 1991). In the second language, anxiety could be a result of the
transference of the CA from the mother tongue, or a result of the unpleasant
experience following or accompanying the behavior of learning or using the target
language, among other sources/causes of anxiety. The language teacher him-/herself
may be responsible for the development of the language anxiety experienced by some
students due to the feedback given to the learners’ language performance. It has been
reported that frequent immediate correction of mistakes or errors (teacher feedback) is
likely to increase the tension and apprehension of a second language learner. Negative
evaluative responses from peer learners are also liable to cause anxiety for an

individual (Hou, 2004).
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To manage language anxiety, language teachers should give learners positive
reinforcement for their attempts to use the new language. Negative feedbacks of the
teacher corresponding to the imperfect speaking performances of the learners, such as
scolds, blames, corrections of mistakes in the class, should not be frequently given
immediately following the performances. The teacher should also encourage peer
learners to support and cheer each other even when the performances are
unsatisfactory.

2. Constructivism

Constructivism is a psychological theory which suggests that knowledge and
meanings are generated by previous experience. The development of constructivism
can be attributed to Piaget (as cited in Chen & Liu, 1997), who suggested that an
individual internalizes knowledge via accommodation and assimilation. When the
new experience is perceived as being consistent with the internal representations of
the world, a person incorporates it into an existing framework (assimilation). When
the new experience is perceived as being inconsistent with the internal representations,
a person’s internal representations of the external world are likely to be modified to fit
the new experience (accommodation).

Constructivism regards learners as unique individuals with unique
backgrounds, which help them to construct unique understandings of the same truth.
According to constructivism, social interactions should be stressed, during which an
individual can develop his/her thinking; the active roles of the learners, and the
facilitating roles of instructors are emphasized, which are believed to foster learning;
learning is considered to be more likely to occur if the new information is in

proximity to, yet slightly above, the current level of development of the learner
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(Vygotsky, as cited in Chen & Liu, 1997). Constructivism encourages
cooperative/collaborative learning. In the process of cooperation between peers,
learners are supposed to be able to construct shared understanding of the same sets of
truth.

In second language acquisition, cooperative learning has been suggested being
capable of reducing language anxiety, increasing learner confidence, and stimulating
motivation (Xing, 2007). Language teachers can foster cooperative learning by
assigning group work or pair work in and outside the language classroom.

3. Transformative Learning

Transformative learning is an adult learning theory first advanced by Mezirow
(1975) who based his theory of transformative learning or learning for perspective
transformation on the findings of a large study he conducted with mature women
returning to college for further education. Transformative learning occurs when
criticizing existing assumptions and meaning schemes brings about a significant
reframing of an individual's meaning perspective (Mezirow, 1991). Meaning
perspective has been defined by Mezirow as an individual's frame of reference
through which meaning is constructed and all learning takes place. The frame of
reference has two sub-components: habits of mind and points of view (Mezirow,
2000). It is through the process of transformational learning that people transform
their taken-for-granted frames of reference so that they may generate beliefs and
opinions that will prove more truthful or justified to guide actions.

Transformative learning theory explains how the belief system changes. Since
dysfunctional beliefs (for example, perfectionism) are potential causes of language

anxiety, language teachers should take advantage of the strategies of transformative
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learning, such as discussing, exposing and criticizing the learners dysfunctional
beliefs, so as to bring about a transformation of those beliefs and consequently a
reduction of their language anxiety.

4. ACPO Model

The ACPO Model stands for another set of learning principles, advanced by
Brahmawong (2006). “A” stands for advance organizers, “C” stands for “concurrent
organizers”, and “P” stands for “post organizers”. According to Brahmawong:

An advance organizer provides the learning plan to the students at the

beginning of a lesson to let them know the topics, concepts or main

ideas, objectives, learning activities, instruction media, learning

resources, and evaluation process.

A concurrent organizer is a tool to help the students acquire the

knowledge, read the require subject matter or know-how, get hand-on

experiences, perform the assigned tasks, and check the results of their

work.

A post organizer provides generalization or conclusion of what the

students learn and how they should apply what they learn in different
situations.

The ACPO Model conforms to constructivism. Organizers can help learners to
waken or arouse their previous experience or background knowledge. By providing an
expectation at the beginning of learning, an assisting tool while learning, and a
direction on the generalization or conclusion following learning, organizers can make
the language acquisition more structured, and less uncertain/ambiguous, which

ultimately contributes to the reduction of language anxiety (Daly, 1991).

2.7.2 Possible Remedies for Language Anxiety
Many suggestions for treating language anxiety are also pieces of advice for a

good language teacher. They are too general. For the purpose of discovering specific
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remedies for language anxiety, the author searched all the available literature and
finally discovered a few techniques: systematic desensitization (SD), relaxation
exercises (RE), modeling, and cognitive restructuring (CR). A deeper study of those
techniques suggests that they all belong to the psychological technique called
cognitive behavioral therapy (CBT).

CBT is an umbrella term for therapies that are based on behaviorism and
cognitive psychology. As a kind of psychotherapy, CBT is in contrast with
pharmaceutical therapy. CBT was first developed for depression and anxiety disorders,
and later was modified for many other conditions (Wright, 2006). According to
Meichenbaum, the primary task of CBT is to help the clients to define the problems
with cognition and behavior, to foster the behavioral, cognitive and emotional
modification of the clients, and to prevent the relapse (Tang & Li, 2008). CBT is
based on the interrelationships between events, cognitions/beliefs, emotions and
behaviors, as can be displayed with a simplified model by Wright, Basco & Thase

(See Figure 2.1, as cited in Wright, 2006).

Event Cognitive
Appraisal
Behavior j

Emotion

Figure 2.1 Basic Cognitive Behavior Model (Wright, 2006, p. 174)
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Therapists can select the behavioral and/or cognitive intervention to interrupt the
cycle and encourage more appropriate responses. To identify the maladaptive cognition and
behavior, and to help the patients to gain skills in coping with the problems, CBT generally
involves the collaboration between the therapist and the patient. Psycho-education is one of
the key features of CBT, and clients are typically asked to read self-help books, pamphlets
and handouts at the beginning phase of the treatment (Wright, 2006). The following CBT
techniques can be found in literature related to language anxiety.

1. Systematic Desensitization (SD)

SD is a training procedure for phobia or other anxiety, in which the subjects
learn to gradually associate relaxation cues with images of anxiety provoking
situations or events (Daly, 1991). The ultimate purpose is to help the subjects to
become desensitized to the anxiety provoking situations or events.

2. Cognitive Restructuring (CR)

“The therapy challenges ‘irrational beliefs’ held by an apprehensive individual
about communication and attempts to replace them with self-statements that permit
the individual to better cope with communication” ( Daly, 1991, p. 9). Daly
demonstrated the significance of CR with an example: Highly apprehensive speakers
stubbornly stick to the belief that their speeches have been poorly received even
though there are empirical evidences that their speeches have been well received. One
of the typical methods of CR is Rational Emotive Behavior Therapy (REBT) (Tian,
2001; Dryden, 2001; see Chapter 5). REBT is based on the assumption that irrational
beliefs are the sources of anxiety of the learners when anticipating communication in
the second language and recognition of the irrational beliefs can lead to a new

interpretation of the language communication situations and can further lead to a



35

change of emotion and behavior related to second language communication (Foss &
Reitzel, 1991).

3. Modeling

Modeling is a technique which involves showing the deserved behavior for a
person by a film, video or real person (Tang & Li, 2008). McCoy (as cited in Foss &
Reitzel, 1991) suggested that modeling can be applied to the second language
classroom for reducing anxiety.

4. Relaxation Exercises (RE)

RE aim at helping an individual to relax physically which can be expected to
counterbalance the physical tension accompanying emotional problems. Horwitz et al.
(1991) recommended RE as specific techniques that teacher can use to allay students’
language anxiety.

In contrast with the “general” approaches to language anxiety (Jones, 2004, p. 37),
the various techniques of CBT are more specific treatments. But “the methods presented
have not been adapted to the specific characteristics of the second language classroom”
(Foss & Reitzel, 1991, p. 130). Reviewing available literature, the present author discovered
only one experimental study employing CBT techniques for language anxiety. It was by
Jones (2002) who used CR and RE (labeled “relaxation training”) for treating language
anxiety among adult native Spanish-speaking ESL learners. During the experiment, Jones
tried to arouse the anxiety of the subjects by telling them in advance that they would read
aloud a short passage of English when they completed the questionnaires. The
intervention/treatment was administered by playing relevant tapes for the subjects in one
session. The posttest was given immediately following the intervention. The result revealed

no significant effects of the techniques on language anxiety.
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Due to the scarcity of literature, it is still early to assess the roles of CBT
techniques in language anxiety. The techniques can only be considered as possible

remedies in need of further adaptation, development, and empirical studies.

2.8 Summary

Different from general trait or state anxiety, language anxiety is a situation-
specific phenomenon. It can be identified by observation and/or self-report. The most
popularly used forms are the self-report Likert scales. Language anxiety is related to
many learner variables. Relatively consistent findings have been revealed that
language anxiety is negatively related to language achievement. Various theories have
been advanced to explain the roles of language anxiety. Different techniques of CBT
have been recommended for dealing with the issue of language anxiety, but few
empirical studies are available testing the effects of those techniques. Further research

in the second language classroom settings is in need to evaluate those techniques.



CHAPTER 3

METHODOLOGY

This chapter provides the methodology for the present research. It begins with
the research questions, which are followed by the corresponding research variables.
After the discussion of the population, samples and the research instruments as well as
the materials involved, the research designs are presented and the research procedures
are described. Succeeding a discussion of the data analysis, the chapter ends with two

pilot studies.

3.1 Research Questions

To achieve the objectives of the study (see Section 1.2), the following research
questions were proposed:

(1) To what extent do students experience Speaking Anxiety (SA) in the
English language classroom? Does the Speaking Anxiety (SA) experienced by
students differ significantly in terms of gender?

(2) How 1is Speaking Anxiety (SA) related to Trait Anxiety (TA),
Unwillingness to Communicate (UTC), Speaking Self-Efficacy (SSE), Language
Class Risk-Taking (LCR), Language Class Sociability (LCS), and language
achievement (LA)?

(3) Can the Speaking Anxiety Reduction Model (Wang SAR Model)

developed on the basis of the Rational Emotive Behavioral Therapy (REBT) reduce
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students’ Speaking Anxiety (SA)? Does the effect differ significantly in terms of
gender?

(4) Can the Speaking Anxiety Reduction Model (Wang SAR Model) reduce
students’ Speaking State Anxiety (SAstate)? Does the effect differ significantly in
terms of gender?

(5) Can the Speaking Anxiety Reduction Model (Wang SAR Model) improve
the speaking performance (assessed by the total number of words in Communication
Units (CUs), the percent of the total number of words in mazes, and the total number
of dependent clauses)? Does the effect differ significantly in terms of gender on any
of the criteria? If yes, on which criterion/ criteria?

Research Question 4 was not a primary concern of the present study. It was
used as a means of triangulation for Research Question 3, because, theoretically
speaking, the answers to Research Question 3 and 4 are consistent. The variables

involved in both of the questions are closely related (see Section 2.4.4).

3.2 Research Variables

A variable is a property which can take two or more values. Variables can be
classified in different ways for different purposes. The following sections discuss the
variables with regard to the research questions in the present study.

3.2.1 Variables Related to Research Question 1

Two variables were involved in Research Question 1: the level of SA, and
gender. The level of SA was used as a variable because the author wanted to examine
how seriously students were suffering from anxiety related to speaking performance

in the classroom. The results were helpful for understanding other findings of the
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present study. In other words, the level of SA functioned as a kind of background on
which other findings were obtained. Gender was also considered as a variable so that
the relationship between SA and gender could be discovered.

3.2.2 Variables Related to Research Question 2

Besides the SA, the TA, UTC, LCR, LCS, LA, and SSE were also involved in
Research Question 2. Those variables had been found to be related to language
anxiety by earlier studies (see Section 2.4.3, 2.5.2, 2.5.1, 2.4.2). Unfortunately, none
of the relevant studies had examined all the variables simultaneously, to the
knowledge of the present author. Therefore, Research Question 2 filled a gap in the
study of language anxiety. The significance of examining all those variables
simultaneously was that the complicated relationships among them could be revealed.
The discovery of the relationships might further result in pedagogical implications for
the prediction and control of SA.

3.2.3 Variables Related to Research Question 3-5

Research Question 3-5 were to be answered by the results of an experiment,
the variables involved in which are to be discussed in terms of independent,
dependent, and control variables.

1. Independent Variables

In an experiment, independent variables refer to the variables whose effects on
other variables are to be studied. The present research involved two independent
variables: the condition of experiment and gender.

The condition of experiment was the condition which a participant
experienced. To test the effects of the Wang SAR Model, two levels of the condition
of experiment were required: one was the treatment condition in which the Wang SAR

Model was present, and the other was the control condition which was similar to the
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treatment condition except that the Wang SAR Model was absent. To fully justify and
explain the condition of experiment, the Wang SAR Model was discussed in a
separate chapter (Chapter 5).

Gender was selected as an independent variable, so as to examine whether or
not the effects of the Wang SAR Model differed significantly in terms of gender. The
results could help people to achieve a better understanding of the Wang SAR Model.
Gender was a factor of interest in many studies related to language anxiety (see
Section 2.4.5).

2. Dependent Variables

In an experiment, dependent variables refer to the variables on which the
effects of the independent variables are to be studied. The present research involved
several dependent variables: SA, SAstate, the total number of words in CUs, the
percent of the total number of words in mazes, and the total number of dependent
clauses.

SA was selected as a dependent variable since speaking seems to be “the
single most important source of language anxiety” (Maclntyre, 1999, p. 33). The
effect of the Wang SAR Model on SA was worth investigation.

SAstate was selected as a dependent variable because it could provide a
triangulation for the effect of the Wang SAR Model on SA. SA was a tendency to
experience anxiety, while SAstate was the momentary arousal of anxiety. The
tendency was believed to influence the arousal (see Section 2.4.4). If the Wang SAR
Model was effective for the SA, it should be effective for the SAstate. SAstate was
not used as a means of triangulation for Research Question 1 and 2 because they were

to be answered with data from surveys. SAstate can not be measured in surveys. It can
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only be aroused by specific tasks in specific situations, which were created by the
condition of experiment related to Research Question 3-5 in the present study (see
Section 3.6.2).

The total number of words in CUs, the percent of the total number of words in
Mazes, and the total number of dependent clauses were all indicators of speaking
performance. Examining the effects of the Wang SAR Model on those dependent
variables had two merits. Firstly, it could provide a test of the causal relationship between
anxiety and performance. The logic was: if the reduction of SA/SAstate resulted in an
improvement of performance, it could be reasonably inferred that anxiety did influence
performance. In other words, anxiety was not merely a “side effect” (see Section 2.6.1).
Secondly, it could reveal which aspect of performance was influenced by anxiety.

3. Control Variables

LA was likely to be related to the dependent variables in the present study.
Higher achievers were hypothesized to have lower levels of language anxiety and to
produce better speaking performances (see Phillips, 1992; Wilson 2006). To avoid the
possible influence of LA, indicators of LA (LAE and LAF; see Section 1.5) were
selected as control variables, the effects of which were removed with ANCOVA.

4. Logical Framework of the Variables

The logic framework of the variables in the experiment is demonstrated in
Figure 3.1 (Indicators of speaking performance refer to the total number of words in
CUs, the percent of the total number of words in mazes, and the total number of
dependent clauses), which can be interpreted as: the variables on the left (independent
and control variables) were hypothesized to influence the variables on the right

(dependent variables).
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Condition of Experiment SA
Gender SAstate
Indicators of LA Indicators of Speaking Performance

Figure 3.1 Logical Framework of the Variables in Research Question 3-5

3.3 Population and Samples

3.3.1 Characteristics of the Population

The population was the first year, non-English-major students who were
studying for a bachelor’s degree in Guizhou College of Finance and Economics. First-
year students were selected as the target population because the Wang SAR Model
was hypothesized to have lasting positive effects on language learning, and it was
expected to benefit the learners for a longer time if the Wang SAR Model was
applicable to and effective for the first year students.

Students in the population were studying in the School of Maths and Statistics,
the School of International Economics, the School of Finance, the School of Industrial
and Commercial Management, the School of Accounting, the School of Information,
the School of Public Management, the School of Resources and Environment
Management, the School of Management Science and Engineering Management, the
School of Culture Dissemination, the School of Law, the School of Traveling
Management, the School of Education Management, the School of Economics, the
School of Finance and Taxation, and the School of International Finance. They were

all enrolled in the course of English as a second language, which was compulsory and
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credit-bearing. Four hours was regularly devoted to English every week during the
first two years of college study. Students were encouraged to spend extra time in the
self-regulated learning center, where they could use digital resources. The teachers
here were generally Chinese. Communicative teaching approach was popularly
employed. There were about 60 students in a class.

3.3.2 Sampling Methods and Sample Sizes

Generally speaking, researchers cannot or will not study the whole population.
Only one or more unit(s) of the population is/are to be actually involved in the study.
To rationally select the unit(s), sampling techniques need to be employed.

1. Sampling Methods

A sample is a subset of the research population. Sampling refers to the
procedure of obtaining the sample. Generally speaking, two types of sampling can be
identified, the probability sampling and non-probability sampling. In probability
sampling, the researcher can specify the probability of each sampling unit’s being
included in the sample in a single draw from the population, while in non-probability
sampling, there is no way of specifying each unit’s probability of being included in
the sample (Frankfort-Nachmias & Nachmias, 1996).

Frankfort-Nachmias and Nachmias claimed that researchers do use non-
probability samples, though they can make accurate estimates of the population’s
parameters only with probability samples. They suggested that non-probability
sampling is employed for convenience and economy, or when the population cannot
be accurately defined, or when a list of the units of the population is unavailable.

In the present research, the probability and non-probability sampling were

both employed. For Research Question land 2, the administration of questionnaires
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were required. The corresponding samples were drawn with the probability sampling
technique, because (a) a list of members of the population was available, and (b) no
obstacles were expected to prevent the administration of a questionnaire to a random
sample from the population. Probability sampling has several major forms:

(1) Simple Random Sampling: a probability sampling procedure, in which all
members of the population have an equal and independent chance of being included
in the sample.

(2) Stratified Sampling: a probability sampling procedure, in which the
sample is randomly drawn from a number of strata of the population.

(3) Cluster Sampling: a probability sampling procedure, in which natural
clusters of the population are randomly drawn and included in the sample.

(4) Systematic Sampling: a probability sampling procedure, in which sample
is drawn by taking every k™ case from a list of the population.

For Research Question 1 and 2, the present study employed cluster sampling,
because (a) the members in the population existed not only as individuals but also as
natural groups (clusters), and (b) it was more convenient for the administration of the
questionnaires to clusters than to isolated individuals.

For Research Question 3-5, non-probability sampling was employed, because
a 14 days experiment was to be done. It was unfeasible to randomly draw a sample, in
which all the members were willing to participate in the long experiment. There are
three major types of non-probability sampling techniques (Ary et al., 2006):

(1) Convenience Sampling: a non-probability sampling procedure, in which
cases available are used for a study.

(2) Purposive Sampling: a non-probability sampling procedure, in which cases
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judged as typical or representative of the population are chosen for a study.

(3) Quota Sampling: a non-probability sampling procedure, in which typical
cases from diverse strata of a population are selected for a study.

The present study selected convenience sampling, because the participation in
the study depended on the willingness of the students, rather than the selection of the
author. Volunteers were recruited by an invitation letter (see Appendix E) from the
population for the study. Volunteers were ever employed as participants by other
similar studies. To investigate the effects of two types of relaxation trainings on
students’ state and trait anxiety, Rasid, and Parish (1998) used volunteers as
participants. In the study of the effects of language anxiety on cognitive processing in
the second language, volunteers were employed by Maclntyre and Gardner (1994b).
Maclntyre et al. (1997) also employed volunteers as subjects when studying the role
of anxiety in self-ratings of second language proficiency.

2. Sample Sizes

The size of a sample is decided by taking into consideration of various factors
such as the financial resources or the time available, the requirement on the accuracy of
the study, the homogeneity or heterogeneity of the population on the variable(s) being
studied, the requirement of statistical analysis, the size of the population (if it is a finite
one), the type of study, the availability of the participants, and the sampling method, etc.

For the investigation related to Research Question 1, the sample size was 240
students (112 males, 128 females) from 5 natural groups randomly selected from the
population. The size was well above the minimum requirement of 96.04, which was
calculated from the following formula for infinite population (lecture, Khaimook. K.,

July, 2008):
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n=(z’x s/ d*

n: sample size

z: z value

s%: variance of scores on speaking anxiety
d: maximum error

The “z” value was set as 1.96. The “d” value for the mean score on every item
of the scale involved was set as 0.20 (5% times of the range of possible scores on one

“SZ,’ was

item— with a minimum score being 1, and the maximum score being 5). The
set as 1 (the square of % times of the range).

For the investigation related to Research Question 2, the sample size was 103
(29 males, 74 females) from 2 natural groups. The size was also larger than the
minimum requirement (96.04). It was smaller than the sample size for Research
Question 1 because the questionnaire to be used for Research Question 2 was much
longer, and would cost much more time to answer (see Section 3.5 for the research
design and the instruments involved). To keep the sample size slightly above the
minimum requirement, the author wanted to reduce the total cost of time of the
learners.

For the experiment related to Research Question 3-5, the original sample size
was 40 (20 males, 20 females), but only 32 (16 males, and 16 females) finished the
whole experiment (The reported reasons for the attrition included visiting relatives,
going shopping, and being busy with the lessons). The participants were volunteers
recruited from 4 groups. The size was based on a consideration of a rule of thumb, a
literature review and the purposes of the study. For experimental studies, Borg and
Gall suggested 15 subjects per group as a rule of thumb (as cited in Mertens, 1998, p.

270). Rasid and Parish (1998) reported an experimental study on the effects of two

types of relaxation trainings, in which 55 subjects were distributed in three
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experimental conditions. Jones (2002) put a total sample of 43 participants in four
experimental conditions in a study related to cognitive restructuring and relaxation
training. In an experimental study on language anxiety and language processing,
which involved the measurement of language-specific state anxiety, Djigunovic (2006)
employed 33 participants, who were assigned to two experimental conditions. Arnold
(2007) assigned a sample of 56 participants to three experimental conditions to study
the effects of communication trainings on speaking anxiety. The above experiments
involved variables similar to the present research. They employed 16.06
participants/subjects in one experimental condition on an average. Compared with the
rule of thumb and the average size of sample in one experimental condition found in
the literature review, the actual sample size of 32 for the present experiment (with 16
in each experimental condition on an average) was large enough.

The distribution of the sample was demonstrated in Table 3.1 (Originally, the
20 males and 20 females were equally and randomly assigned to both groups).

Table 3.1 Distribution of the Sample in the Experiment

Control Group Treatment Group
Male 7 9
female 8 8

The control group was part of the sample that experienced the control
condition, and the treatment group was that experienced the treatment condition (see
Section 3.2.3). As was clear, females were evenly distributed in both the treatment and
the control group, while two more males were involved in the treatment group than in

the control group. The distribution was approximately balanced.
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3.4 Instruments and Materials

The following instruments and materials were employed for measuring the
variables (see Section 1.5 for the definitions) involved in the study, as well as
recruiting the participants. All the scales were adapted or adopted from instruments
applicable to college students (see Horwitz et al., 1986; Liu, & Jackson, 2008;
Djigunovié, 2006).

1. Speaking Anxiety Scale (See Appendix A)

It was a 15-item 5-point Likert scale, of which 13 items were adapted from the
FLCAS (Horwitz et al., 1986; the FLCAS was not adopted because it measures more
than merely speaking anxiety), and 2 were developed by the present author. The items
were all supposed to measure SA. In the adaptation, the specific term of “English” or
“English class” replaced the general term of “foreign language” or “(foreign)
language class” so that the new scale was more appropriate for the present study with
the English language learners. The developed items were: “9. I feel relaxed when I am
speaking English in the class”, and “12. I feel relaxed when the English teacher asks
questions that I have not prepared for in advance”. They were employed because
most of the adapted items were supposed to examine the degree of the presence of SA,
rather than the absence of it. In the adaptation of the items from the FLCAS and the
development of the new items, the author made reference to Arnold (2007), who had
adapted and developed similar items in his study involving the measurement of
foreign language Communication Apprehension (anxiety in oral communication) with
the US university students. Following each item were 5 choices for measuring the
construct of SA: (A) Strongly Agree; (B) Agree; (C) Undecided; (D) Disagree; (E)

Strongly Disagree. The choices were scored 1, 2, 3, 4, 5 respectively if the relevant



49

item was a symptom of the absence of the construct measured, and scored 5, 4, 3, 2, 1
if was the presence. Higher scores indicated higher levels of the construct.

2. Trait Anxiety Scale (see Appendix B: Part 1 (1))

It was a 10-item 4-point Likert scale, adapted from the trait scale of the State-
Trait Anxiety Inventory (Spielberger, 1983). The adaptation was based on a pilot
study (see Section 3.8.1), in which the trait scale was found to have two principal
components: the worry dimension and the mood dimension. It was the mood
dimension that was judged as significantly correlated with speaking anxiety. To save
the time of the participants, the present study adapted the original trait scale in such a
way that only the 10 items which had loadings over .40 on the mood dimension were
selected and composed the Trait Anxiety Scale. Following each item were 4 choices:
Not At All; Somewhat; Moderately So; Very Much So. The scoring rules were similar
to those for the “Speaking Anxiety Scale”, except that only 4 grades were available.

3. Unwillingness to Communicate Scale (Appendix B: Part One (I1))

It was a 20-item 5-point Likert scale adopted from Burgoon (1976). The scale has
two principal components: the approach-avoidance dimension (UTCA), which is measured
by the first 10 items on the scale, and the reward dimension (UTCR), which is measured by
the last 10 items on the scale. According to Burgoon and Koper (as cited in Liu and Jackson,
2008, p. 74), the former “represents an individual’s tendency to avoid or participate in
interpersonal and small group interactions” (signifying the presence or absence of CA),
while the latter “reflects attitudes toward communication—whether one considers it a
valuable, honest, and personally rewarding enterprise or feels socially isolated and regards
communication as a deceptive, manipulative, or unprofitable activity”. The choices and the

scoring rules were the same as those for the “Speaking Anxiety Scale”.
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4. Language Class Risk-Taking Scale (Appendix B: Part Two (11 1-6))

It was a 6-item 5-point Likert scale adapted from Ely (1986). The word
Spanish in the original scale was changed to English to suit the English learners in the
present study. The choices and the scoring rules were the same as those for the
“Speaking Anxiety Scale”.

5. Language Class Sociability Scale (Appendix B: Part Two (Il 7-11))

It was a 5-item 5-point Likert scale adapted from Ely (1986). The adaptation,
choices, and scoring rules were the same as those for the “Language Class Risk-
Taking Scale”.

6. Speaking Self-Efficacy Scale (Appendix B: Part Three)

It was a 7-item 5-point Likert scale. Six of the items were adapted by the
author from the self-rating scale for speaking ability, attached to the College English
Requirements (general) ( http://www.edu.cn/20040120/3097997.shtml). The original
scale requires ticking the items which suit the learner, while the present author
adapted it into a 5-point Likert scale. One of the items was developed by the author:
“The integrated level of my English speaking ability was: . This item was intended to
examine the overall self rating. Following each item were five choices: 1, 2, 3, 4, 5,
with “1” for the lowest rating, and “5” for the highest rating on the dimension
described. Higher scores indicated higher degrees of SSE.

7. Speaking State Anxiety Scale (See Appendix C)

It was an 8-item 5-point Likert scale directly adopted from Djigunovié¢ (2006),
who used the scale to investigate the speaking state anxiety (“language-specific state
anxiety”, p. 197) of the “Croatian L1- English L2” (p. 195) undergraduates. In the

present study, it was used for both the pre- and posttest of the SAstate (on the posttest,
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the item “English score on college entrance test ” was present to investigate the
LAE). The choices and scoring rules were the same as those for the “Speaking
Anxiety Scale”.

8. Speaking Performance Assessment Criteria (See Appendix D)

They were criteria for assessing the speaking performance in terms of the total
number of words in CUs, the percent of the total number of words in mazes, and the total
number of dependent clauses. The criteria were adopted from Wilson (2006), who based
his criteria on Hunt (1965), Loban (1975), Larsen-Freeman (1983), Phillips (1990, 1992)
(as cited in Wilson, 2006). Both Wilson (2006) and Phillips (1992) applied the criteria to
assessing second language speaking performance of university students. The selection of
the three criteria was determined by (a) part of the purposes of the study and (b) findings
on the relationships of language anxiety to speaking performance. As part of the purposes,
the study attempted to find out the effect of the Wang SAR Model on speaking
performance. Only the characteristics of speaking performance which were likely to be
influenced by language anxiety were further likely to be sensitive to the Wang SAR
Model. Research findings (Phillips 1992; Wilson, 2006; also see Section 2.5.2) suggested
that the three criteria adopted in the present study were likely to measure aspects of
speaking performance liable to the influence of anxiety.

9. Invitation Letter (See Appendix E)

To recruit volunteers for the experiment, an invitation letter was prepared, and
read by the present author at the beginning of English classes to students to be
sampled from the population. The letter primarily covered the purposes, requirements,
and general procedure of the study. Issues which could influence the willingness of

participation were also included in the letter.
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10. Pictures for Oral Description (See Appendix F)

Two pictures were needed for oral description in order to test the speaking
performance, with one for the pretest (Picture A), and the other for posttest (Picture
B). To select the pictures, the author first prepared 10 similar ones downloaded from
the internet, and then displayed them on the big screen in the front of a multimedia
classroom before a sample of 10 students randomly drawn from the research
population. From the 10 pictures, the students were required to evaluate and select 2
which they thought were appropriate for testing their speaking performance and were
approximately equivalent in difficulty. Based on the tendency of selections of the 10
students, two pictures were finally chosen as being suitable for use and approximately
equivalent in difficulty. Both pictures were scenes of life in schools. For actual use in
the experiment, the pictures were printed by a color printer on pages of size A4.

11. Wang SAR Model (See Chapter 5)

It was a lecture of 1 to 1.5 hours on dysfunctional beliefs related to English
speaking performance. The script was developed on the basis of the Rational Emotive
Behavioral Therapy (REBT: Dryden, 2001).

12. Indicators of Language Achievement (LA)

LA was indicated by the Language Achievement on College Entrance Test
(LAE), and the Language Achievement on Final-Term Test (LAF). The two
indicators were expected to well reflect the construct of LA (see Section 3.5 for the
investigation of the indicators).

To investigate the relationships of SA to other variables, the scales measuring
TA, UTC, SA, LCR, LCS, and SSE were put on one integrated questionnaire labeled

Questionnaire on Disposition and Learning (see Appendix B). To avoid potential
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language barriers, the English versions of the scales and the script of the Wang SAR
Model were translated into Chinese, and the translation involved was double-checked
by another researcher. To examine the equivalence between the original and the
translated scales, fifteen graduates from Guizhou College of Finance and Economics
were invited to answer both versions of the scales, and the results showed a
satisfactory Pearson correlation between them (r = .91, p<.01). Five Chinese experts
in the field of English language studies (three associate professors, and two professors)
were invited to examine all the instruments and materials. The experts were all
informed of the details of the procedures in which the instruments and materials were
used (see Section 3.6). All of them approved of the validity of the instruments and

materials, as well as the procedures.

3.5 Research Designs

Research Question 1 entailed a survey, in which the Speaking Anxiety Scale
(See Appendix A) was administered to all the participants, investigating their levels of
SA and demographic variables with gender included.

Research Question 2 also entailed a survey, in which the Questionnaire on
Disposition and Learning (see Appendix B) was administered to all the participants,
investigating their levels of TA, UTC, SA, LCR, LCS and SSE. As indicators of LA,
LAE was required to be reported on the questionnaire (Appendix B: Part Two (Il 12)),
and LAF was collected from the English teachers concerned at the end of the term.

Research Question 3-5 entailed an experiment. An equal number of males and
females were recruited. Both the males and the females were randomly and equally

divided and put into the control and the treatment group. The pre- and posttest for
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both groups were the same, involving the measurement of SA, SAstate, and speaking
performance. The only difference in the experimental condition was that the treatment
group received the Wang SAR Model between the pre- and posttest, while the control
group did not (see Table 3.2). SA was measured by the Speaking Anxiety Scale (see
Appendix A), SAstate by the Speaking State Anxiety Scale (see Appendix C), and
speaking performance by oral description of the pictures (see Appendix F). In addition,
the indicators of LA were also investigated in similar ways to those for Research
Question 2 (see Appendix C for the item measuring LAE).

Table 3.2 Design for Research Question 3-5

Group Pretest Treatment posttest
Treatment SA Yes SA

SAstate SAstate
Control Speaking performance No Speaking performance

The experiment took a true experimental design, since random assignment of
participants was followed. Random assignment of participants is a prerequisite of
typical tests of parametric statistics, according to Shaver (as cited in Mertens, 1998).
Repeated measures were employed so that the gain scores on the variables could be
obtained. Since the only difference in the experimental condition between the two
groups was the presence or absence of the Wang SAR Model, the difference in the
gain scores between the two groups could be reasonably attributed to the effects of the

Wang SAR Model.
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3.6 Research Procedures

3.6.1 Procedure for Research Question 1-2
To collect data for answering Research Question 1, the Speaking Anxiety Scale (see
Appendix A) was administered on November 16 and 17, 2009, and for answering
Research Question 2, the Questionnaire on Disposition and Learning (Appendix B)
was administered on November 24, 2009. The LAF (an indicator of LA) was
collected from the language teachers concerned during January 18~22, 2010, when
the LAF was available. The common steps for the two surveys with the questionnaires
included: (a) distributing the questionnaires; (b) telling the participants the purpose of
the questionnaire (for the survey related to Research Question 1, using “the purpose is
to gain a better understanding of your second language learning experience”; for that
related to Research Question 2, using “the purpose is to gain a better understanding of
your second language learning experience and your disposition”), and promising them
that the information would only be used for a study, with privacy kept; (c) giving the
participants chances for questioning; (d) asking the participants to answer the
questionnaires; (e) collecting the questionnaires; and (f) providing the participants
means of communication for further possible inquiring.

3.6.2 Procedure for Research Question 3-5

The procedure for Research Question 3-5 involved three stages: developing
the Wang SAR Model, testing the model, and investigating the LAF (the LAE was
investigated during the posttest of the model with an item on the Speaking Anxiety
Scale).

1. Developing the Wang SAR Model

The developing of the Wang SAR Model began with a literature review,
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searching for all the available specific techniques mentioned by researchers as
applicable to language anxiety. As a result, four CBT techniques were found: SD, RE,
modeling, and CR (see Section 2.7.2). Due to the scarcity of empirical studies on
those techniques, the author had to make further estimation about the feasibility and
effectiveness of those techniques based on the limited relevant literature available
(Foss & Reitzel, 1991; Jones, 2002; Daly, 1991; Horwitz et al. 1991; Bedford, 2006),
personal experience and intuition. It was CR that was eventually judged as feasible
and effective for reducing anxiety (see Section 5.1.1). Moreover, REBT, a typical
technique of CR (Tian, 2001) was selected as a prototype for developing the Wang
SAR Model (REBT could not be adopted: see Section 5.1.2). When the preliminary
model was completed, it was given to a group of 5 college students for evaluation.
With their support, and suggestions, the author revised the preliminary model, and
submitted it to 5 experts for examination (see Section 3.4). They all approved to its
validity. A pilot study also supported the effectiveness of the model for the reduction
of SA (see Section 3.8.2). It was then that the model was decided to be employed in
the main study for further examination. Chapter 5 is devoted to the discussion and
presentation of the Wang SAR Model.

2. Testing the Wang SAR Model

The Wang SAR Model was tested in an experiment, which occupied 3 stages,
with 1 for the pretest on November 14, 2009, 1 for the treatment of the treatment
group on November 14, 2009, and 1 for posttest on November 28, 2009. The steps
involved were as follows.

Step 1: Pretest

The pretest measured the SA, SAstate and speaking performance individually
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according to the respective appointment. A participant from the control group and one
from the treatment group took turns to receive the tests, which were administered in
two common classrooms (Room 1 and Room 2) in succession. In Room 1, a
collaborator of the author was present and he would ask each participant arrived to
first answer the Speaking Anxiety Scale (see Appendix A) according to the direction
and then wait outside Room 2 (the next room). In Room 2, the chief examiner (the
author) and a collaborator were present. The collaborator sat by a desk in the second
row, manipulating a notebook computer, which was used to play the recorded
directions and record the speech of the participant. On the desk in the first row right in
front of the collaborator were a speaker, a picture and a pencil-box in which a pen was
kept for answering the questionnaire. When a participant entered the room, the
collaborator would play the recorded Chinese direction, and the participant was

supposed to follow it:

R, EUAERTIL i 5 RD, LI T TSR A T BB R
FHSCR G 7) « SR FEANE T, TSR MG E B B —
SR, IR R, RS 10 BB (g 10 B o IS 4
(BT ER S, S5 DEIRSRERER, HIHEHEIFRAE, B
HEEE o WEREAAE R, SIS E - (P RS 9
BiE, By PAs ks, JFEURgolem a2, s Er. Huh 44
W) .7

In English, the direction was to the meaning:

Hello! Please come and stand in the front of the room (There is 5
seconds of recorded silence, in which the collaborator gestures the
participant to stand by the desk where the speaker, the picture and the
pencil-box are kept). Please pick up the speaker and the picture. Your
task is to orally describe the picture in 1 minute. Your description will
be recorded. Please prepare for 10 seconds (10 seconds of recorded
silence follows). Please answer the questionnaire (The collaborator
puts the direction in pause, passes the Speaking State Anxiety Scale
(see Appendix C) to the participant, and waits for it to be answered.

The collaborator collects the questionnaire as soon as it is finished, and
cancels the pause). Please pick up the speaker and the picture, and
begin the description right now (The collaborator starts the recording
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of the speech. When 1 minute is over, the collaborator stops the
recording and announces, “Time is up, thank you for your
participation”. He calls the next one to enter for the test).

The whole course (in Room 2) lasted for about 5 minutes for a participant on
an average. The pretest lasted from 8:00 a.m. to 12:20 p.m. (not everyone arrived

exactly on time) .

Step 2: Treatment

Following the pretest in the same day, the participants in the treatment group
received the treatment with the Wang SAR Model (See Chapter 5) from 2:30 p.m. to
3:50 p.m. The participants in the control group received no elaborate treatment.

Step 3: Posttest

Fourteen days after the pretest was the posttest. The elaborate delay was
expected to reduce the effect of the pretest, and to give the participants in the
treatment group a chance for adapting their emotional and behavioral reaction to the
speaking performance in the English class. The posttest was similar to the pretest,
except that (a) an audience of 9 collaborators was present; (b) the picture for oral
description was different; (c) the direction was slightly different (Following “Your

description will be recorded (# [ YF K 4% 5 ) (see the direction for pretest), was

id

one additional sentence “The students will evaluate your performance ( [A] 2241 TH5 X4 &%

S PEAT)”; and (d) on the Speaking State Anxiety Scale, the item “English score on

2

college entrance test ” was present. Except the “(d)”, which was intended to
investigate the LAE, all the other measures were expected to arouse higher levels of

anxiety. The test was administered during 8:00 a.m. to 12 a.m.

3. Investigating the LAF
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As an indicator of LA, the LAF was collected from the language teachers

concerned during January 18~22, 2010, when the LAF was available.

3.7 Data Analysis

3.7.1 Data Analysis for Research Question 1

Research Question 1 focused on the extent of SA experienced by the learners,
and the difference of SA in terms of gender. In the preliminary analysis, descriptive
statistics were employed to analyze the demographic features, such as gender and age,
and the reliability of the Speaking Anxiety Scale was calculated to show the internal
consistency of the instrument.

Following the preliminary analysis, the minimum (Min), maximum (Max),
mean, and standard deviation (Std.) of the levels of SA were analyzed. The mean was
further judged as low, if the average score on each item of the scale (average item
score) fell below 3, as moderate if between 3~4, and as high if above 4 (Liu &
Jackson, 2008). The percentage of the participants falling within each of the three
intervals (the distribution) was also reported. Independent Samples T Test was
employed to show whether the means differed significantly in terms of gender, and
Chi Square Test was employed to examine whether the distributions of the levels of
SA differed significantly in terms of gender.

3.7.2 Data Analysis for Research Question 2

Research Question 2 focused on the relationships of SA to other variables. The
reliabilities of all the scales were analyzed in the preliminary analysis. Then,
correlation was conducted to show the interrelationships between the variables, and

stepwise regression was employed to examine the significant predictors of SA. Since
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neither the correlation nor the regression analysis could reveal the causal relationships
between the variables, Structural Equation Modeling (SEM) was conducted.

3.7.3 Data Analysis for Research Question 3-5

Research Question 3-5 aimed at examining the effects of the Wang SAR
Model on the SA, the SAstate, and the speaking performance. In the preliminary
analysis, the speaking performance was transcribed and quantified in terms of the
total number of words in CUs, the number of dependent clauses, as well as the percent
of the total number of words in mazes, following the Speaking Performance
Assessment Criteria (see Appendix D). The reliabilities of the quantification, as well
as those of the rating scales were then calculated.

Succeeding the preliminary analysis, the gain scores (posttest - pretest) of the
dependent variables (SA, SAstate, the total number of words in CUs, the number of
dependent clauses, and the percent of the total number of words in mazes) were
computed for use in the ANCOVA. The related assumption was:

(1) Gain scores for the control group = the effects of LA (LAE, LAF) + the
effects of extraneous variables;

(2) Gain scores for the treatment group = the effects of the Wang SAR Model
+ the effects of LA (LAE, LAF) + the effects of extraneous variables;

(3) The effects of extraneous variables on both groups were equal.

Consequently, ANCOVA was the preferable technique for the analysis. By
using the gain scores as the dependent variables, the condition of experiment as the
fixed/independent variable, and treating the IAE and LAF as covariates, the effects of
the Wang SAR Model could be analyzed.

To further examine whether the effects of the Wang SAR Model on the dependent
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variables differed in terms of gender, the condition of experiment and gender were both
used as independent variables in the ANCOVA (with other variables remaining the same),
so that the interaction effects between them could be displayed. The effects of the Wang
SAR Model on the dependent variables could be inferred as differing significantly in

terms of gender or not according to whether the interaction effects were significant or not.

3.8 Pilot Studies

Two important pilot studies were involved in the examination and
development of the instruments for answering the research questions. One was labeled
“Pilot Study A”, and the other “Pilot Study B”. The two studies were to be briefly
presented in the following sections.

3.8.1 Pilot Study A

This pilot study was related to the examination and development of the
instruments for Research Question 1-2.

1. Purpose of Pilot Study A

The purpose was to examine (1) the reliabilities of the scales for answering Research
Question 1-2, and (2) the significance of the correlations between SA and several other
variables (or the principal components of the variables) to be involved in Research Question 2.

2. Participants in Pilot Study A

The participants were 44 (13 males, 30 females, 1 without reporting gender) first year
non-English majors from a natural group in Guizhou College of Finance and Economics.

3. Instruments for Pilot Study A

The instrument was an integrated questionnaire composed of a list of scales

for measuring TA, UTC (UTCA, UTCR), SA, LCR, and LCS. Except for TA, which
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was measured by the 20-item trait scale of the State-Trait Anxiety Inventory
(Spielberger, 1983), all the other variables were measured in similar ways as those in
the main study (see Section 3.4).

4. Procedure for Pilot Study A

The Pilot study was conducted at the beginning of an English class on April 15,
2009. After distributing the questionnaire, the author told the participants that the
purpose of the survey was to gain a better understanding of the relationships of
English learning and disposition, and promised them the confidentiality of the
information. When it was finished about 20 minutes later, the author collected the
questionnaires and thanked the participants.

5. Data Analysis for Pilot Study A

Firstly, the scales involved in the questionnaire were submitted to the analysis
for the Cronbach’s reliabilities. Secondly, the variables measured by the scales were
submitted to the analysis for the principal components. Thirdly, Pearson correlation
was conducted to examine the relationships between SA and the other variables (or
the principal components of the variables).

6. Results and Discussion of Pilot Study A

The Cronbach's Alpha yielded suggested an acceptable internal consistency
for each of the scales concerned (see Table 3.3). The relatively small Alpha values for
the LCR and LCS (.67, .71) could be attributed to the length of the scales. Liu and
Jackson (2008) achieved an Alpha value of .60 for LCR and .76 for LCS.

Table 3.3 Reliabilities of the Scales Employed in Pilot Study A

TA uTC SA LCR LCS

Alpha .88 .84 .85 .67 71
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Principal component analysis (with rotated solution) was conducted only for
the TA, because: (a) the two components for the UTC were known (UTCA, and
UTCR: see Section 3.4), (b) the SA was measured by elaborately adapted items from
the FLCAS, and therefore it was already a sub-scale of the FLCAS, with no need for
further analysis (see Section 3.4), (c) following related literature, the LCR and LCS
could all be accepted as single-dimensioned instruments (see Liu & Jackson, 2008).
The results (see Table 3.4) showed that the TA had two principal components. There
were 10 items having loadings over .40 on each of the components. Component 1 was
labeled “the worry dimension”, because most of the items loaded heavily on it tapped
the degree of worry, while component 2 was labeled “the mood dimension”, because

the relevant items expressed the construct of mood.

Table 3.4 Principal Components of TA Found in Pilot Study A

Component

Item 5 .834 234
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Item 11 788 -.052
Item 18 71 260
Item 20 755 132
Item 17 747 241
Item 9 722 163
Item 12 720 491
Item 8 .695 -.126
Item 15 .682 .008
Item 14 529 474
Item 2 390 -.037
Item 4 365 281
Item 3 128 725
Item 16 152 709
Item 6 .030 .694
Item 1 .032 .653
Item 13 .049 .580
Item 10 205 576
Item 19 110 553
Item 7 -.048 506

Pearson correlation (see Table 3.5) revealed that the SA was significantly
correlated with the UTCA and the LCR, but not with the other variables or the
principal components of the variables. Since the levels of significance of correlation
coefficients are strongly influenced by sample sizes, it is plausible to hypothesize that
the correlations of the SA with the mood dimension of the TA (p =.053) and the LCS
(p = .062) can be significant with larger samples. Even the correlation between the SA
and the UTCR (p = .102) can be hypothesized to be significant when the size of
sample is large enough, due to the fact that Liu and Jackson (2008) ever found that

they were significantly correlated. It is more plausible to consider the correlation
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between the SA and the worry dimension of TA to be insignificant than to be

significant, because (1) the p = .383 is too far from being significant, and (2) no

studies were found to reveal significant correlations between the two.

Table 3.5 Correlations Found in Pilot Study A

SA TA (worry) TA (mood) UCTA UCTR
r 135
TA (worry)
p 383
r 294 ST3(*%)
TA (mood)
p .053 .000
r A23(*%) 399(*%) 538(*%*)
UCTA
p .005 .008 .000
r 253 -.078 183 A34(*%)
UCTR
p 102 .619 240 .004
r - 758(**) -.105 -.244 -453(*%) -233
LCR
p .000 499 11 .002 133
r -.284 226 -.025 -.152 -.187
LCS
p 062 141 .874 332 229

n =44; TA (worry) = the worry dimension of TA; TA (mood) = the mood dimension of TA; **

correlation at 0.01 (2-tailed).

7. Conclusion to Pilot Study A

With reference to relevant literature, the pilot study suggested that the

translated scales for the TA, UTC, SA, LCR, and LCS were reliable. The worry

dimension of the TA was not related to SA. For the main study, all the scales were

wholly applicable except the TA, from which the items measuring the worry

dimension of trait anxiety should be removed, so as to avoid wasting time measuring

a component unrelated to SA.

3.8.2 Pilot Study B
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This pilot study was related to Research Question 3-5. It was expected to
validate the Wang SAR Model before it was used for the main study.

1. Purpose of Pilot Study B

The purpose of this study was to examine whether the Wang SAR Model
could significantly reduce the SA.

2. Participants in Pilot Study B

The participants were 33 (8 males, 25 females) second year English majors
from a natural group in Guizhou College of Finance and Economics. Though all of
them participated in the pretest and the treatment, only 23 (5 males, 18 females) of
them finished the posttest.

3. Instruments for Pilot Study B

(1) Speaking Anxiety Scale

It was a 15-item Likert scale of agreement employed for the measurement of
the SA. The scale was similar to that used in the main study (Appendix A).

(2) Wang SAR Model

It was a lecture of 1 to 1.5 hours on dysfunctional beliefs related to SA. The
Wang SAR Model used in this pilot study was the same as that used in the main study
(see Chapter 5).

4. Procedure for Pilot Study B

The study was composed of a pretest of SA, a treatment with the Wang SAR
Model, and a posttest of SA. The pretest of the SA was achieved by administering the
questionnaire containing the speaking anxiety scale at the beginning of a normal
English class, on April 9th, 2009. After distributing the questionnaires, the author told

the participants that the purpose of the survey was to gain a better understanding of
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their experience in English learning, and promised the learners the confidentiality of
the information. When the questionnaires were finished about 5 minutes later, they
were collected. Succeeding the collection of the questionnaires, the author announced
that a lecture was to be delivered then and immediately began the treatment with the
Wang SAR Model. After about 80 minutes, the treatment was over. The posttest of the
SA was administered with the same questionnaire and at the same time as those for
the pretest 14 days later (April 23, 2009). After the distribution of the questionnaires,
the author told the participants that they were required to report their emotional and
behavioral reactions to English classes since they received the lecture. The
questionnaires were finished and collected after about 5 minutes and thus the posttest
of the SA was completed.

5. Data Analysis for Pilot Study B

Th% dat’ cmllected were first submitted to the analycis for the reliabilities of
th% scade involved, and then to Paired-Samples T Test to examine the change of the
SA after the treatment.

6. Results and Discussion of Pilot Study B

Prehiminary analysis yielded a Cronbach® s Alpha of .90 for the speaking
anxiety scale used in the predest, and .92 for the same scale in the posttest, both
indic!ting high internal consistencies of the scale. Paired-Samples T Test showed that:
(1) t'e mean score (an average of the sums of the scores on all the 15 items achieved
by different participants) for the posttest was smaller than that for the pretest (40.83 <
45.61: see Table 3.6), (2) the difference between the mean on the posttest and that on
the pretest was significant (t= 4.88, p = .000), and (3) scores on the posttest were

significantly correlated with those on the pretest (r = .85, p =.000).
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The results seemed to suggest that the experiment had acceptable validity and
that the reduction of the SA could be attributed to the effect of the Wang SAR Model.

Table 3.6 Means of SA for Pretest and Posttest in Pilot Study B

Mean N Std. Deviation Std. Error Mean
) Pretest 45.61 23 8.63 1.80
Pair
Posttest 40.83 23 8.76 1.83

7. Conclusion to Pilot Study B
This pilot study seemed to support the effectiveness of the Wang SAR Model
as an anxiety reduction instrument for language learners. The model was worth

further examination in the main study.

3.9 Summary

This chapter provides a full picture of the methodology of the present research.
Five questions were to be answered, of which 2 involved surveys of the SA and other
related variables, and 3 involved an experiment on the effects of the Wang SAR
Model on speaking related anxiety and speaking performance. The surveys were
based on cluster sampling, and were conducted at the beginning of English classes.
The experiment was based on convenience sampling, and took the form of a true
experimental design, with pretest, treatment and posttest, lasting 14 days. Descriptive
and inferential statistical techniques were employed for the data analysis. During the
development of the instruments, two pilot studies were ever conducted. One of them
was related to Research Question 1-2, the results of which suggested acceptable

reliabilities of the scales involved and the relatedness between SA and the other
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variables (or the principal components of the variables), except the worry dimension
of trait anxiety, which was to be removed from further examination in the main study.
The other pilot study was related to Research Question 3-5, which supported the

effectiveness of the Wang SAR Model on SA.



CHAPTER 4

DATA ANALYSIS, RESULTS AND DISCUSSION

This chapter covers the data analysis, results and discussion. For the data
analysis and results, the extent of SA experienced by the students (Research Question
1), the relationships of SA to other variables (Research Question 2), as well as the
effects of the Wang SAR Model on SA, SAstate, and speaking performance (Research
Question 3-5) are analyzed and reported. The results of Research Question 3-5 are
reported together due to the fact that the effects of the same independent variables on
different dependent variables could be conveniently examined together with the same
statistical techniques. In the discussion, the implications and revelations of the

findings are provided.

4.1 Data Analysis and Results

4.1.1 Data Analysis and Results to Research Question 1

To what extent do students experience Speaking Anxiety (SA) in the English
language classroom? Does the Speaking Anxiety (SA) experienced by students differ
significantly in terms of gender?

Preliminary analysis revealed that, among all the 243 participants investigated,
240 (112 males, 128 females) provided complete responses. The 3 cases with missing
data were deleted in further statistical analyses. The ages reported had a mean of 19.39
years, ranging from 17 years to 24 years. The coefficient Alpha yielded was .90 which

was an acceptable index of the internal consistency of the Speaking Anxiety Scale.
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Following the preliminary analysis were the descriptive and inferential
analyses. Table 4.1 displays the descriptive statistics of the levels of SA corresponding
to the total sample, males, and females respectively. The level of SA for each
participant was represented by the average score he/she got on each item (Average
Item Score: the sum of one’s score on all the items divided by the number of items),
and the possible range was 1 to 5.

Table 4.1 Descriptive Statistics for SA

N Min. Max. Mean Std.
Total 240 1.40 4.67 3.04 .67
Male 112 1.47 4.60 3.03 .65
Female 128 1.40 4.67 3.04 .69

The means for different groups (3.04, 3.03, 3.04) all signified moderate levels
of SA (see Section 3.7.1). The results of Independent-Samples T Test indicated no
significant difference, t = -.17, df = 238, p = .87, in the mean levels of SA in terms of
gender. The implications of the levels of SA can be demonstrated on Figure 4.1.

I do not worry about making mistakes in my English class.

1 2 3 4 5
SA A U D SD

(SA = Strongly Agree; A = Agree; U = Undecided; D = Disagree; SD = Strongly Disagree)

Figure 4.1 Demonstration of the Implications of the Levels of SA

The mean levels of SA found in the present study suggested that both the male
and the female participants selected a point slightly beyond the “Undecided” to a
statement like ““I do not worry about making mistakes in my English class™ on an

average.



72

To compare the distributions of the levels of SA between males and females,
the frequencies of the scores of SA falling within different intervals (see Section 3.7.1)
were calculated. For the males, 53 (47.3%) fell in the low interval, 53 (47.3%) the
moderate, and 6 (5.4%) the high interval. The corresponding statistics for the females
were 62 (48.4%), 56 (43.8%), 10 (7.8%) (see Figure 4.2). Those differences did not
seem to be large. The Chi-square Tests indicated no significant difference, x> = .72, df

=2, p =.70, in the distribution of the levels of SA in terms of gender.

CJiow62 (48.4%
noder at e56(43. 8%
[Elhigh 10 (7.8%

iows3 (47.3%
noder at e53(47. 3%
high 6 (5.4%

Males Females

Figure 4.2 Distributions of Levels of SA

4.1.2 Data Analysis and Results to Research Question 2

How is Speaking Anxiety (SA) related to Trait Anxiety (TA), Unwillingness to
Communicate (UTC), Speaking Self-Efficacy (SSE), Language Class Risk-Taking
(LCR), Language Class Sociability (LCS), and language achievement (LA)?

Preliminary analysis revealed acceptable reliabilities for all the rating scales
involved (see Table 4.2 ).The moderate reliabilities for LCS and LCR (.60, .66) was
due to the length of the scales (5, 6 items): “Other things being equal, the longer the

test, the greater its’ reliability” (Ary, Jacobs, Razavieh, & Sorensen, 2006:265). Liu
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and Jackson (2008) ever reported a reliability of .60 for the LCR. Anyway, all the
Alpha coefficients yielded in the present study were “acceptable” “for research
purposes” (Alpha >.50; see Ary et al., 2006, p. 267).

Table 4.2 Statistics Related to the Reliabilities of the Instruments for Question 2

TA UTC UTCA UTCR LCR LCS SSE SA

Items 10 20 10 10 6 5 7 15
Response 100 100 100 100 100 100 96.1 100
Alpha 78 .81 78 .84 .66 .60 .89 .89

N = 103; Items = total number of items; Response = the percent of cases with full responses.

To further reveal the relationships of the SA to other variables from different
perspectives, the data were submitted to the analyses of Pearson correlation, stepwise

regression, and Structural Equation Modeling (SEM).

For correlation and regression analysis, the LA was not only represented by
the two indicators (LAE, LAF), but also by the average of them (LAav = (LAE x 100

=150 + LAF) 2. The average was calculated in this way because the total score for
the LAE was 150, and that for the LAF was 100). Since the UTC was a
multidimensional construct, both of the sub-components (the UTCA, and the UTCR)
were all submitted to the analyses so as to achieve a precise understanding of their
relationships to the SA.

Correlation analysis (see Table 4.3) revealed that the SA was positively
correlated with the TA, UTC, UTCA, as well as the UTCR, and negatively correlated
with the LAE, LAF, LAav, LCR, LCS, as well as the SSE. The correlations suggested,
on the one hand, that learners who had the tendency to experience negative mood, to

avoid communication with others, or to consider communication as unrewarding,
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were liable to experience high SA. On the other hand, the correlations implied that

higher SA was related to lower English achievement, lower tendency to use the

English form whose correctness is beyond one’s confidence or to use English for

socialization in the classroom.

Table 4.3 Inter-Correlations for SA and the Other Variables

LAE LAF LAav TA UTC UTCA UTCR LCR LCS SSE
LAF 25% 1
LAav .71*%*  86** 1
TA -24*%  -16 -24*% 1
UTC  -30** -15 -28%%  50%* ]
UTCA -.17 -.13 -.20 6% 80** ]
UTCR -31** -11 -24%  42%x 74%* 19 1
LCR  22% .16 20%% L 30%% 41k 37 J26%* ]
LCS -.05 -.06 -.07 -20% - 28%* _26%F 17 27F 1
SSE 208k 35%E AR 3R L34k 7R L 25% 23% .16 1
SA S20%% L 26%*  -36%F  34%*  58**  G7F* 30**  -54%F 33k 3@H*

N =95~103; * correlation at 0.05, ** at 0.01(2-tailed).

To select the best model for the prediction of the SA, the variables involved in

the correlational analysis were further submitted to stepwise regression analysis. The

results are displayed in Table 4.4. The regression model could be expressed as: SA

= 42UTCA -.33LCR -.18LAav (R* = .46), suggesting that the first best predictor for

SA was UTCA, the second was LCR, and the third was LAav, with 46% of the

variance of SA capable of being accounted for by the predictors.
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Table 4.4 Regression Coefficients for the Prediction of SA (R2 =.46)

Beta t P
UTCA 42 5.251 .000
LCR -.33 -4.029 .000
LAav -.18 -2.332 .022

As neither the correlation nor the regression analysis could reveal causal
relationships, analysis with SEM was followed. SEM is different from an experiment
for examining causal relationships. In an experiment, the researcher manipulates the
independent variables and observes the effects on the dependent variables, while in
the SEM the researcher specifies or partly specifies one or more models based on
knowledge or theories and examines whether the data support the model(s). To
conduct the SEM, two preliminary steps were needed:

Firstly, construct the measurement models. The measurement models specify how
the observed variables depend on the unobserved or latent variables. In the present study,
the observed variables included the LAF, LAE, and all the items on the scales involved.
The latent variables were the SA, TA, UTC, UTCA, UTCR, LCR, LCS, SSE, and LA.
Since the UTC was not a uni-dimensional construct, it was excluded from the SEM. No
information would lose, because both of its principal components (UTCA and UTCR)
were present in the SEM. Except the LA, each latent variable was related to many
observed variables, and parceling was in need (Zhang, Yang, Liang, Wang, & Shao,
2008). Two parcels were constructed for each latent variable, which were signified by
“ 17 and “ 2” (for example, TA 1, TA 2: see Figure 4.3). LAE, LAF, and the parceled
variables all served as indicators in the SEM. Each indicator also received the influence of

an error variable (for example, e1 >TA 1, e2—TA 2).
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Secondly, construct the structural model, which specifies the relationships
between the latent variables. The present study was more explorative than
confirmative. In other words, the few relationships theoretically sound were specified
by the author, as were symbolized by the thicker lines, with arrows indicating the
directions of influence. Many other relationships beyond the confidence of the author
were symbolized by the thinner lines, suggesting that they were suspected by the
author, and were to be specified by specification search. In the structural model, the
latent variables receiving the influence of other latent variables were endogenous
variables, each of which received the influence of an error variable (for example,

e4—UTCA). The hypothesized relationships specified by the author were:

| 1 :

0,

(Ce7)
‘ TA 1 TA 2 HUTCA_l‘ 1 ‘ UTCA 2 H LCR 1 ‘ '
S Te T T e

| e [0
& 4'.1”"" SA_2
LN

LAE
LAF
1
J[ssea Jurea] | [ureR-z ]| Les
b, , 0, o, . 40 '
@0 @ G CoRNc

Figure 4.3 Hypothesized Relationships for SA and the Other Variables
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1. “TA>UTCA/UTCR— SA -LCR/LCS”

TA was a tendency to experience anxiety in various situations, UTCA/UTCR
was related to the tendency to experience anxiety in communication situations, and
SA was the tendency to experience anxiety in English communication situations
(language class). Therefore, the more general disposition was likely to influence the
more specific disposition (deduction). SA could further influence LCR/LCS because:
when a learner was fearful about speaking English itself, he/she was likely to be more
fearful about speaking English when the additional risks of committing mistakes
existed, and was unlikely to speak English for socialization.

2.“TA ->LA -SSE”

Anxiety was likely to distract the attention or occupy the cognitive resources
which could otherwise be used for learning (see Section 2.6.2). Learners suffering
from anxiety were likely to have a lower efficiency of learning, and consequently a
lower language achievement (LA). The LA, whether indicated by the LAE or LAF,
was an objective mirror of one’s level, which was likely to influence the self rating of
one’s level (SSE).

The hypothesized relationships to be specified by the specification search
included: (a) “TA—LCR”; (b) “TA—SA”; (¢) “TA—LCS”; (d) “TA—SSE”; (e)
“UTCA—LCR”; (f) “UTCA—LCS”; (g) “UTCA—SSE”; (h) “UTCR—LCR”; (i)
“LA—LCR”; (j) “LCR—LA”; (k) “LA—SA”; (1) “SA—LA”; (m) “SSE—LA”; (n)
“UTCR—LA”; (0) “SSE—LCR”; (p) “LCR—SSE”; (q) “SSE—SA”; (r) “SA—SSE”;
(s) “LCS—LCR”; (t) “LCR—LCS”. The rationale for the hypothesis was: (1)
personality variables (TA, UTCA, UTCR) may influence second language variables

(LA, LCR, LCS, SA, SSE), rather than the reverse, because the former seem to be
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more fundamental than the latter; (2) second language variables may have mutual
influences; (3) uncorrelated variables are unlikely to have significant causal

relationships and should be dismissed from examination.

Chi-square=77.648, df=93, Chi-square/df=.835,P=.874, FMIN=.761,
PCLOSE=.995, RMSEA=.000,ECVI=1.918, NFI=.904, CFI=1.000, GFI=\gfi
41

(Ce1) (e3) (ea) (e5) —(e6)  (e7)
65 87 87 76 36 60
‘ TA_1 ‘ ‘ TA 2 ‘ ‘ UTcg ‘ UTCA_2 ‘ ‘ LCR_1 ‘
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16 .4
40
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Figure 4.4 Estimated Relationships for SA and the Other Variables (Model A)

The output of the estimation was further adjusted with reference to the fitness
measures, and ultimately two satisfactory models were obtained: Model A and Model
B (see Figure 4.4, Figure 4.5). The differences between them were the directions of
the arrows between LA and SA, and some of the parameters.

Both models were based on standardized estimations. The directions of the

single-headed arrows signified the directions of causation, with the numbers near the



79

midpoints of the arrows representing the regression weights or direct factor effects.
The double-headed arrows indicated correlations, with the numbers near the
midpoints of the arrows showing the coefficients.

Chi-square=77.644, df=93, Chi-square/df=.835,P=.874, FMIN=.761,
PCLOSE=.995, RMSEA=.000,ECVI=1.918, NFI=.904, CFI=1.000, GFI=\¢fi

40
OO INC)
64 89 86 77 36 60
\ TA 1 \ \ TA 2 \ \ UTCA_1 \ \ UTCA 2 \ \ LCR
80 .94 .93 .88 6 ¥

1
0.7.78 l

A4

.86 75 76 74 .64 .35

SSE_1 |UTcr 2 || Les.t S_2
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Figure 4.5 Estimated Relationships for SA and the Other Variables (Model B)

The regression weights and correlation coefficients all achieved statistical
significance, except the coefficient between €14 and €20, which was quite near the
level of significance (p = .065 in Model A, .062 in Model B ), and plausible for being
included in the model. The number near the upper right side of a rectangular or

elliptical figure signified the Squared Multiple Correlation, indicating the percent of
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variance of the variable accounted for by the other variables directly or indirectly
related to it. The fitness measures (Chi-square, df, etc.) were displayed on top of the
path diagrams, all indicating acceptable goodness of fit.

Both models indicated that the SA was directly influenced by the UTCA , and
it could further affect the LCR, as well as LCS. The TA had direct or indirect
influences on all the other latent variables. The SSE and UTCR had no significant
influence on other variables. The two models together showed that the SA and the LA
had mutual influences. The Squared Multiple Correlations suggested that a total of
54% of the variance of SA could be accounted for by the directly or indirectly related
variables in Model A, and 41% in Model B. Moreover, most of the latent variables
were also indirectly related to each other through the intermediary of the error
variables which were correlated.

4.1.3 Data Analysis and Results to Research Question 3-5

Can the Speaking Anxiety Reduction Model (Wang SAR Model) developed on
the basis of the Rational Emotive Behavioral Therapy (REBT) reduce students’
Speaking Anxiety (SA)? Does the effect differ significantly in terms of gender?

Can the Speaking Anxiety Reduction Model (Wang SAR Model) reduce students’
Speaking State Anxiety (SAstate)? Does the effect differ significantly in terms of gender?

Can the Speaking Anxiety Reduction Model (Wang SAR Model) improve the
speaking performance (assessed by the total number of words in Communication
Units (CUs), the percent of the total number of words in mazes, and the total number
of dependent clauses)? Does the effect differ significantly in terms of gender on any

of the criteria? If yes, on which criterion/ criteria?
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Of all the 40 students having volunteered to participate in the experiment, 32
(80%) actually completed all the phases (see Section 3.3.2). The rate of attrition was
not high compared with that encountered by Rasid & Parish (1998) who ever reported
a 2-week experiment similar to the present one, in which only 62.5% finished all the
phases. The data of those who failed to complete the experiment were deleted in
further analyses.

The transcription of the speaking performance was accomplished by the author,
checked and improved by a peer researcher until it was believed to be satisfactory.

The quantifying of the speaking performance was conducted by the author and
a peer researcher separately, following the Speaking Performance Assessment Criteria
(Appendix D). Here is an example of the transcription and quantification of the
recorded speech of a participant (words in normal font stand for words in CUs, in
italicized font for words in mazes, and in bold font for words in CUs as well as in
dependent clauses):

The Transcription
There are four boys in the picture. We can we can see that two boys
two boys are discussing and two boys look look boos look book. One

one boys one boys is very happy. Maybe the book the books the books
has has something interesting has something interesting to you to he.

The Quantification
(1) The number of CUs is 4. The total number of words in CUs is 33.
a. There are four boys in the picture................ccooviiiinnnn.. 1 CU
b. we can see that two boys are discussing and two boys
100K boOK. ... .o 1 CU
c. one boys 1S Very happy........cooeviiiiiiiiiiiis ciiiiiii 1 CU
d. Maybe the books has something interesting to he...... ........ 1 CU

(2) The number of mazes is 7. The total number of words in mazes is
20. The percent of total number of words in mazes is 20 + (20 +
33)x100% = 37.74%.
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AW CaAN. e, 1 maze
D tWO DOYS. .. 1 maze
C. 100K 100K DOOS. ... 1 maze
d.ONBONE DOYS. ...oveiiii 1 maze
e. the book the bOOKS. ..o 1 maze
f. has has something interesting..................ocoiiiiiien e, 1 maze
o8 (0 0T P 1 maze

(3) The total number of dependent clauses is 2.
a. that two boys are discussing..................... 1 dependent clause
b. and two boys look book........................... 1 dependent clause

Pearson correlations showed high inter-rater reliabilities for the quantification
of speaking performance on each criterion (see Table 4.5). To eliminate the
inconsistencies between the raters, the ratings were further examined and revised
against the criteria until agreement was arrived at on all the ratings.

Table 4.5 Inter-Rater Reliabilities Signified by Pearson Correlations

PreCU PreM PreDep PosCU PosM PosDep

r 99** 99** 1.00%* 1.00%* 99+ 1.00%*

Pre- = Pretest of; Pos- = Posttest of; -CU = total number of words in CUs; -M = percent of total
words in mazes; -Dep = total number of dependent clauses; ** correlation at 0.01(2-tailed).

The reliabilities of the instruments for SA and SAstate were also calculated.
The results showed high internal consistencies of both scales on either the pretest or

the posttest (see Table 4.6).

Table 4.6 Statistics Related to the Reliabilities of Instruments for Question 3-5

Pretest Posttest
SA SAstate SA SAstate
Items 15 8 15 8
Response (%) 100 100 100 100
Alpha .94 .83 .96 .93

N = 32; Items = total number of items; Response = the percent of cases with full responses.
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To examine the effects of the Wang SAR Model on the dependent variables,
descriptive statistics of the gain scores (posttest - pretest) of the SA, the SAstate, the
total number of words in CUs, the percent of total number of words in mazes, and the
total number of dependent clauses were compared between the control and the
treatment group (see Table 4.7; the Average Item Scores were employed for the pre-
and posttest of SA and SAstate: see Section 4.1.1).

Table 4.7 Descriptive Statistics for the Gain Scores of the Dependent Variables

Minimum Maximum Mean Std. Deviation

Ctrl Trt Ctrl Trt Ctrl Trt Ctrl Trt

GainSA -73 -1.87 40 13 -14 -57 .36 72
GainSAstate -50 -2.38 13 .38 -14 -.64 .16 77
GainCU -28.00  -20.00 23.00 48.00 -3.33 14.18 14.58 16.39
GainM(%) -33.33  -35.65 26.57 29.17 -4.00 =37 17.71 13.89
GainDep -2.00 -2.00 2.00 3.00 -40 29 1.35 1.49

Ctrl = control group; Trt = treatment group; Gain- = gain score of; see Table 4.5 for other labels.

According to Tables 4.7, both the SA and SAstate had negative mean gain
scores in either the control or the treatment group (-.14; -.57; -.14; -.64), which
suggested the possibility of  desensitization effects caused by the repeated
measurements. The participants were not so anxious in the posttest as in the pretest,
no matter which group they were in. But compared with the control group, the

treatment group had greater absolute mean gain scores (|-.57] >[-.14l ; |-.64 >|-
14, suggesting that the SA and SAstate decreased more for the treatment group on

an average. In terms of the total number of words in CUs and the total number of
dependent clauses, the positive mean gain scores of the treatment group (14.18, .29)

suggested that, on an average, the treatment group expressed more comprehensible
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speech, and used more dependent clauses in the posttest than in the pretest. In sharp
contrast, the negative mean gain scores of the control group (-3.33, -.40) revealed the
opposite tendency. As to the percent of total number of words in mazes, the negative
mean gain scores of both groups (-4.00%, -.37%,) implied that the proportions of
useless information expressed by both groups decreased in the posttest, and decreased
more for the control group (|-4.00%| > | -37%| ). Those changes, as a whole,
suggested that the Wang SAR Model could have produced its effects: having reduced
the anxiety, and influenced the speaking performance.

To examine the statistical significance of the effects of condition of
experiment when the possible effects of ability or LA (LAE, LAF) were controlled,
ANCOVA was conducted (see Section 3.7.3), and the output is displayed in Table 4.8.

Table 4.8 Effects of the Condition of Experiment

Source Depend SS df MS F Sig n2

GainSA 1.55 1 1.55 4.65 04 14

GainSAstate  1.65 1 1.65 478 04 15

g““d‘?“’“ of  GainCU 1561.09 1 1561.09  7.09 01 20
xperiment

GainM 45251 1 452,51 2.69 11 09

GainDep 1.57 1 1.57 .79 .38 .03

Depend = Dependent Variable; SS = Sum of Squares; MS = Mean Square; 1° = Partial n°; see
Table 4.7 and Table 4.5 for other labels.

According to Table 4.8, the condition of experiment had significant effects
only on the gain scores of SA, SAstate, and the number of total words in CUs (p
= .04, .04, .01), and the proportions of total variation of the three dependent
variables attributable to the condition of experiment were respectively .14, .15,

and .20 (see the 1”in Table 4.8).
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The descriptive and the inferential statistical results (Table 4.7, 4.8) together
suggested that the Wang SAR Model could reduce the SA, the SAstate, and increase
the total number of words in CUs.

To further examine the effects of gender, both gender and condition of
experiment were used as independent variables in the ANCOVA. The results (see
Table 4.9) showed no significant interaction effects on any of the dependent variables,
indicating that the effects of the Wang SAR Model did not differ in terms of gender.

Table 4.9 Effects of Condition of Experiment x Gender

Source Depend SS df MS F Sig 1]2
GainSA .05 1 .05 .14 71 .01
GainSAstat .04 1 .04 11 .75 .00
Condition of o im>Aastate
Experiment X GainCU 242.90 1 242.90 1.08 31 .04
Gender
GainM 2.16 1 2.16 .01 91 .00
GainDep 58 1 58 27 61 01

See Table 4.7 and Table 4.5 for the labels.

4.2 Discussion

Rating scales, indicators of LA, indicators of speaking performance, and the
Wang SAR Model were used in the present study. The rating scales all had acceptable
reliabilities. There seemed to be no problem with the indicators of LA (the LAE was
nationally used, while the LAF was used in the whole college). Adopted from
repeatedly published criteria, the indicators of speaking performance were out of
question. The employment of the Wang SAR Model for treating SA was also
theoretically justifiable (see Section 5.1). The results were consequently acceptable,

and were to be discussed in the following.
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4.2.1 Extent of SA Experienced by the Learners

The extent of SA experienced by the learners was revealed by the mean level as
well as the distribution of the levels. The mean (3.04) of the total sample revealed by the
present study indicated a moderate level of SA. In terms of distribution, more than half of
the learners fell in the moderate or high intervals of SA (see Section 3.7.1, 4.1.1).

Both the mean and the distribution revealed in the present study are worth the
concern of language teachers, because they could have serious negative effects on the
development of the speaking skill and speaking performance.

Firstly, SA is a barrier for the skill development. Learners suffering from
higher SA are less likely to participate in class interactions (Young, 1991b). The
reduced chances of practice could result in a lower level of the speaking skill, which
might lead to a still higher level of SA, and thus begin a vicious circulation.

Secondly, SA could have negative effects on performance. An anxious person
might divide his/her attention between task relevant thoughts and task irrelevant ones
(see Section 2.6.2). The reduced cognitive resources could result in a lower efficiency
of performance. Therefore, on occasions when speaking the second language is
unavoidable, the more anxious learners are likely to perform more poorly than their
less anxious counterparts, even when there is no difference in the actual ability. The
poorer performance may result in a more painful experience for the speaker, which
could cause an even higher level of SA and lead to a vicious circulation, similar to

that in the skill development.

Both of the vicious circulations deserve the attention of educators. Whether for

the purpose of developing the speaking skill or improving the efficiency of
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performance, the issue of SA should be controlled.

The mean levels of SA, as well as the distributions, however, did not differ
between males and females, a finding similar to those of some research, but different
from others. Though beyond explanation, the finding is significant because it could
contribute to the accumulation of facts which may ultimately lead to the clarification
of the confusion.

4.2.2 Relationships of SA to the Other Variables

The relationships of SA to other variables were examined by means of
correlation, stepwise regression and the SEM. The results of the three types of
analyses, though internally consistent, reflected the relationships from different
perspectives.

1. Relationships of SA to the Other Variables in Terms of Correlation

The correlation analysis indicated that the SA was positively correlated with
the TA, the UTC, the UTCA, as well as the UTCR, and negatively with the LA
(signified by LAE, LAF, and LAav), the SSE, the LCR, as well as the LCS.

The directions and strengths of some of the correlations found in the present
study are quite similar to those found by other studies. Table 4.10 displays a
comparison of the coefficients yielded by the present study with those yielded by Liu

& Jackson (2008).

Table 4.10 Comparison of Correlation Coefficients for the Same Constructs
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Correlated factors Present study (n=103) Liu & Jackson (n=547)
SA (FLCAS2)&UTC (UCS) 58** 525%*
SA (FLCAS2)&UTCA (UCS1) 57 582**
SA (FLCAS2)&UTCR (UCS2) 30** 257**
SA (FLCAS2) LCR .54 —457**
SA (FLCAS2)¢> LCS =33 -368**

Labels by Liu and Jackson were in the brackets.

The direction and strength of the correlation between TA and SA (.34**) in the
present study are also similar to those between trait anxiety and foreign language
classroom anxiety (.29**) found by Horwitz (1991). Those similarities seem to
support the validity of the present correlational findings.

The correlations implied that learners with a higher negative mood, a stronger
unwillingness to communicate with people, were likely to experience higher anxiety
when speaking the second language in the classroom. The higher anxiety further
suggested a lower language achievement, a lower self-efficacy in speaking ability, and
a weaker tendency to take risks or socialize in the target language in the classroom.

2. Relationships of SA to the Other Variables in Terms of Regression

Stepwise regression yielded a model: SA = 42UTCA -.33LCR -.18LAav,
suggesting that the SA could be best predicted by the UTCA, LCR, and LAav. This
model is extremely similar to Liu & Jackson (2008, p. 81), who found that the first
best predictor for SA (FLCAS2) was UCS1 (= UTCA: 3 = .31), the second best one
was LCR (B = -.24), and the third was OE (the Overall English Proficiency, which is

equivalent to the LAav: § =-.20).

The regression model indicated that language teachers could foretell the levels
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of speaking anxiety by the degrees of communication apprehension (UTCA), the
tendencies to take risks in the language class, and the levels of language achievement.

3. Relationships of SA to the Other Variables in Terms of SEM

Both Model A and Model B confirmed all the original hypotheses with which
the author had specified the structural model, except that about the influence of UTCR
on SA (see Figure 4.4, 4.5). The findings also seem to be supported by other research.
The influence of TA on LA is consistent with the views of Tobias and Eysenck (as
cited in MacIntyre & Gardner, 1991; 1994), who explained the effects of anxiety on
learning in terms of cognitive interference. The influence of LA on SSE is supported

by Maclntyre, Noels, Clément (1997: 274), who suggested that “those who are more

proficient tended to perceive themselves as more proficient”. The effect of UTCA on

SA can also find its echo in literature: Horwitz, Horwitz, Cope (1991: 30) insisted

that “People who typically have trouble speaking in groups are likely to experience
even greater difficulty speaking in a foreign language”. The findings about the
influences of SA on both LCR, and LCS are consistent with Samimy & Tabuse who
suggested that anxiety could affect risk-taking ( as cited in Matsuda & Gobel, 2004),
and consistent with Young (1991b) who insisted that some students may become so
fearful of speaking in class that they refuse to participate at all. The insignificant
influence of UTCR on SA seems to suggest that UTCR is a construct different from
what was hypothesized by the author. The author hypothesized that UTCR is a
tendency to experience anxiety in general communication situations, and the tendency
could transfer to the second language classroom. Since the results from the SEM did
not support the hypothesis, it seems that UTCR is not a general tendency to

experience anxiety, though it is a tendency to have negative attitude to communication
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(see Section 3.4 for the explanation of the UTCR). This result from the SEM implies,
for example, individuals who regard communication as a valueless behavior may not
necessarily feel fearful about communication.

The findings from the SEM are significant for: (a) it provided data support for
some of the claims held by researchers on the relationships between the variables
involved; (b) the mutual influences between SA and LA revealed here are helpful for
the clarification of the confusion concerning the relationships between the two
variables (Researchers have argued about whether language anxiety is primarily a
cause or effect in language learning. The present study seems to suggest that it could
be both a cause and effect); and (c) the causal relationships could be used for
controlling the SA, as is to be discussed in Chapter 6.

4. Convergence of Different Analyses

The variables related to SA in the present study could be put in two categories:
personality features, and non-personality features. The former include UTC (UTCA,
UTCR) and TA (see Section 2.4.3), while the latter include the LA, SSE, LCR, and
LCS. The analysis of regression and SEM both suggested that SA was primarily a
function of the personality feature of UTCA (among the variables involved in
Research Question 2), because (1) UTCA was found to be the best predictor of SA
(Table 4.4), and (2) UTCA had the strongest influence on SA (Figure 4.4-4.5).

4.2.3 Effects of the Wang SAR Model

The effects of the Wang SAR Model were examined through the experiment.
The results showed that, when ability (LA) was controlled with ANCOVA, the Wang
SAR Model could reduce the learners SA, SAstate, and improve the speaking

performance by increasing the total words in CUs. The effects of the Wang SAR
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Model did not differ in terms gender.

To evaluate the validity of the study, the effect of the Wang SAR Model on
SAstate was examined as a means of triangulation (see Section 3.2.3). Since the
effects of the model on both the SA and SAstate were found to be consistent (both
types of anxiety were reduced and the degrees of reduction did not differ significantly
in terms of gender), it could be reasonably inferred that the results about the effect of
the Wang SAR Model on SA were valid.

The results concerning the effect of the Wang SAR Model on speaking
performance were consistent with the common finding by Phillips (1992) and Wilson
(2006), both of whom discovered that higher language anxiety was related to smaller
total number of words in CUs. The results of the present study, however, were more
revealing, because the findings by Phillips and Wilson were both correlational in
nature, which only suggested the possible influence of language anxiety on speaking
performance, while the results of the present study were based on an experiment,
which provided more persuasive evidence about the influence of anxiety on
performance. But the present study did not support the divergent findings between
Phillips and Wilson (see Section 2.5.2). Perhaps unknown variables had their roles in
the divergences.

The Wang SAR Model was developed from the REBT (a typical CR), a
branch of CBT. The results related to the effect of the Wang SAR Model on SA were
inconsistent with Jones (2002), who failed to discover any significant effects of CBT
(cognitive restructuring and relaxation training) on language anxiety. The different
results were probably caused by (a) the technique (Jones did not develop the CBT for

language anxiety, while the present author did), and /or (b) the experimental design
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(Jones gave the posttest immediately following the treatment and thus deprived the
students of the chances to practice the desired emotional/behavioral reactions in real
situations of language learning, while the present author delayed the posttest and
provided the students with chances to do them).

The findings have great theoretical, as well as practical implications.
Theoretically, they suggested that beliefs play a key role in SA, and that modifying
beliefs could reduce SA. The findings also indicated that REBT is not only effective
for use in clinical settings, but also in second language learning and using situations when
appropriately adapted. Since the reduction of anxiety led to a change of the performance,
the study implied that anxiety is not only a side effect of poor language learning (see
Section 2.6.1). Practically speaking, the findings on the effects of the Wang SAR Model
are of great pedagogical implications, which are to be discussed in Chapter 6.

4.2.4 A Model for SA, Beliefs in Communication in L2 and UTCA

One more issue seemed to be in puzzle. On the one hand, the fact that the
Wang SAR Model could reduce SA by modifying beliefs in communication in the
second language (L2) supported the inference that SA was obviously influenced by
those beliefs. On the other hand, the results of stepwise regression and SEM
suggested that SA was strongly influenced by UTCA. The relationships could be
demonstrated by Figure 4.6. The puzzle was: What was the relationship between

UTCA and beliefs in communication in L2?

Beliefs in

ommunication in L2
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Figure 4.6 Influences of Beliefs in Communication in L2 and UTCA on SA

To answer the question, the author advanced a hypothesized model:
Similar to the influence of beliefs in communication in L2 on SA, there are beliefs in
communication in general, which influence UTCA. Moreover, the beliefs in communication

in general influence the beliefs in communication in L2 (see Figure 4.7: G = general ).

Beliefs in

“.communication in G-

Beliefs in
communication in L2

Figure 4.7 Hypothesized Model Connecting SA, Beliefs in Communication in L2

and UTCA

The hypothesized relationships conform to logic and relevant theories. Both
SA and UTCA represent the degree of fear of oral communication (in the second
language or in general). If the SA is influenced by beliefs, the UTCA is equally likely
to be influenced by beliefs, though the beliefs could be different, in terms of analogy.
The A—B—C personality theory also supports the inference (see Section 5.2.3). The
logic for the influence of belief in communication in general on beliefs in
communication in L2 is obvious because the former subsumes the latter (deduction).

The model also conforms to intuition. For example, if a person believes he

must speak perfectly and imperfect speaking performance is terrible (beliefs in
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communication in general), he is likely to be afraid to express himself in a group
(UTCA). Moreover, with the same beliefs, he is likely to believe that he must speak
perfectly and imperfect speaking performance is terrible in the second language
(beliefs in communication in L2).

The merit for the hypothesized model is that it connects all the key variables in

the present study.

4.3 Summary

Over half of the learners participated in the present research reported a
moderate or high level of SA, which is worth the concern of language teachers,
because SA have negative effects on the development of the speaking skill and
speaking performance. Though correlated with many different variables, the SA could
only be significantly predicted by UTCA, LCR, and LA. In terms of causal
relationships, SA was influenced by TA, UTCA, and could further influence the LCR,
and LCS. Mutual influences existed between the SA and LA. The Wang SAR Model
could reduce the SA, and increase the total words in CUs. The close relationships of
SA to UTCA and the beliefs in communication in the second language could be
explained by a hypothesized model in which beliefs in communication in general

connect all the variables.



CHAPTER 5
SPEAKING ANXIETY REDUCTION:

THE WANG SAR MODEL

The chapter focuses on the Wang SAR Model (Speaking Anxiety Reduction
Model by Wang, the present author), a technique based on the REBT (Rational
Emotive Behavioral Therapy), which is a typical type of CR (Cognitive
Restructuring). It begins with the justification for developing the Wang SAR Model
from the REBT, and ends with the components and logical steps of the model. The
components include the prologue, the background knowledge, the roots and remedies
of SA, and the epilogue. Each component is made up of a brief introduction and a

detailed script.

5.1 Justification for Developing the Wang SAR Model Based on the

REBT

5.1.1 Rationale for the Selection of the REBT

For the purpose of discovering specific remedies for language anxiety, the
author searched all the available literature and finally discovered four techniques:
systematic desensitization (SD), relaxation exercises (RE), modeling, and cognitive
restructuring (CR). Probing deeper into the literature of each of the technique, the
author found that SD demands levels of training and expertise beyond those of

general ESL teachers (Foss & Reitzel, 1991). Modeling, though technically simple,
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seems to have little face validity, because a lot of language learners remain anxious
though they have no lack of modeling of relaxed language performances from their
non-anxious peers in the everyday language classroom settings. Of the remaining two
techniques, CR seems more attractive than RE. CR attempts to modify inappropriate
beliefs related to emotional problems, while RE aims at counterbalancing the physical
tension accompanying emotional problems (see Section 2.7.2). Beliefs have been
found to be a root of language anxiety (see Section 2.4.2); physical tension
accompanying anxiety arousal is only the symptom. It seems more effective to treat
the root rather than the symptom of language anxiety. For treating emotional
problems, Bedford (2006) ever warned of the ineffectiveness of symptom control:
And the really astonishing thing is that you could get rid of the
symptom by some method (like drugs, NLP, Suggestion Hypnotherapy,
Counselling or whatever) only to find that something else later takes its
place. Another symptom emerges to replace the old one because the

root cause of the symptom is still there. The technical term for this is
"symptom substitution".

Based on the consideration above, the author turned to CR. More specifically
speaking, the author followed the REBT (Dryden, 2001), a typical technique of CR.
REBT is based on the A—B—C personality theory (see Section 5.2.3), which
assumes irrational beliefs to be the primary sources of psychological problems.
Replacing the irrational beliefs with their rational substitutes is the essence of the
REBT. Though widely practiced in clinical settings to help individuals to recover
from psychological problems, this psychotherapy has not been found to be applied to
classroom settings to treat language anxiety in any empirical study. Anyway, the
REBT seems applicable to the problem of SA. It is a therapy for various

psychological problems related to dysfunctional beliefs (incorrect and harmful
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beliefs). Since SA is also related to dysfunctional beliefs (Horwitz et al. 1991), it is
likely to be reduced or controlled by REBT.

5.1.2 Grounds for and Aspects Involved in the Development

Though seemingly applicable to the problem of SA, REBT could not be
adopted directly by the present author for the problem of SA. In fact, REBT provides
only the general principles rather than specific answers to emotional problems, which
may have a variety of roots. Even in clinical settings, the therapist has to adapt it to
the specific troubles of each client. Foss & Reitzel (1991) also suggested that specific
techniques for language anxiety need to be adapted to the characteristics of the second
language classroom. Moreover, beliefs other than the irrational ones may also be
responsible for the SA. Consequently, the author decided to develop the Wang SAR
Model based on the REBT. The following basic learning theories have been taken into
consideration for the development:

1. Transformative learning (see Section 2.7.1)

This theory is concerned about the reframing of an individual's habits of mind
and points of view. Since the dysfunctional beliefs related to SA are part of one’s
points of view, they are likely to be modified by the strategies for transformative
learning. Criticizing existing assumptions (beliefs), a typical strategy for
transformative learning, was followed by the present author to develop the Wang
SAR Model.

2. Constructivism (see Section 2.7.1)

This theory suggests that knowledge and meanings are generated by previous
experience. In developing the Wang SAR Model from the REBT, the selection of the

anecdotes, the uses of arguments, as well as the specification of the irrational and
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rational beliefs were all based on a consideration of the learners’ experience so that
learners could construct full understanding of the meanings.

3. Connectionism (see Section 2.7.1)

Connectionism stresses the influence of consequences on behaviors. In
developing the Wang SAR Model, this theory was followed in such a way that
learners are suggested to set feasible goals and provide self-reinforcement to foster the
change of beliefs.

In the development of the Wang SAR Model on the REBT, the following
aspects were directly involved:

First, adopting the general concepts of irrational and rational beliefs, and
simultaneously specifying those beliefs (showing learners typical examples) related to
SA. The specification could help learners to clearly recognize their problematic
beliefs and the corresponding healthy substitutes.

Second, developing an additional section. Language anxiety is not only related
to irrational beliefs (For example, “It is catastrophic when things are not the way I

would like them to be—that is, I cannot speak this language fluently and that is

horrible”: see Foss & Reitzel, 1991, p. 135), but also related to unfeasible goals (For
example, perfectionism is unfeasible: see Section 2.4.2) , which are not discussed in
the REBT (Dryden, 2001). To make the Wang SAR Model more effective, an
additional section coping with unfeasible goals were developed.

Third, simplifying the procedure for operation. Psycho-education is essential
for psychological problems (see section 2.7.2). If the learners are informed of the
concept of SA, the seriousness of SA, the roots of SA, and the remedies for SA, they

are likely to change their SA. A lecture following an elaborately designed script
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seemed adequate to achieve the purpose. Therefore the Wang SAR Model took the

form of a specified lecture.

5.2 Components and Logical Steps of the Wang SAR Model

Prologue

Background SAR Roots and
Knowledge Remedies

Epilogue

Figure 5.1 Components of the Wang SAR Model

The Wang SAR Model had 4 components (see Figure 5.1): (1) the prologue;
(2) the background knowledge; (3) the roots and remedies of SA; and (4) the epilogue.
The prologue was intended to introduce the issue of SA and catch the attention of the
audience. The background knowledge focused on two topics: the concept of SA and
the negative consequences of SA. The purpose of this section was to help the
audience not only to recognize the issue of SA, but also to attach great importance to
it. The part of roots and remedies of SA included two sub-components: (a) the SA

rooted in unfeasible goals and its remedy, and (b) the SA rooted in irrational beliefs
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and its remedy. Though the two sub-components seemed similar, both addressing
dysfunctional beliefs, they were different: the former attributed the problem to the
unfeasibility of the goals, while the latter stressed the roles played by the rigidness of
ideas, as well as by the derivatives from the rigidness of ideas. Closing the lecture, the
epilogue summarized the discussion covered so far, and provided strategies for the
reinforcement of the modification of beliefs.

The logical steps followed by the Wang SAR Model were: (a) presenting the
prologue; (b) providing the background knowledge; (c) discussing the roots and
remedies; and (d) presenting the epilogue (see Figure 5.2). For the audience, the
prologue could arouse the interest in the issue of SA; the background knowledge
might stimulate the desire to control SA; the roots and remedies were expected to
provide the techniques to control SA; and the epilogue was supposed to provide some

strategies for practicing the techniques and preventing the relapse of SA.

1.0
/ Presenting the Prologue

2.0
Providing the Background Knowledge

\ 4

3.0
Discussing the Roots and Remedies

4.0
\ Presenting the epilogue /

N e

Figure 5.2 Logical Steps of the Wang SAR Model
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In the following, each component of the Wang SAR Model is provided,
following the logical steps. Each component begins with a brief introduction which is
succeeded by a detailed script. The figures mentioned in the script are employed for
producing the PowerPoint file accompanying the lecture (omitted in the thesis), and
are collectively put in Appendix G for reference.

5.2.1 Prologue

This section provides a contrast of some anecdotes calling for attention: sharply
different consequences resulted from extremely similar events. Succeeding the anecdotes
is a brief revelation of the deep root— it was the perspective that people took that
mattered. Moreover, the relationship of the events with anxiety is pointed out. The
prologue ends with a short list of topics to be covered in the whole lecture. The script is:

Hello everyone. Welcome to the lecture. The topic for today is
the roots and remedies of speaking anxiety. The purpose of the lecture
is to foster the development of second language skills. First let’s
examine some anecdotes or facts which call for deep thought.

On March 19, 2008, a 22-year-old graduate in Wuhan, China
was found committed suicide in a lake, just because of having been
suspected of pirating in his bachelor thesis. Was it worth it? We may
feel confused, but it was a logical result for the concerned. Just a few
years ago, a professor in Guizhou Normal University discovered his
paper being pirated by another professor in Chongqing and prosecuted
him, demanding 10 Fen to be paid for the pirating. A great disturb was
caused in the academic circle in China. The prosecuted, however, did
not commit suicide. Being unable to continue his career in the old
place, he came to work in a new university. Why? It was a logical
choice for the concerned. There was a high school student, who failed
to be admitted by a first level university in 2006, missing only a few
points of test score. To realize his dream of entering a first level
university, he prepared for another year. In stead of getting any
improvement, he did much worse the second time, missing tens of
points on the test. The unexpected consequence was to a great extent
due to the fact that: during the 3 days of admitting tests in the o year,
the student was sleepless every night, feeling too much pressure. Was
it necessary to feel so? According to the logic of the student, the high
pressure was unavoidable. There are many other students who are not
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excellent in the class, but they never feel so much pressure on
important tests, and can always show their best. Why? Their behavior
is also logic.

According to Epictetus, a stoic philosopher, what troubles
people is not an event but the perspective people take to it. We may
add another statement: what frees people from troubles is also the
perspective people take to an event.

All the anecdotes or facts discussed above are related to the
presence or absence of anxiety, which has been triggered by the
perspectives taken by the concerned. Today we will talk about the
anxiety related to speaking performance, the concept framework of
which is applicable to all the above mentioned events. The lecture
COVers:

e the concept of speaking anxiety;

o the relationships of speaking anxiety to speaking performance;

e the roots and remedies of speaking anxiety.

The principles to be introduced by the lecture can help you to
overcome your psychological problems not only related to your
speaking performance, but also related to other aspects of your life.

5.2.2 Background Knowledge

1. Concept of SA

To help the audience to recognize SA, this section presents the concept of SA.
The script is:

Now I would like to ask you to introduce yourself to the whole
class. Volunteers, please put up your hands. (Wait for a minute). Those
who dare not put up their hands are likely to be experiencing anxiety.
Anxiety is the apprehension indirectly connected with an object or
objective. The anxiety involved in speaking performance is speaking
anxiety. The following statements are all symptoms of speaking
anxiety (see Figure 1 in Appendix G):

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

e [ start to panic when I have to speak English.

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

e | feel very self-conscious about speaking English in front of
other students.

e | am afraid that I will make grammar mistakes in my
speaking.
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All those statements signify the presence of speaking anxiety
(see Horwitz et al., 1991, p. 32-33).
2. Relationships of SA to Speaking Performance

This section primarily discusses the influences of SA on speaking performance.
The pervasiveness of SA and the incompatibility between SA and the College English
Objective in China are also tapped. The script is:

Speaking anxiety affects oral communication. It has been
discovered that (Djigunovi¢, 2006):

e Anxious students tend to speak with frequent pauses and
breaks;

¢ Anxious students tend to use unnecessary repetitions in their
speech;

e Anxious students tend to have many fault starts in their
speech;

e With similar proficiency, anxious students achieve lower than
non-anxious ones on oral tests.

The influence of speaking anxiety on speaking performance can
be demonstrated by a story. The first time being in Moscow, a Russian
learner always felt that his Russian was inadequate until one day he
unexpectedly found that his Russian was surprisingly fluent. A clerk
annoyed him and he quarreled with the clerk. The angrier he was, the
more violently he quarreled, and the more fluently he spoke Russian.

The reason was simple. The Russian learner was not worried
about the grammar, the pronunciation, the words, and so on in the
quarrel. With a freer mind, he could thus speak better.

Anxious individuals divide their attention between task
relevant thinking (the thinking indispensable for performing a task, for
example, processing the language information in communication) and
task irrelevant thinking (the thinking which contributes little to
performing the task, for example, the worry about the accent in
communication). The efficiency of behavior is reduced as a result of
the decreased cognitive resources. Moreover, anxious language
learners are less likely to participate in speaking practice, which may
result in poor speaking skills, leading to a higher anxiety and a vicious
circle (see Figure 2 in Appendix G).

Speaking anxiety is a pervasive phenomenon. In Beijing, more
than one-third of university students were discovered experiencing
speaking anxiety. In Jiangsu, middle school students were found
showing serious speaking anxiety. In Taibei, school pupils were
noticed to have speaking anxiety. The newest College English
Objective in China is to develop the integrated competency, with
particular stresses on speaking and listening skills. Speaking anxiety
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thus hinders the realization of the essential section of the College
English Objective (see Figure 3 in Appendix G).

5.2.3 Roots and Remedies of SA

This section discusses the two types of roots of SA, as well as the
corresponding remedies. Though both types of roots originate from dysfunctional
beliefs, they differ in nature: with one stressing the inappropriateness or unfeasibility,
while the other the rigidity or extremity.

1. SA Rooted in Unfeasible Goals and Its Remedy

The goal to speak perfectly (perfectionism) is unfeasible, which could easily
result in frustration and anxiety. To persuade learners to adapt the unfeasible goals,
the step-by-step nature (gradual approximation) of learning a language is explained.
The script is:

(1) Goals Are Related to Anxiety: An Analogy

Now let’s suppose your goal is to pick peaches. There are
peaches at various heights, and the higher ones are the better ones. You
are likely to experience anxiety if you force yourself to pick the better
ones which are beyond your reach. One of the solutions to the problem
is to change your goals, selecting those obtainable. Your best goals are
those which are reachable with an effort (see Figure 4 in Appendix G).

(2) Language Is Learnt Step-by-Step

Now let’s come to the stages of learning a language. Every
language is learnt step by step. Let’s take the learning of Chinese as a
first language for an instance. “FKNZ4%>” (I have meal) is a simple
sentence. But no one is born to speak it. At the early stage of speaking,
a normal infant can only pronounce a single word, for example, “/(”
(meal). Months later, it can say a two-word sentence, such as “IZ
(have meal). It cannot say the multiple-word sentence “FZNz 1> (1
have meal) until much later (see Figure 5 in Appendix G). It is
therefore unfeasible to demand a newly-born infant to say “FKHz 1 (1
have meal).
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The learning of English follows a similar sequence. You may
begin with the simplest utterance, say, “Hello”. Then you learn
something more difficult, such as “Nice to meet you”. Later you learn
to use something more complicated, for example, “It is so nice for me
to see you” (see Figure 6 in Appendix G).

(3) Anxious Learners’ Goals are Unfeasible

Anxious learners believe that only the perfect or most
complicated forms can be used. They force themselves to speak the
complex forms, say, “It is so nice for me to see you”, when it is not yet
the corresponding stage to do so, similar to the case that a newly-born
infant demands itself to say “F "z (I have meal), or an individual
demands him-/herself to pick the peaches which are beyond the reach.
The unfeasible goals may cause anxiety.

(4) Do Not Despise Simple Forms

By no means should we despise the simple forms of speech. An
isolated word may form a sentence, which can be very communicative.
Once you are abroad, you would find how useful isolated words are. In
the dining hall, if you are thirsty, simply look at the waiter and utter
one word “water” and you will be satisfied; if you are hungry, utter the
word “rice” and you will get it; if you want to go to the toilet, say the
word “W.C”, and you will be guided to it. There is no need to always
use standard tenses, moods, or voices in routine communications.

(5) Adapt Your Goals and Have Confidence
To overcome anxiety, please adapt your goals to your present
levels. If you can use isolated words, speak them; if you can use
phrases, speak them; if you can use complicated structures, speak them.
At different levels and stages of development, let’s cherish the same
courage and self-confidence (Figure 7 in Appendix G), and we will
succeed in grasping the second language sooner or later.
2. SA Rooted in Irrational Beliefs and Its Remedy
Similar to the unfeasibility of goals, irrational beliefs are also responsible for
SA. This part first discusses the relationships of beliefs to emotional/behavioral
reactions through the A—B—C personality theory. Following it is a case analysis to

give the audience a preliminary understanding of irrational beliefs and their

substitutes. Subsequently, the discussion is narrowed down to the irrational and
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rational beliefs related to classroom language learning. The script is:

Now let’s discuss the second category of causes of anxiety,
irrational beliefs. To achieve a better understanding of the relationships
between irrational beliefs and anxiety, we have to look at a basic
theory which explains the roles of beliefs in our emotional and
behavioral reactions to events in our life.

(1) A—B—C Personality Theory

Let’s suppose you are required by your English teacher to give
an oral presentation, and you have the following beliefs:

I extremely wish to give an excellent oral presentation, but this
is not an absolute ““must™ for me. If | fail to do an excellent job, it is
certainly bad, but not the end of the world.

When you have such beliefs, you are unlikely to experience
unduly high anxiety.

Now let’s suppose again that you are required by your English
teacher to give an oral presentation, and you have the following beliefs:

I must give an excellent oral presentation. If | fail to do an
excellent job, it will be extremely terrible.

When you have such beliefs, you may have unduly high
anxiety, which, in return, are likely to worsen your presentation. The
key point here is: when you are faced with the same event, different
beliefs result in different emotional and behavioral consequences, as is
what the “A—B--C personality theory” is all about.

A-----the activating event, fact, or behavior experienced by an
individual,;

B----the belief cherished by an individual for “A”;

C----the emotional/behavioral consequence.

Usually, people tend to consider that “A” causes “C”. Ellis,
however, did not think in this way. He insisted that, in most cases, it is
the “B” that directly causes the “C” (see Figure 8 in Appendix G).

(2) Beliefs and Anxiety: A Case Analysis
What beliefs cause anxiety? According to experts, the stiff,
rigid and extreme beliefs, or irrational beliefs are responsible for most

of our anxiety (see Figure 9 in Appendix G). The following case
analysis can help us get to know how irrational beliefs lead to anxiety.

a. The case

A foreign student was studying for a PhD degree in English in
America. He felt anxious every time he had a conference with his



supervisor, because he thought that he mustn’t make mistakes when
speaking English with his supervisor. He thought that mistakes would
prove him a stupid person. The more he thought in these ways, the
more anxious he felt, and the more mistakes he tended to make (see
Figure 10 in Appendix G).

b. What Could Be the Roots of His Troubles?

According to the A—B—C personality theory, irrational beliefs
could be the roots. The first belief held by the student was that he
mustn’t make mistakes when speaking English with his supervisor.
This was irrational. Mistakes are unavoidable for anyone speaking any
language. Here is a story. A Chinese learner of English ever met an
American on an airplane and had a chat with him.

“What’s your wife?”” asked the Chinese.

“She do not work.” answered the American.

“She do not work?” repeated the Chinese in surprise.

“No, she do not.” answered the American indifferently.

The correct use is “does not”, rather than “do not”. The Chinese
learner had expected native speakers of English to speak perfect
English and was surprised at the grammar mistake, while the American
was indifferent about it due to its commonness. To further convince
yourself, you can make a recording of the speech of your friend in the
mother tongue and submit it to language experts for analysis, and you
will find how frequent mistakes are. They are so common that we have
got used and lost sensitivity to them.

In the above mentioned case, the student’s demand that he
mustn’t make language mistakes was therefore irrational, and caused
his anxiety (see Figure 11 in Appendix G).

The second belief held by the student was that making mistakes
would prove him a stupid person, which was irrational, too. The
intelligence of a person includes many different dimensions.
According to Gardner's (1983), there are 7 types of intelligence (see
Table 5.1).
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Table 5.1 Types of Intelligence

Intelligence type Capability and perception
Linguistic words and language
Logical-Mathematical logic and numbers
Musical music, sound, rthythm
Bodily-Kinesthetic body movement control
Spatial-Visual images and space
Interpersonal other people's feelings
Intrapersonal self-awareness

The student in the case selected only speaking performance to
depreciate the whole self, having committed the fallacy of judging the
whole from a part. This irrational idea was another root of his problem
(see Figure 12 in Appendix G).

c. What Could Be the Remedy for His Troubles?

Since anxiety originates from irrational beliefs, substituting
rational beliefs for irrational ones can be expected to control or reduce
anxiety. Suppose the student’s beliefs were changed as: “I prefer not to
make mistakes when speaking English with my supervisor, but this is
not a ‘must’. Mistakes would not prove me a stupid person. It just
proves that [ am a person capable of making mistakes, and it is on this
specific occasion that mistakes have occurred.” Would his high
anxiety continue to exist? Unlikely (see Figure 13 in Appendix G).

(3) Irrational vs. Rational Beliefs Related to Classroom
Speaking Performance

In the second language classroom situations, 4 types of
irrational beliefs could exist, according to the REBT theory by Dryden
(2001): demands, awfulizing beliefs, low frustration tolerance beliefs,
and self-depreciation beliefs, with demands being the cores.
Corresponding to the irrational beliefs, there are 4 types of rational
substitutes: full preferences, anti-awfulizing beliefs, high frustration
tolerance beliefs, and self-acceptance beliefs, with full preferences
being the cores (see Figure 14 in Appendix G). The irrational and
rational beliefs are to be discussed in pairs.

A. Demands versus Full Preferences

a) Concepts and Rationalities

“Demands are rigid ideas that people hold about how things
absolutely must or must not be” (Dryden, 2001, p. 4). For example:

e “I must follow the rules when I speak English”;
o “I must speak with standard pronunciation”;
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e “I must answer the English questions perfectly”;
e “My language teacher must give me positive evaluations”;

e “My friends mustn’t scorn me for my speaking performance”.

Demands like these are irrational and at the very cores of most
of our speaking anxiety. According to Dryden (2001), demands can
lead to three other types of irrational beliefs, as to be discussed later.

“Full preferences are flexible ideas that people hold about how
they would like things to be without demanding that they have to be
that way” (Dryden, 2001, p. 4). For example:

e “I want to follow the rules when I speak English, but I don’t
have to do so”’;

e “I want to speak with standard pronunciation, but it is not a
must’;

e “I want to answer the English questions perfectly, but I can
answer them imperfectly”;

e “I want my language teacher to give me positive evaluations,
but unfortunately he doesn’t have to do so”;

e “I want my friends not to scorn me for my speaking
performance, but unfortunately they can scorn me”.

Full preferences like these are rational and at the very cores of
most of our healthy psychological responses to events related to
speaking performance. According to Dryden (2001), full preferences
can lead to three other types of rational beliefs, as to be discussed later.

Why Irrational or Rational: Demands and Full Preferences?

According to Dryden (2001), a full preference has two obvious
parts: the “partial preference” (“PP”), and the “denial of demand”
(“DD”), both being flexible. For example:

I want to speak correctly (“PP”: flexible), but it is not a must
(“DD: flexible).

A full preference is rational because the flexible “PP” can
logically lead to the flexible “DD”

A demand seems to have only one part, but actually it also has
two parts, with one logically implied. For example, when you say you
must have lunch immediately, others can logically infer that you want
to have lunch immediately. The two parts of a demand are: the
“implied partial preference” (“IPP”), and “demand” (“D”), with the
former being flexible, and the latter inflexible. For example:

(I want to speak correctly (“IPP”: flexible)), so I must speak
correctly (“D”).

A demand is irrational because the flexible “IPP” can not
logically lead to the inflexible “D”. The discussion can be
demonstrated by Figure 15 ( see Appendix G).
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b) Impacts on Learning

Which are beneficial, and which are detrimental, demands and
full preferences?

Demands are detrimental. They are unfeasible. Learners
holding demands will experience unduly high anxiety in the language
classroom, since they are aware of the possible frustrations. To avoid
the occurrences of frustrations, they will try all means to avoid
speaking in the group, such as escaping the classes, or refusing to
volunteer answers. The ultimate result is a failure in learning a
language. Full preferences are beneficial. On the one hand, full
preferences can provide learners with enough motivation to work for
the desired result; on the other hand preferences are unlikely to
threaten learners with frustrations. Preferences bring about comfortable
mind, active class participation, risk-taking in speaking, and ultimate
success in learning.

B. Awfulizing Beliefs versus Anti-Awfulizing Beliefs
a) Concepts and Rationalities

“Awfulizing beliefs are extreme ideas that people hold as
derivatives from their demands when these demands aren’t met”
(Dryden, 2001, p. 5). They are irrational. For example:

e “I must follow the rules when I speak English and it’s terrible
if 1 don’t”;

e “I must speak with standard pronunciation and it’s awful if |
don’t”;

e “I must answer the English questions perfectly and it’s the
end of the world if | don’t”;

e “My language teacher must give me positive evaluations and
it’s dreadful when he doesn’t”;

e “My friends mustn’t scorn me for my speaking performance
and it’s fearful when they do”.

Why Are Awfulizing Beliefs Irrational?

An awfulizing belief is extreme. The person believes at the
time one or both of the following:

“nothing could be worse” (Dryden, 2001, p. 5);

“no good could possibly come from this bad event”(Dryden,
2001, p. 5).

Both of the ideas are irrational. Robinson’s mother ever told her
son that from the moment he was born, till he lied in the coffin,
nothing in life was not possible to become worse (Nie, 2009, p. 73).
Learners with awfulizing beliefs tend to enlarge the seriousness of
common things: whatever is unwelcome (undesirable, unsatisfactory,
unpleasant, imperfect...) is awful (fearful, dreadful, terrible,
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disastrous...). The absolute view of badness is also irrational,
according to dialectics. In language learning, we can benefit from our
imperfect performance. Experts regard the imperfect second language
as an intermediate language, which is different from either the native
or the target language (see Figure 16 in Appendix G). Normally, a
second language learner will improve his/her intermediate language
gradually until it is the same as the target language. The fact that you
are speaking imperfectly reflects the truth that you are making progress
normally. Even negative reactions from others are beneficial, because
they can help you to become aware of the imperfect aspects of your
speaking performance.

The healthy substitute for an awfulizing belief is an anti-
awfulizing belief.

“Anti-awfulizing beliefs are non-extreme ideas that people hold
as derivatives from their full preferences when these full preferences
aren’t met” (Dryden, 2001, p. 5). They are rational. For example:

e “I want to follow the rules when I speak English, but I don’t
have to do so, it’s imperfect if | dont follow the rules but not terrible”;

e “I want to speak with standard pronunciation, but it is not a
must, if my pronunciation is not so standard it’s undesirable but not
awful”;

e “I want to answer the English questions perfectly, but I can
answer them imperfectly, it iS unsatisfactory when my answer isn’t
perfect but not the end of the world”;

e “I want my language teacher to give me positive evaluations,
but unfortunately she/he doesn’t have to do so, when my language
teacher doesnt give me positive evaluation it’s really unfortunate but
not dreadful”;

e “I want my friends not to scorn me for my speaking
performance, but unfortunately they can scorn me, it’s uncomfortable
when they scorn me but not fearful”.

Why are anti-awfulizing beliefs rational?

An anti-awfulizing belief is non-extreme. The person believes
at the time one or more of the following :

“things could always be worse” (Dryden, 2001, p. 5);

“good could come from this bad event” (Dryden, 2001, p. 5).

Both of the ideas are rational, because they are in sharp contrast
with the irrational ideas cherished by learners with awfulizing beliefs.

b) Impacts on Learning

Which are beneficial, and which are detrimental, awfulizing
beliefs and anti-awfulizing beliefs?

In the language classroom, awfulizing beliefs are detrimental.
Learners with such beliefs will experience unduly high anxiety because
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they can perceive the existence of various “disasters”. To avoid the
occurrences of the “disasters”, the learners with awfulizing beliefs will
try all means to avoid speaking in the group, which ultimately will
result in failure in learning. Anti-awfulizing beliefs are beneficial.
Learners with such beliefs perceive no “disasters” and are free from
the corresponding anxiety. They are likely to participate in class
interaction, taking risks in speaking, and achieve success in the end.

C. Low Frustration Tolerance Beliefs versus High
Frustration Tolerance Beliefs

a) Concepts and Rationalities

“Low frustration tolerance beliefs are extreme ideas that people
hold as derivatives from their demands when these demands aren’t
met” (Dryden, 2001, p. 6). They are irrational. For example:

e “I must follow the rules when I speak English and | can’t
bear it if | dont”;

e “I must speak with standard pronunciation and it’s
intolerable if I dont”;

e “I must answer the English questions perfectly and | can’t
stand it if | dont”;

e “My language teacher must give me positive evaluations and
it’s unbearable when she/he doesn’t”;

e “My friends mustn’t scorn me for my speaking performance
and | cant tolerate it when they do”.

Why are low frustration tolerance beliefs irrational?

A low frustration tolerance belief is extreme. The person
believes at the time one or both of the following:

“I will die or disintegrate if the frustration or discomfort
continues to exist” (Dryden, 2001, p. 6);

“I will lose the capacity to experience happiness if the
frustration or discomfort continues to exist” (Dryden, 2001, p. 6).

Both ideas are irrational. In the learning of a second language,
rarely have any cases been reported that a learner died, became
spiritually disintegrated, or lost the capacity to experience happiness
merely due to an imperfect speaking performance or the negative
reactions from others to the imperfect speaking performance. Even an
individual claims he/she cannot tolerate a certain event, he/she is
actually tolerating it when the event has occurred. Learners with low
frustration  tolerance  beliefs tend to consider whatever
hard/unpleasant/uncomfortable to tolerate to be intolerable.

The healthy substitute for a low frustration tolerance belief is a
high frustration tolerance belief.
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“High frustration tolerance beliefs are non-extreme ideas that
people hold as derivatives from their full preferences when these full
preference aren’t met” (Dryden, 2001, p. 6). They are rational. For
example:

e “I want to follow the rules when I speak English, but I don’t
have to do so, when | don’t follow the rules it’s uncomfortable to bear
but | can bear it and it’s worth bearing”;

e “I want to speak with standard pronunciation, but it is not a
must, when my pronunciation is not so standard it’s really unpleasant
to tolerate but I can tolerate it and it’s worth it to me to do so0”;

e “I want to answer the English questions perfectly, but I can
answer them imperfectly, it is not nice to stand when my answer isn’t
perfect but | can stand it and it’s to my best interests to do so”;

e “] want my language teacher to give me positive evaluations,
but unfortunately she/he doesn’t have to do so, when my language
teacher doesn’t give me positive evaluations it’s really disagreeable to
bear but | can bear it and I can benefit from bearing it”;

e “l want my friends not to scorn me for my speaking
performance, but unfortunately they can scorn me, it’s indeed hard to
tolerate when they scorn me but | can tolerate it and it does me good to
tolerate it”.

Why are high frustration tolerance beliefs rational?
A high frustration tolerance is non-extreme. The person
believes at the time one or more of the following:

“I will struggle if the frustration or discomfort continues to
exist, but I will neither die nor disintegrate” (Dryden, 2001, p. 6);

“I will not lose the capacity to experience happiness if the
frustration or discomfort continues to exist, although this capacity will
be temporarily diminished” (Dryden, 2001, p. 6);

“the frustration or discomfort is worth tolerating” (Dryden,
2001, p. 6).

All those ideas are rational, because they are in sharp contrast
with the irrational ideas cherished by learners with low frustration
tolerance beliefs. High tolerance does not mean without attempt to
change the situation. On the contrary, it suggests that a learner will
improve his /her performance gradually without being annoyed by
temporary imperfection. Moreover, the imperfection is worth tolerating,
because the learner can benefit from it in one way or another.

b) Impacts on Learning

Which are beneficial, and which are detrimental, low
frustration tolerance beliefs and high frustration tolerance beliefs?

Low frustration tolerance beliefs are detrimental. When
learners believe that they can not tolerate the imperfect speaking
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performances or the possible negative reactions to their performances
from others (some of which may only be their personal illusions), they
will experience unduly high anxiety because those events are
unavoidable in language classes. To prevent the occurrences of those
events, they may try various means such as escaping language classes,
refusing to participate in interactions or volunteer speaking, which may
ultimately result in failure in learning a language. High frustration
tolerance beliefs result in a peaceful mind, active class participation,
and risk-taking in using the unfamiliar target language. Just as a driver
can keep going in the right direction with reference to the outside
world, learners who are tolerant of negative feedbacks as well as
positive ones can achieve a better understanding of their weakness and
strength so as to adapt their learning behaviors timely and avoid going
in the wrong direction. High frustration tolerance beliefs may bring
about a high efficiency of learning and the ultimate success in grasping
the new language.

D. Self-Depreciation Beliefs versus Self-Acceptance Beliefs

a) Concepts and Rationalities

Self-depreciation beliefs are extreme ideas about oneself that
people hold as derivatives from their demands when these demands
aren’t met. They are irrational (Dryden, 2001). For example:

e “I must follow the rules when I speak English and it proves
me a stupid learner if | don’t”;

e “I must speak with standard pronunciation and it suggests my
language aptitude being low if I dont”;

e “I must answer the English questions perfectly and it means
I’m a poor student if | don’t”;

e “I must get positive evaluations from my language teacher
and it indicates that I’m valueless when | dont™;

e “I mustn’t be scorned by my friends for my speaking
performance and it proves me a fool when I am scorned”.

Why are self-depreciation beliefs irrational?

A self-depreciation belief is extreme. The person believes at the
time one or more of the following:

“a person can legitimately be given a single global rating that
defines their essence and one’s worth is dependent upon conditions
that change” (Dryden, 2001, p. 7) (For example: My worth goes up
when I perform well, and goes down when I don’t);

“you can legitimately rate a person on the basis of his or her
discrete aspects”(Dryden, 2001, p. 7).

A self-depreciation belief is irrational. Firstly, an individual is a
complicated whole, possessing many different aspects. If we use the
lower case “i ” for part of the self , and the upper case “I ” for the
whole self, then the upper case “I” contains many lower case “i”, but
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1

the lower
judged from a lower

does not equal the upper “I”. The upper “I” can not be
“1” (see Figure 17 in Appendix G). Secondly,

one’s performance is dependent on conditions, but one’s worth is stable.

The stable worth cannot be evaluated by the changing performance.
Self-depreciating beliefs are fallible because they define the whole self
by part of the self, and evaluate the stable essence of a person by the
changing conditions.

The healthy substitute for a self-depreciation belief is a self-
acceptance belief.

Self-acceptance beliefs are non-extreme ideas that people hold
about themselves as derivatives from their full preferences when these
full preferences aren’t met (Dryden, 2001). They are rational. For
example:

e “I want to follow the rules when I speak English, but I don’t
have to do so, if | don’t follow the rules it doesn’t prove me a stupid
learner and I’'m only a person, like everyone else, possible to fail to
follow the rules in speaking performance”;

e “[ want to speak with standard pronunciation, but it is not a
must, if my pronunciation is not so standard it doesnt suggest my
language aptitude being low and it just means that my pronunciation is
not perfect in the present stage of my learning”;

e “I want to answer the English questions perfectly, but I can
answer them imperfectly, when my answer isnt perfect it does mean
I’m a poor student and | am just a person, like everyone else, is
possible to fail to answer questions perfectly”;

e “] want to get positive evaluations from my language teacher
but it’s not a must, when | dont it doesn’t indicate that I’'m valueless
since | can get positive evaluations on other occasions”;

e “I want my friends not to scorn me for my speaking
performance but unfortunately they can scorn me, it doesn’t prove me a
fool when 1I’m scorned and | can be admired on other occasions”.

Why are self-acceptance beliefs rational?

A self-acceptance belief is non-extreme. The person believes at
the time one or more of the following:

“a person cannot legitimately be given a single global rating
that defines one’s essence”. “One’s worth is not dependent upon
conditions that change” (Dryden, 2001, p. 7) (For example: My value
remains the same however I perform);

it makes sense to rate discrete aspects of a person, but it does
not make sense to rate a person on the basis of these discrete aspects
(Dryden, 2001) .

The self-acceptance beliefs are rational due to the sharp
contrast with the self-depreciating beliefs.
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b) Impacts on Learning

Which are beneficial, and which are detrimental, self
depreciation beliefs and self-acceptance?

Self-depreciation beliefs are detrimental. In the language
classroom speaking performance is seldom perfect, and negative
reactions to the performance from others may exist (some of which are
only one’s illusions). Learners with such beliefs will experience unduly
high anxiety because their personal values are always likely to be
threatened in their perception. To protect their personal values, those
learners will try all means to avoid classroom interactions, which
ultimately leads to a failure in learning a language. Self-acceptance
beliefs, on the contrary, will bring about a peaceful mind, active
participation and success in learning.

5.2.4 Epilogue
This is the last section of the Wang SAR Model. It provides some strategies to
help learners to modify their dysfunctional beliefs. The script is:

Now that you have got a full understanding of the issue of
speaking anxiety, the next step is to control it and change your
destructive behavior in the language class. You have to select
appropriate goals or criteria for your performance. If you can use
isolated words, speak them. If you can use phrases, speak them. If you
can use simple sentences, speak them. If you can use complicated
structures, speak them. You can benefit from whatever you speak. It is
reasonable for you to prefer the excellent performances, but never
rigidly demand them. There is no need to worry about imperfect
performances. Tell yourself to tolerate temporary defects, and do not
depreciate yourself for the imperfect performances.

In the English class, set your emotional goals, such as: “T will
feel relaxed, free, comfortable, and happy”, etc. Then set your
behavioral goals, such as: “I will make full use of the chances to speak
English, I will volunteer answering questions”, etc. Your behavioral
goals should gradually become greater and more ambitious. For
example, you can ask yourself to volunteer English answers in the
class once in the first week, twice in the second week, and so on. At the
beginning, you may try to answer questions with preparation, later
without preparation, and still later in front of the whole class. When
you can speak comfortably in the class, try to speak on other unfamiliar,
formal occasions, such as oral English contests. Regularly, you should
reflect your progress. When you are satisfied with it, give yourself
reinforcement, such as treating yourself with a fine dinner, having a
relaxation in a park, going sight-seeing, etc. You will be greatly
rewarded from you attempt in the long run.

That’s the end of the lecture. Thank you.
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5.3 Summary

The Wang SAR Model was developed from the REBT, a typical type of CR.
The development was based on basic learning theories. In the model, two types of
roots of SA were introduced: one was related to unfeasible goals, and the other to
irrational beliefs. Four classes of irrational beliefs were discussed: demands,
awfulizing beliefs, low frustration tolerance beliefs and self-depreciation beliefs.
Corresponding to the roots of SA, feasible goals were suggested, and four classes of
rational beliefs were presented, including full preferences, anti-awfulizing beliefs,
high frustration tolerance beliefs, and self-acceptance beliefs. Strategies for

overcoming the emotional and behavioral reactions related to SA were recommended.



CHAPTER 6
CONCLUSION AND PEDAGOGICAL

IMPLICATIONS

This is the last chapter, which primarily presents the conclusion and
pedagogical implications of the study. The conclusion centers on the answers to the
research questions. The pedagogical implications indicate the inferences drawn from
the study which may benefit second language teaching and learning. In addition,

recommendations for future studies are also briefly listed at the end of the chapter.

6.1 Conclusion of the Study

The present study investigated the extent of SA experienced by the research
population. The relationships of SA to the TA, UTC (UTCA, UTCR), LA, SSE, LCR,
as well as LCS were examined from various perspectives. For the control of SA, the
Wang SAR Model was developed on the basis of the REBT and tested in an
experiment. A survey of 240 participants was involved in the investigation of the
extent of SA, 103 in the exploration of the relationships of the SA to other relevant
variables, and an experiment with 32 participants was conducted for the test of the
effects of the Wang SAR Model. The instruments employed included a series of
rating scales and the criteria for assessing the speaking performance (including the
total number of words in CUs, the number of dependent clauses, and the percent of

total number of words in mazes). The scales and criteria could be accepted as valid
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because they were all adapted or adopted from instruments employed by researchers
in situations similar to the present one, and were approved by Chinese experts after
examination. They could be considered as reliable due to the satisfactory or
acceptable values of the coefficient Alpha, and inter-rater correlations. The data were
submitted to descriptive as well as inferential statistical analyses. The results support
the following conclusion:

(1) The SA experienced by the learners was alarming, as can be seen by the
mean and the distribution. The mean vyielded in the present study suggested a
moderate level of SA. Approximately half of the learners’ levels of SA fell in the
moderate or high interval. In terms of gender, neither the mean nor the distribution of
the levels of SA differed significantly.

(2) Complicated relationships existed between SA and the other variables. In
terms of correlation, SA was positively correlated with TA, UTC, UTCA, as well as
UTCR, and negatively with the LA, SSE, LCR, as well as LCS. In terms of prediction,
The SA could be significantly predicted by the UTCA, LCR, and the LA. In terms of
causal relationships, the SA seemed to be influenced by the TA as well as UTCA, and
it could further influence LCR as well as LCS. The LA and SA had mutual influences.

(3) The Wang SAR Model, developed on the REBT, was capable of reducing
SA/SAstate and improving speaking performance (increasing the total number of
words in CUs). The effects of the Wang SAR Model on SA/SAstate and speaking

performance did not differ significantly in terms of gender.
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6.2 Pedagogical Implications

The levels of SA experienced by the learners were relatively high and
deserved the attention of language teachers. Since SA has negative effects on
speaking performance, it is urgent to control the levels of SA. The following strategies
can be tried by language teachers:

(1) Identify and predict individuals who have or are liable to have a high level
of SA based on the correlates and predictors, the best of which are the UTCA, LCR,
and LA. Those constructs could be gradually discerned by the language teacher as
he/she get familiar with the learners. With the help of the information on those
constructs, the teacher can well identify and predict learners suffering from SA.

(2) Create a cheering atmosphere in the language classroom, because the mood
dimension of trait anxiety (TA) was found to have an indirect influence on the SA (see
Figure 4.4, 4.5). If the learners feel happy, pleasant, secure, satisfied, and contented
(low TA), they are likely to experience low SA in the language classroom. Happy
learners seem to be comfortable learners. Crookall & Oxford (1991, p. 142) suggested
that teachers can “improve the classroom climate through the use of pair work, small-
group work, games, simulations, and structured exercises that alter the
communication pattern of the classroom”. The teacher can also make the language
learning an interesting and enjoyable experience by skillful uses of information
technology such as the internet or multimedia techniques.

(3) Control or reduce the UTCA. The UTCA was discovered to have a direct
and most important effect on the SA of all the variables involved in the present study
(see Figure 4.4, 4.5). The UTCA signifies the degree to which learners experience

communication apprehension (CA), which may have its root in beliefs (see Figure
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4.7), history of reinforcement or punishment, skill acquisition, and situation factors
(Daly, 1991). The following precautions can be taken to weaken the UTCA (the
changing of beliefs is discussed in “4.”):

Firstly, give learners consistent reward or positive reinforcement for their
speaking performance. According to the S—R learning theories (Brahmawong, 2006),
positive reinforcement following responses can promote behavior. If an individual’s
attempt to communicate is repeatedly greeted with positive reinforcement/reward,
he/she is less likely to feel anxious about communication. In other words, positive
reinforcement/reward could bring down UTCA and consequently reduce SA.

Secondly, provide learners sufficient chances for speaking, especially in
formal, new or conspicuous situations, which are likely to cause higher apprehension
of speaking. Practice serves two purposes: developing the speaking skill, and helping
learners to become desensitized to those situations, both of which are likely to reduce
the UTCA and consequently lessen the SA.

(4) Help learners to improve their language achievement (LA). Poor learning
is a source of language anxiety, because it is directly related to the high probability of
failure in performance, which may further cause negative evaluations from others or
oneself. Fear of negative evaluation is one of the three components of language
anxiety suggested by Horwitz et al. (1991). Whatever approaches effective for
improving language achievement are beneficial for reducing SA. Strategies such as
strengthening the learners’ motivation, increasing their self confidence, improving the
efficiency of teaching and learning, taking good care of individual differences, etc.,
are all likely to improve the language achievement, and consequently reduce the SA.

According to the field theory (Brahmawong, 2006), language teachers can enhance
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learning by creating a need for the learners, engaging them in active learning,
involving them in appropriate environment.

(5) Help learners to modify their inappropriate beliefs, because beliefs are
related to UTCA or SA. The modification of beliefs involves transformative or deep
learning (see Section 2.7.1). The learners’ existing assumptions and meaning schemes,
if inappropriate or irrational, need to be criticized and challenged so as to bring about
a reframing of their meaning perspective. Perfectionism (the unfeasibility of goals),
and the rigid demands about perfectionism (irrational beliefs) are the two types of
roots of psychological problems related to speaking performance. Rigid demands may
lead to a series of other irrational beliefs and problems. To overcome those problems,
language teachers can follow the concept framework of REBT and develop their own
versions of speaking anxiety reduction models. Educationists can publish standardized

models in the form of CD (Compact Disk) to save the work of language teachers.

6.3 Recommendations

The present study focused on the anxiety related to speaking performance.
There could be anxiety related to other language skills, such as listening, reading, or
writing, which is in need of exploration by future studies. Moreover, the language
anxiety experienced by different populations, such as primary school learners, middle
school learners, high school students, undergraduates, postgraduates, etc, may differ
greatly. Future research with different populations could be expected to yield new
findings about language anxiety. Except the variables tapped in the present study,
language anxiety could be related to many other variables involved in the process of

learning and teaching, which deserve the attention of researchers. For the specific
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remedies of language anxiety, the present study only tested a model developed from
the REBT. Other techniques, such as SD, modeling, and RE are still in need of

adaptation and empirical study.

6.4 Summary

The present study touched various aspects of speaking related anxiety, and the
effects of a remedy developed on the REBT. The extent of SA seemed to be worth the
concern of language teachers. To control or reduce SA, the influencing factors such as
TA, UTCA, LA, as well as the problematic beliefs need to be taken into consideration.
Due to the limited financial and economic resources, the study had its limitations with
regard to the validity and reliability. It is expected that future investigations could

probe wider and deeper on the topic related to language anxiety.
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APPENDIX A

Speaking Anxiety Scale (English and Chinese)

(For research only. Please provide all the required information, including name)

Name Gender (male, female) Age

Directions: The statements listed below are frequently employed by English
learners to describe themselves. Please read each sentence and select the choices
according to your usual feelings. There are no right or wrong answers. Don’t
spend too much time on one item, your first impression is enough to help you to
make the best choice (selecting with \/).

1. I never feel quite sure of myself when | am speaking English in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
2. | tremble when | know that I’m going to be called on in my English class.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
3. 1 do not worry about making mistakes in my English class.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
4. | start to panic when | have to speak English without preparation in my English
class.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
5. It embarrasses me to volunteer answers in English in my English class.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
6. | feel confident when | speak English in my English class.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
7. 1 can feel my heart pounding when | am going to be called on in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
8. I always feel that the other students speak English better than I do.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
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9. | feel relaxed when | am speaking English in the class.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
10. | feel overwhelmed by the number of rules | have to learn to speak English.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
11. | feel very self-conscious about speaking English in front of other students.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
12. | feel relaxed when the English teacher asks questions that | have not prepared for
in advance.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
13. I am afraid that the other students will laugh at me when I speak English.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
14. | am afraid that my English teacher is ready to correct every mistake | make.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
15. I would probably feel comfortable around native speakers of English.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
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APPENDIX B
Questionnaire on Disposition and Learning

(English and Chinese)

(For research only. Please provide all the required information, including name)

Name Gender: male, female (select\) Age

Directions: The statements listed below are frequently employed by students to
describe themselves. Please read each sentence and select the choices according
to your usual feelings. There are no right or wrong answers. Don’t spend too
much time on one item, but your choices should best match your usual feelings.

Do not miss any items (select with ).

Part 1 General Disposition

@
1. I feel pleasant........................ (Not at all, Somewhat, Moderately, Very Much)
2. I feel satisfied with myself.... ..... (Not at all, Somewhat, Moderately, Very Much)
3.Ifeelrested........ccooviniinninnnn. (Not at all, Somewhat, Moderately, Very Much)

4. 1 am “calm, cool, and collected.”...... (Not at all, Somewhat, Moderately, Very

Much)

S.Tamhappy....ccooevvviiiiiiinn.. (Not at all, Somewhat, Moderately, Very Much)
6. I lack self-confidence............... (Not at all, Somewhat, Moderately, Very Much)
7. 1feel secure.........ccevvviiiniinnn, (Not at all, Somewhat, Moderately, Very Much)
8. I make decisions easily.............. (Not at all, Somewhat, Moderately, Very Much)
9.Tamcontent.............c.ceevenennn (Not at all, Somewhat, Moderately, Very Much)
10. I am a steady person............... (Not at all, Somewhat, Moderately, Very Much)

uy
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1. ’m afraid to speak up in conversations.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
2. I talk less because I’m shy.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
3. I talk a lot because I am not shy.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
4. 1 like to get involved in group discussions.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
5. I feel nervous when I have to speak to others.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
6. I have no fears about expressing myself in a group.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
7.1 am afraid to express myself in a group.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
8. I avoid group discussions.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
9. During a conversation, I prefer to talk rather than listen.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
10. I find it easy to make conversation with strangers.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
11. I don’t think my friends are honest in their communication with me.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
12. My friends and family don’t listen to my ideas and suggestions.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
13. I think my friends are truthful with me.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
14. I don’t ask for advice from family or friends when I have to make decisions.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
15. I believe my friends and family understand my feelings.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
16. My family doesn’t enjoy discussing my interests and activities with me.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
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17. My friends and family listen to my ideas and suggestions.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
18. My friends seek my opinions and advice.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
19. Other people are friendly only because they want something out of me.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
20. Talking to other people is just a waste of time.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree

Part 2 English Learning Disposition

()
1. I never feel quite sure of myself when I am speaking English in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
2. I tremble when I know that I’'m going to be called on in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
3. I do not worry about making mistakes in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
4. 1 start to panic when I have to speak English without preparation in my English
class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
5. It embarrasses me to volunteer answers in English in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
6. I feel confident when I speak English in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
7.1 can feel my heart pounding when I am going to be called on in my English class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
8. I always feel that the other students speak English better than I do.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
9. I feel relaxed when I am speaking English in the class.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree

10. I feel overwhelmed by the number of rules I have to learn to speak English.
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(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
11. I feel very self-conscious about speaking English in front of other students.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
12. I feel relaxed when the English teacher asks questions that I have not prepared for
in advance.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
13. I am afraid that the other students will laugh at me when I speak English.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
14. T am afraid that my English teacher is ready to correct every mistake I make.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
15. I would probably feel comfortable around native speakers of English.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree

(D
1. I like to wait until I know exactly how to use an English word before using it.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
2. I don’t like trying out a difficult sentence in class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
3. At this point, I don’t like trying to express complicated ideas in English in class.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
4. I prefer to say what I want in English without worrying about the small details of
grammar.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
5. In class, I prefer to say a sentence to myself before I speak it.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
6. I prefer to follow basic sentence models rather than risk misusing the language.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
7. 1 think learning English in a group is more fun than learning on my own.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
8. I enjoy talking with the teacher and other students in English.
(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree

9. I enjoy interacting with the other students in the English class.
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(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
10. I think it’s important to have a strong group spirit in the English classroom.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
11. I’d like more class activities where students use English to get to know each other
better.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree

12. My English score on college entrance test was .

Part 3 Speaking Self-Efficacy

(Here are some statements for self-evaluation of English skills, with ““1”” for the
lowest rating, ““5” for the highest. Please select the rating best match your real level

on each dimension described by the statements.)

Statement Self-rating (\/)

I. T can answer class questions, and use common |1, 2, 3, 4, 5

words/structures to discuss given topics in English.

2. I can introduce myself/classmates/friends, and response to | 1, 2, 3, 4, 5

the introduction of others in English.

3. I can show others the way/do shopping/ writing |1, 2, 3, 4, 5

messages/applications in English.

4. 1 can report time/asking prices/answering phone numbers | 1, 2, 3, 4, 5

in English.

5. I can have simple conversations on routine topics with | 1, 2, 3, 4, 5

native speakers of English.

6. 1 can use basic strategies of conversation, such as |1, 2, 3, 4, 5
beginning/ continuing/ending a talk, and requesting

repetitions/slowing down.

7. The integrated level of my speaking skill is: I, 2, 3, 4,5

DE 5 HE RS
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CHUSSHS I, A4
e M B A (i) s R
/9E: THAIW PR LERZEERXERE AT, §RRE
— M, RERGEECEERREHITIESE. FIEZEEEN. #H. . F2Z
5, RNESEA—NFRRZHIN R EHE, B REE, NEAFaRE
FRBE. ERSMEREMBEE (Ea)

H—ERsr WO

(—
1. JA H KRR . BAT, AR HE, AR
2. FIH I B H R BeAT, AR I, AR
3. FJEEIRS Sy 7Eili (BAT, A1, HE, B
4. JAEH AT BUE BRI o e BeAT, A, PR, AR
5. PRI H = BAT, A, PE, )
6. Fh= HIE L. (BAT, A, PE, B
7. JIEEN 24 (&H, Arl, R, AR
8. A Dy M TR o (&, A, PR, AR
9. HIl H KB LR AL - BAT, A, HPE, B
10. Fo&—PMREMA. BAT, A, PE, B
(=)

L FEAS R, BRAHUS ULARS

(A) ZEFE B) HE (C) A (D) AME (B) weAFE
2. ARG, PBIAIREE.

A) EeFE B) [HE (C) A (D) AFE (B) meAFE
3. ULE, KON RATF % .

(A) EaEFE B) HE (C) A (D) AFE (B) weAFE



4. WEHIBANEAEDTL

(A) 5E2FE B) FE (C) Mg (D) AFE (B) e AFE
5. AT A, RIS K.

(A) sE2FE (B) M (C) AMiE (D) AFE (B) BeAE
6. TEREARRRIEAN A AT, FAFHN.

(A) 5E2FE B) FE (C) Mg (D) AFE (B) e AFE
7 ACEAR T RIS N AL, FRIENF 1

(A) sE2FE B) FE (C) AMiE (D) AFE (B) BeAE
8. FIBIEREARISIE

(A) 5E2FE B) FE (C) Mg (D) AFE () AR
9. EATHIE R, FREWUL, A BT

(A) E2FE B) FE (C) A (D) AFE (B) weARE
10. FIFEAE ANBFE, RWIFEIL .

(A) EaEFE B) HE (C) A (D) AFE (B) weAHE
V1. AEAI RIS, FRIN A F R AR Ak = L o

(A) B2 FE (B) FE (C) AMffiE (D) AFE (B) B FE
12, I AN G AANT I AT

(A) ZEFE B) HE (C) A (D) AME (B) weAHE
13, AR TR I AR B LU

(A) EAFE B) FE (C) A (D) AFE (B) AR
14. TR PoE vy, AN AR AR .

(A) EaEFE B) HE (C) A (D) AFE (B) weAFE
15, BAE, BIOFNFI K EAR BRI 15 I o

(A) 5E2FE B) FE (C) A (D) AFE (B) e
16. TR AA T TR TG 3 .

(A) EaEFE B) HE (C) A (D) AFE (B) weAFE
17. FHI AR N Refe Wr 1E 2 10 = =R

(A) 5E2FE B) FE (C) Mg (D) AFE (B) e AR
18. LAY AIE SR T 2 WAL
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(A) E2FE B) FE (C) A (D) AFE (B) weAFE
19. A FAF, U RO ABATTAR N FRIX A3 2044 .

(A) EaeFE B) HE (C) A (D) AFE (B) weAFE
20. FRNIRIEIR e 1a], HAH A= .

(A) EAFE B) FE (C) A (D) AFE (B) weAFE

1. BB iR Bl seiBmy, JAMCKREEE O LM,

(A) 5EAFE B) FE (C) A (D) AFE (B) e
2. geiRiIR b, HIRFNE B OB IR A IR R

(A) EEFE B) HE (C) A (D) AFE (B) weAFE
3. AP G TEIR FARET R

(A) E2FE B) FE (C) A (D) AFE (B) e
4. FEEWR b, RS IO T B OGER, BRI A EI b
(A) E2FE B) FE (C) A (D) AFE (B) weAFE
5. IR b, EHBETREREAATRL.

(A) 5E2FE B) FE (C) A (D) AFE (B) e AR
6. FRATEEUR EUIIERT, EH A,

(A) E2FE B) FE (C) A (D) AFE (B) weAFE
7. JEER B, CUTA BRI R, RO AT k.
(A) 5E2FE B) FE (C) A (D) AFE (B) AR
8. Tl A W AG AR 2 9 i 3015 L FRAF

(A) E2FE B) FE (C) A (D) AFE (B) weAFE
O. EHE FUISETER, TR

(A) 5E2FE B) FE (C) A (D) AFE (B) e AR
10. PLosth ZHEIE 2 Z N, HaEHfA.

(A) E2FE B) FE (C) A (D) AFE (B) AR
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11, fEILARR A= Ay 0eih, RWwFHEE. AHR.
(A) 5E2FE B) FE (C) Mg (D) AFE (B) e AFE
12. fE CHEA TS O PR et 2R ), PRI HAR . A
(A) E2FE B) FE (C) A (D) AFE (B) B
13, PLOETE T, FRE F A [l R
(A) 5EAFE B) FE (C) Mg (D) AFE (B) e AR
14. FRAHLZ NI 2 25 2 TEJR I &b 135 A 3
(A) E2FE B) FE (C) A (D) AFE (B) weAFE
15. H53EE N BEEM AASRI, AR KK,
(A) 5E2FE B) FE (C) A (D) AFE (B) AR
(=)
1. BRI S [ CAIIE— A  RORS T VAR, A TFER S .
(A) 5E2FE B) FE (C) Mg (D) AFE (B) AR
2. WA NS R AL b 22T A e tE ) 1
(A) E2FE B) FE (C) A (D) AFE (B) e AFE
3. HAET, TAFTIAERE B HoerE R IE 5 2R AR,
(A) 5E2FE B) FE (C) Mg (D) AFE (EB) e AR
4. Feui m) 1 FH 9B 08 H SRR ARV, i AN PLTERAI T .
(A) EEFE B) FE (C) AfE (D) AR (B) BeANHE
S.UEMR b, TR AR, B T E RS 1.
(A) 5E2FE B) FE (C) Mg (D) AFE (EB) e AR
6. P ) A A B A K A 5k, AN Bk 25 B R 2 B
(A) E2FE B) FE (C) A (D) AFE (B) waAFE.
7. BN AR A b 2 R LU R [ 2 S AT SR
(A) 5E2FE B) FE (C) Mg (D) AFE (EB) AR
8. TR W e th A2 il A R 22 A8 1R
(A) EEFE B) FE (C) AE (D) AR (B) BeANFE
9. fEDETHUR b, FREF WAL A = A8 i
(A) EaEFE B) HE (C) A (D) AFE (B) weAHE
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10. FIA Ky, AETEEWRA T, — R U S AAORS il T
(A) 5E2FE B) FE (C) Mg (D) AFE (B) e AFE
11, A HREIESNFE — /L DI R ST D08 S Al T 7 i
(A) E2FE B) FE (C) A (D) AFE (B) B
12 KM HFTERSUE_ o

5 SO AR BT

( FER— LB REEHIPHGR. 1" ZnR I H PR, 5" Zr&
B EH RS, 1EIRYE H CSEIE#E. )

MR ik ER T NED)
1.3 HE H DEE [P B s 32 1), B8 FH 3@ AR va] Y4y 75 B[] 2 1. 2.3 4.5
AT F e . T
2RAEHIGEN A EH O F¥%. A, JFaexti N4 1,2, 3, 4. 5
AR [T e
3.RAEH T 9 S FA M NS ). 5. HHH {, 2. 3, 4
ﬁ%%o ’ ’ ’ 9 5
4 FRBE B S I TR . RS . I s S
s 1, 2, 3, 4, 5
~Fo

\l_\b 44“£ — Dy Pz, E[ﬁ\ /'_‘/‘\‘/\"‘ ﬁ\% 1’ 2’ 3’ 4’ 5
5. 3068 505 B KN Lt H O AT ) R AT R
BRIk HEg ) (D
6. FRENR T HATESTH R, WG, dkstaigh i s L2345
16, B NPT 2 BRI A A e
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7. FWGETE DB RS A KR T

I,

2’ 3’ 4’

5




APPENDIX C

Speaking State Anxiety Scale (English and Chinese)

(For research only. Please provide all the required information, including name)

Name (; English score on college entrance test__ )*
(* This was present on the posttest of the scale)

Directions: The following statements attempt to describe how you feel right
now. Please select the choices that suit you. There are no right or wrong choices,
but they should match your present state. Do not spend too much time on any
one item, and try to react on your first impression. Do not miss any item (select
with V)

1. I’'m afraid | won’t remember all the words I will need.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
2. I’m afraid it’ll be difficult for me to form correct sentences.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
3. I’'m afraid I’ll sound funny.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
4. I’m afraid that I’ll use wrong articles.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
5. I’'m afraid I’ll stop and not know what to say next.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
6. I’m afraid I’ll make grammatical errors.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
7. I’m afraid my pronunciation will be wrong.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree
8. I’m afraid I’ll not be able to speak fluently enough.

(A) Strongly Agree (B) Agree (C) Undecided (D) Disagree (E) Strongly Disagree



O RSERER

(BB ST, WUsEES £, BFlga)

2t G R B TR RS )*

(= BRI 2 DU £ )

RRE: WA RAERRIRIAE KRG,

153

AR LS OUHATIE# . [

EBRARBEIELZ 7y, RBEFEELR. NE—Fd, THERREE%, HE
B—EREE. BNEHERHERE @Ea) .

FAR 2 AN R T2 (1 1

gaE B JHE © A
FAR D YA R AT
alFE B) HE O AihE
HAHL A O EF 25N,
sgaeE B JHE © A
AR oo H e 1] o

alFE B) HE O AihE
TAH LR IL P, BIATT %
gaE B JHE © A
FAHLJUTE LA R

salE B) HE O AhE
AR A

aFE B FHE © A
FAHDRIE AT .

alE B HE O AihE

(D)

(D)

(D)

AT

sl

A

(E)

(E)

(E)

P MBI

PR NIy



APPENDIX D

Speaking Performance Assessment Criteria

1. The criteria

The speaking performance is judged by:

1) The number of total words in all the Communication Units (CUs);

2) The percent of words in mazes: number of words in mazes / (number of
words in mazes + number of words in CUs) x 100%;

3) The number of dependent clauses.

2. Definitions and Explanations of key Terms

1) Communication Unites (CU)
They are independent clauses in English with all their modifiers, which may be
correct or incorrect.
(1) A CU must be a unit of comprehensible speech.
(2) A simple sentence is a CU.
e.g. 1 haveapen. (1CU)
(3) A complex sentence is a CU.

e.g.| have a pen which was given to me by my friend. (1 CU)

(4) A compound sentence includes 2 or more CUs, according to the
number of independent clauses joined by coordinators, and the coordinators belong to
the succeeding clauses.

e.g. | have a pen, but I have no pencil. (2 CUs)

(5) An incomplete sentence (word, or phrase) that attempts to express a
complete thought is also a CU.
eg._About ten o’clock. (1 CU)
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2) Mazes
A maze refers to everything that does not belong to a CU. A maze is a series of
words (or initial parts of words), or unattached fragments which do not constitute a
CU and are not necessary to a CU.
(1) Stuttering and repetitions are mazes.
e.g. The teacher the teacher _is is very nice is very nice. (2 mazes)
(2) Message abandonment belongs to a maze.

e.g. Don’t worry about me. And don’t worry... (1 maze)

(3) Words in L1 not essential to a CU belong to a maze.
e.g The SHU is very interesting. (0 maze: SHU (book) is a Chinese

word but essential to the CU, so it is not a maze.)

3) Dependent Clauses
Clauses which can not stand alone.

3. Rating Procedure

(1) Transcribe the speech recording verbatim.

(2) Ask a peer researcher to check the transcription and improve it until it is
satisfactory.

(3) Following the Speaking Performance Assessment Criteria, different peer
raters rate the transcribed speech separately and repeat the work (when necessary)
until the inter-rater reliability is satisfactory (Pearson correlation coefficient r > .70).

(4) Compare the results and improve the ratings where inconsistencies exist

until agreements are reached on all the ratings.



APPENDIX E

Invitation Letter

Dear students,

I am seeking your participation in a research concerning a technique on
speaking related anxiety, which is hoped to benefit second or foreign language
learners. The research is part of the requirement of my study for a PhD. degree in
Suranaree University of Technology, Thailand. The research involves pre- / posttest
tests of the speaking related anxiety, and speaking performance, or may further
involve listening to a lecture. No danger will be involved, though you might
experience minutes of nervousness during the test of your speaking performance. All
the data collected will only be used by the researcher for the study, and your personal
information will be kept confidential.

Participation is voluntary, and withdrawal from the study at any time during the
course is at your own choice.

Do you agree to participate? If yes, please put up your hand and let me have

your name and means of communication.

Yours truly,

Tianjian Wang



APPENDIX F

Pictures for Oral Description

(B) Picture for Posttest of Speaking Performance



APPENDIX G

Figures Accompanying the Wang SAR Model Script

Fuf 1 ‘. Figure 2
Symptoms of SA Recycling Effects of SA

Figure 3 Figure 4
SA Hinders the Realization of College Goals Should Be Reachable
English Objective
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/S
Figure 5

Step-by-Step Learning of Chinese

It is so nice for me to see you

Nice to see you

Hello

Figure 6
Step-by-Step Learning of English

Confidence Leads to Success

Figure 8
A—B—C Personality Theory

Irrational Beliefs Anxiety

y

Figure 9
Irrational Beliefs and Anxiety

Figure 10
The Anxiety of A Ph.D. Student
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Demand [+ Irrational —> Anxiety Self-depreciation —» Irrational —» Anxiety
Figure 11 Figure 12
Demand Caused Anxiety Self-Depreciation Caused Anxiety

prefer ... but it is not a “must”;

lower/no anxiety
would not prove ...

Figure 13
Replacing Beliefs May Lead to the Control of Anxiety

Awfulizing
beliefs

Anti-awfulizing
beliefs

Demands Full preference

Low frustration
tolerance beliefs

Self-depreciation
beliefs

High frustration
tolerance beliefs

Self-acceptance
beliefs

Figure 14
Contrast of Irrational and Rational Beliefs
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rational Full preference (flexible):

but | don’t have to do so.

(Implied) Partial

preference (flexible): |

want to speak correctly, Demand (inflexible):

so | must speak correctly.

irrational

Figure 15
Logics of Demands and Full preferences

® >

Native language Intermediate language Target language

Figure 16
Intermediate Language

111111111

Figure 17
Part Does Not Equal the Whole




APPENDIX H

Chinese Version of the Wang SAR Model Script

1 J5H

REUF, WDS I A R ) 8 A L8 RS S 7k . SR
H A ER R i o 1 Se b BRAT TRl LA e N R AR IR 52

2008 4 3 JJ 19 H, slBEme 22 21— tguE, sk kil Bk, X
IR AR NS SO b 2% . AES 2 At Ao Bt A8 2 JAi T n] BExE
CAERE, (BT B AR RS E AT A BAEJLAEHT, ST MR #
BRI SO PRI i oy — HER %, JPRIFZP AR — B, — 5k
FEPORRUE . AR, XOARARE AT, WA A%, AR LR, mids) 3]
7 AR BAE B . AT A W EF NIRRT G ERIAT N A AR
T 2006 P2 LA BELA, O TOBLE AU, T AR, B TR
BH AR ZE LT SO — ARG R R SRR, S A P ] A b
B RIRE R, OER SRR T o HOUEA? HIBREFER, K
IR )R TCEWM BRI . AN IRZ %4, SPGB ARt (H2il 3| f %
FRRE R A, BRI A ARNTIAT A MR S I .

Epictetus, —f Stoic FIREFHKIME LT WIRAMTRIFAZFY A
5, A E IR BATAT BN Ay, AR AT S BR e A
NESKERE %7/ OPIRr

PAEDHg i e s i A S i, #5 AR B IR AR % X EHHA
GBRFEMM TG K SRENF RS DB R, LIRSS
T — AR A S5 W UR R R S

oFE LB K B AR IR M &

o IEMAEIEE MENKR;
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o LB AR FE M I A 7 ik
TR I B AT B FARAT S ik B AR RS AT OGO B R, AT B T

SO R A R AR T o0 B )

dbe B

H 3 %ﬂ 1'/\
2.1 MEERRBS
IAE B ARGE S RS PEE HIRA A . BOLIES T G E—08) o AL

PR h T RE. R HARIRANER R 50K M E
ANTEFEE . 1 MR S EAER (W Appendix G & 1)

73

o iR b, UIRANTE B CEEYE Z I A R K

o T BLUL LTI, FRIT AR -

o Tk LA I A 7] 2% DT BT LU R AT

o/ A [l TR AT i iy, A H A AHR.

o U D T I M I ORI

JITAT IX B 5 34 35 by £E FE [FREIR (see Horwitz et al., 1991, p. 32-33)..

2.2 NBEERSMERENXER

5 AR SRS TR Rk . BFFTR IR

ofE I8 LI RIS MWW L2k, B2 IETI 1,

o B IERIAM L 2 HH

o f IR B RIA A K (M A1) 7 IRk

o ERE NN ORFE —BUNTE LT, AR HAF 2 il W B A TR AR IR

FE LSS AT A (1) Ji BE AT DATE ok =549 3 B

—ALFARAE AR E AU, B IREI MR, R B O RE R RE R
KA — RSN I, A ORGSR MR T2k — B A

AT, AR ORI . AR, WhASRX), DX, R DA
WA R RAR T, A RVE A CHIE SRR A & TRk, iR 2
HERA, TSRS RS, b AR, R SE R BV L T .
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JR AR TR, Frabrp il A TERVE . W WNEAENTY, b T AR
HR, R AT A T .

FRIEIXCRE R MBI B AR5 R AR L e AR 55 AN gD ) S g id
M, B GnVa 8 RO E S A B ED AW R AR5 oo i AR B Cxy
SERAT S5 T B ) A, A5 B v PR R ANBRUE AR, DA A el 3
BTAT AR N . 5308, SREEH WU T Ik RE AR, X o T B BB Ry
Ja, SUEEEELE, I SCEIEREHA (WL Appendix G ] 2) .

MRS R EE . b =70 — L E RO IR R EE,
FEILIR WU A B DR AR i, G dL, WE RN A DERE
Fo A I B R AE SR B H bRt R AR SR B e ST, U2 i 15
AEo AJ UL A RS BB W K2 S A0 H As Az 0o 0 (1580 (WL Appendix G
3

25

3 HEREEBRREMSTE

3.1 5 HirtHRHIAER K HIT

1) Hir5EREHR: Kb

AR, PRI H PR 2T, e A —, By . WRRRIE B
LA U B ORI I BBk 1, AR T Re e i ARG o R R I /L Ipidi 2 — s s H
b, JEFESIITRE LIRS G o BE— B 2 BBk TR AR B AR PR (I Appendix G
4) o

2) EEFIEEFt

MAEBA e — T TS BB . RERhE 55 10 2% X A0 e i ik 1
PARFEDCE ). “ gt 2 — A Rjpa) 1, HE2EHANE T Ra i E.
TEMPF 2t I L, IER LR BE R A Bl “”. JLANE, TR
YR A1) Rz AR o FUAT SIS K IS O Rl DA 2 e A« Ferz e (L
Appendix G & 5) . SRIEHTAZE)LUE “FIMatR” &M B SEBR ) o

TG AR A . TR AR I RE Bl R S )%, a1 “hello” . AR5
PRA] LA UEFE ME T35, @1 “nice to meet you” . BHJG PR DL ) E 2R 10 A)

¥, “It is so nice for me to see you” (M. Appendix G ¥ 6).
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3) FIRE BRI R LR

FIBF MG, w3k, S R Mgty nl DATH] . 52 osiE 5
2 YR LE B — e B B J7 vl A8 I 4548, 4l “it is nice for me to see
you” . WIFE—ANFAZ)LESR B AU “RaiR . BEE A A B AU
BT ANTISERR 1) H Aras 38R E

4) F/NEHE AL

PTG TR o — AL IR o] LA S — AN 0) 7, ARSI AE
BRAE . ARENE SM G & RIVX SIS in] 2 46 M. 8T H, WRAIR 0%
T, RHEBEEHEMRS R, W, “water” , Ktk 7T, WRRET, U
“rice” AR RN, WIRBEMPT, B “WC” whiA NARIE . HE Ak
H, AR B ARHE RS, TEARITE S

5 WHEHR, WIFEL

T S IRAERE, IE ORI H AR, UE N H AT . Rediahin Ay, st
VOO A BeURITE, Ui R BRI B ARAi M s . TEA KR
HKFFIBY B b, AR BRATT AR RS LA A (WL Appendix G Bl 7) o BHLIK
e D EAR— 1 150E .

3.2 HIFMEME SR RNERBRITIE

IAERATR S R SEBERNE R “FEHEMEES” o b T LR
EBEVEAS S AR R, FRATFHE 7T — DN IEAENR, RG2S W 5
T 26 FIAT A ST o

1) A—B—C AFHIR
AR, Z SRR — IR BT RIS 2

WARHE A E A CBEVRTE, (HXAZDBFER . WREIEARE, X 4R
AP, 2 RWEAT K.

WIRAR XIS &, IR AN 2 I AR S

U BRA T BB, I SRAR M — Vs, IREEE W M s &

R LR, WRBEHIARS R, AR R .
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WRFAHMMAES, RSB SRR, XR GRS R, X
BB Z ARAE T TN AR A, AR AR & B R S 45 F0AT 4 J5
Ro Xt A—B—C ARSHE I AT

Azt f

B: f5&

C: AT A G 3

W AT, A B5T ¢, Bllis RXFEAN, Mg, R4
LT, B H¥EFHT COW Appendix G & 8).

2) EmEHEER: ZFI5Hr

MRS S BURIE? BRI SR TR IS &
W F AR & (W Appendix G & 9) o W N EBIHTAT BT A THMARFE
fE &2 W] FEAEE K .

]

— {7 B 2 AR AR SR [ MO e B LA . RIS T T SR B £ LR
AN, TS PO I RN BR AU R . A URT RS UE B B DR AR
B AEAR, BRAELE, B S JUST R (W Appendix G [&] 10) .

LEA A ) AR UG AT A 2

M4 ABC A ERIR, JEHVE(E ST e B IR . XA A 5 — 40
&, S UNE N gOR AR . R ARBEPER o AT A AT AT S AR
REBE B 1R . X LA — AN — P E s 22 ) # G A Wbl B S — 36
N BEAT T —IRAS IR

“What” s your wife? ” [E A,

“She do not work.” ZE[E AR,

“She do not work?” H[E ANzl .

“No, she do not” FE[E AJGALZ.LaH[H]%

IEH L2 “does not” | TIANAZ” do not 7 o IXA7H R BAH A%
NI TETESE R TOHE, R TR VR AR DR BT o X A7 S E N2 ANEE T,
AR IEH NG . AMEA? AR LI A K BHE R AT S, ARG R 4GIES
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BRONT, RS RIE RS 2%, R AE, D2 THRMNCEHT
RE T

FE EIR RS , RA 2A AE EAH EOR B DR AN REIE R A R e E B
(¥, X FECT K AERE (W Appendix G & 11) .

AL AR E S, U R SIE bR, XM AR, — A
N AR Z 7 A4 Gardner (1983) [WELE, A5 7 Fa ) (W3
1),

RS i

Linguistic words and language
Logical-Mathematical logic and numbers
Musical music, sound, rhythm
Bodily—Kinesthetic body movement control
Spatial-Visual images and space
Interpersonal other people’s feelings
Intrapersonal self-awareness

L0 2 AR A T SRR A B, BT DL A4 1 I A
Peo X—ARBIMEAE SR AR A 5 — MRS (W Appendix G & 12) .

LR E MEPR IR

T AR P T AR A &, (B S B e A o B s T B A
IS WA A RE S, 5P, RABALH R, [
XA BAUER ) IBERASIEW A E . &AW 3o — D0 I
N, T HARARE =L T iR, 7 il s fE S ? AR BE (W, Appendix G
K 13) .
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3) RENEREMRIIEEESEEFS

H45 Dryden (2001) FIFRMENS 47 B 0ie, 658 B S HE T, AU
VA& BALIZOR . KAEE S, MITICAAGES, ARG S, K
PGB RZEZ Oy . HAEEMEE SN, B 4 REEGES: AUINE
B, REMWGES, BT A2 UGS ARENNES, RO a2
O35 (W Appendix G 18] 14) o W1 N804 ORI 8 F B 5 B

A BARERSHIINAHE

a) M&EEHEM

IR AT S e LN B T R G R N R TR R o
(Dryden, 2001, p. 4). flli:

o TR TETE I I AGE S TEE N

o “TRIMA T WIUER”

o “TRAAITE I HI ] )

o “IRITLEZIMNINLL TR EMEVEN”

o “UCAREILIIAMISETM ATE”

WA Dryden (2001 , IEAIMLE M EALZRAGE LR, REAIVFZ
HE ARSI AZ L

“I] ) A Y b A B G QA AN 5 SR G 8 Z5 AR ) SR AR
(Dryden, 2001, p. 4). filh:

o AT EH UL EE IR ST IR, (RIS LA

o “IAEE A IR EUENM, (RIXAZEWBIN”

o “IRAHTEIHMIE r)H, AR AT LLEANTEEN”

o “IWAHIIEZIMG TG EIEVEN, EAFNR, AL

o “TRA M AAMIFIN LG, AR, AT DR .

M4 Dryden  (2001) , W QISR MFRD) A5 B2 B, 20 DEAT A
7 ARG ROV SN (A o

AR 5D T EREPE, S f BEPE?
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M Dryden (2001) , HADINA R A WALy “HE” Bk
“COORALER A E T, B B RAT RIS . Bt

WABHERBIEM  “HHE” « R, HXAEDBH C R ERT
E” WA E: RiF) o

Z T A AU I A B BRI Y, S PR RS ) “ A B R T DL B A
S RGO BRI AT E

AL ESR L R — Ay, HFESE EEWmA ARy, — s I
Ho BN, CHARUER DAL RN AAR,  N n] DA B A 3 R R A BE S B Rz
o AL ZER P B 700 ok “ A7 A “ABALI SR, A R,
BRI

(RAFHELIBEM (A7 . R D, FrLlIROmRIEIER  “fEik
MER” « AR .

AL ER Z FrL e AR EVE R, BN ARG “A 8”7 AR & A S
HAS RGN ARk ” o B 15 R T N2 .

b) XtEIHIEH

AR H . X E SR bR, XFESHAERE L& R
FERE, DO RERE ROIR S AT RE LT . O T e A R, Al et
WU AT R FET, BEBE R TR URE . & a5 AR IMEF I
R DI EA . — 7, AU R 2 2 F AL 8 1K5) ) )
BRI HARERE, 5 — 07, B ASEZMITHE . FA)H)A EE AT A
FHELTM, KBS, BWsal, mAS RS > M)

B. RMEMEEERRELES

a) a5 &M

“CRMEAAT R AR B RAG A B L N AT A L — . IR E SR
PEf” (Dryden, 2001, p. 5). #i%1:

o “TRULTLE I ISR VLRI, S NRRE R AR

o “IRIK T LIMER, FWARATIT”

o “IRAINGEIEHMIE o), 3 WHRT B AR

i
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o “IRINTGE LML T E EIEVEST, W5 AR

o ORI AR IE, SWRZANT” .

A2 KA AR B 2

FAEAAT & HAT I P . XME SRR 2 I BN — Rl Py &%

A ERRL T 7 (Dryden, 2001, p. 5);

“CNIZAFR R IFA BT R 4L " (Dryden, 2001, p. 5).

PR E LA 2 AEFEE . Robinson MGG 235 F )L Ml AR —
ZIk, PGS RAEA A1k, R BT ARSI (Nie, 2009,
p73) o FFATIKMEAAT IR IR 7 2] F ) T3 5K J5 R v — UIAN SR 1)
CANATHUR, NG R, ARG, AZE3EM - #HZ K (AR, Rk
(Fr, KAL) o FI, BHIER, SRR 4 a2 e . 75
SMEE S , FATREE AA BRI LIEAT AP R . LHRAHEATE RN E —iE
SR N TAE, EREAET AR, HAET HARE (WL Appendix G & 16) .
EHNERT, B SR HESBWEETNE, MIETS HRE k. R1E
PRIE A TERIIAT H W TARIEAE TE 8 R o Wde ) AR ™ A2 1015 5 1 S
SRA R AL, A X A AR R B B DR Ab .

FAEAAT AL FEF AN S IR 5

“IRCRHMEAAT R AR A AT &, R AR R A EEAS AN B AL I R AT AR
Yz —" (Dryden, 2001, p.5) o 'ESEFMEM. Hl40.

o “TRAS B U DLTE IR VAR, AFXAS RO . AR AR IR AR K
e, (AEIEAT”

o “WAEACHIREUEN, HIXARUIN, KEAUERRATTE, A
WA RKATIH

o “IRAETEIMBIEE, HEIZW AT LURATEIRR, A B A
], AdRARHERRE”

o “IAHIE ZIMATE EIEVEN, (HAEMZ, MARLXFE. Wik
AETEEHETAN, W B, (XA
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o “TA AR DTE,  AERE, AT ] ISR, A AdAT)
BT, ik N, ERXEEHARATH .

A2 SR HEAAT & 2 B 1 2

SR AMEAAT S AE R ) o A5 R I A R — Rl 2 MhE Ik

OIX A SRR SE (Dryden, 2001, p. 5)

X AR FAR T BLiE A2 5 (Dryden, 2001, p. 5)

HIMEVES JE T IVEGEVE, BN EN S RAEAAE ST 1 AR B LS
TEREEHIRT L o

b) Xt HIF W

RS HEET, KOG SHF . FFHRMESREIHESL L mEE,
DR AT 25 TBE BRI Rl ICHE” IAFAE. o TG K™ IR A, X3
H oM RR PR BRI O, XA FEUE R A XA
A, PG SFEAE IR KA, BN AEE . AT
WREZ SRS ), KRIEHATHE 2K, SIS ) ).

C. BIMREZESHATEGELMES

a. o5t

“PRATIRA RS & RIS &, A EE R A A B 2 AT AR )
Z—” (Dryden, 2001, p.6) o XFE&EIEFIER . H40.

o TRV I L AUE S EE R, B IER E AR

o “IRIK G LIUER, HWA N

o “TRANINGEIEH[RIE ), A5 B SETCVE A

o “TRIILIEZINLAG T FT E EVE, HWRAZA T

o “UMREILN AR N, SWREZAT” .

AT AP 25 e AR BRI ?

WA S S HA B (5 SR LS W N — P 2 ME k.

o BRI T P T B AN BT IR I B Ak A A, FROKE P T B i 5t
(Dryden, 2001, p. 6) ;
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COn BRI PT ECE AR IR I G AR AR, BB R J AR I AR R PR AR 1)
f671”  (Dryden, 2001, p. 6).

PHFPIL SR AR BRI . ARS8 il A, AR RREE, A
MATERBIRIL, B N A TE R LIS B RS E RN, AT, ¥
PR, B R BRI SRR RE ) o BB — D AN FRRAR/ i AN RE A AT R, A
/MR b O DREIX R BN AL T . I RA G S RE B 6 T
WH—VIHERLARZ ). —DIANET IRA ST PR LG s T ANRERS 232 1

PR AE S SRR Y ST s B OGS

PR A R R AR AR R, AT R B AN B N AR AT
¥z —7  (Dryden, 2001, p. 6). ABAIZHPER. Bit:

o “IRAER UL LTS ISP BN, AR . JREEE RN
ERAE R, HIREEW AR, JFHEEMARER”

o “WAHACK RGN, (HXARBHL, K AbsEib NSz KR
PO, (HIRREW D2, FIXFEH RERR

o “ITeAy eI M R, (HRIE AT LU AN TE SR, AsESERRIEiEA
AKREFZ, HIRREW AR, RATUNEL 25"

o “IAHIIEZING I E EE, EAERE, MRDIXME. WA
Ao F e EvEdr, Wik A2, BT URR e, %Y A

PR

Tl

o T AR DTE,  AERE, AT ] ISR, A AdAT)
BIZT, R AR, AREEY AR, A2 ERATLL”

AT AR HT i 2 25 R R P ?

Pt A AR SR AR K o A5 SR A IR M Rk

“CONBIX R T O ANET IR IR AR S, A ARLESS Ty, HIREEA S
T AL (Dryden, 2001, p. 6) ;

U HOX PR YT ECE AR RIS AR ELAETE, BRGNS R LRI S AR AR
IRIIRES), RAE BN ARG AR SEAEARIR " (Dryden, 2001, p. 6) .

IR AT AE RIS AZ 7 (Dryden, 2001, p. 6)
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JITAT X SO 2 R, DR AT 5 AT 2 B e e A (R Al PR
CIG IR AT R A ARSI ARG A LSRR, e
B 2 ) B W B e HANIAT N, [ XA Z B B R SE R AT M. 53
Gb, ATERMAT HBEREZ, K% )50 LN SRt 25 4k

b) XKW

PPTRA MG & FH . R ) VAT R0 2 LA 562K 1 L iERIS
B T ARARAT 235 175 58 P VPO (L b B gemT e R A N ), Ml 22
B AR RS, RO IX S SRR 5 U Lok DU G . O T B SR S AR K
M, B IE B SR, Wk, S SR RS, BEETRE. X
BeAT N B Ao FBOE T F VR AT 25 205 & 2 R0 AR, BRI
WS 5, MU AN)E S . WlR A2 50 533l i 2 B AR A58 AR OR 37 IE
BB, ok AR R, ANE R EEERE RS E R, AT A NE
I O HE AR

D. HERZEKFESEBRESNES

a) ME5EEM

F BRI AR IS &2 A N DRt A 8, & R 1 B2 SR AN B 1 30385 A2 1)
RTEMZ —  (Dryden, 2001) o filtu:

o “TRULIETE I AT BV, RIS UE B R MR

o “TRINIE WLIHER, 75 WK R I TE S RIS

o “PMIRGE SRR I, AT PR RS B — MR ZES AR

o “PRANIAT BN LB H 2 PV, At s A E”

o “YUARELLI AT IE, WS E B o — MR .

At B BIAC IS o A B ?

HRIZAC IS & R AP . A5 SR U N — R e LM G
i

7/

AN B AR ARRE, DUSE A AT S, JF BA
NP ERCR FAACAE G 5t (Dryden, 2001, p. 70 (filln: RILLFH
RO E LT, RILZE R A E R
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MRS NI ARSL IR 7 TR PP A N2 5 BEY)” (Dryden, 2001, p. 7).

ERIACHE &2 AE BN . HoE, MANANER —DNEARMEE, a5r
JITRAE . W R AT N BE “17 REARM—E5, K5 “17 RERE
MATK, AR “17 WHETELNG “i7 (BT —ANE <07 #HARETX
5417 o K5 ‘17 ARl dEANGg <17 k%E (W Appendix G &l 17).
=, MAMRIAT N Z BNV 2 R Z 15 m, (H2 —A NI (i fa e
(K)o A€ B (B AN el AR A 6 5E IAT AR . IRIZAR IS & 2 T8 10,
DR A e A 0 4 RS AN B3R, AR TR E R S VRN AR E A AR
Je i, U RIAE S BRI, BT S ERALE
UL AR IR S, IR KB EIA TR .

I AT S g B A o H IR I(E &

H AR ST N ARG (015 &, D) 175 SRS AS B3 2 1)
WRTAEZ — o ABATTZBEE) (Dryden, 2001) o 4.

o A B UL UL TR I I SRV, AHOX AR A o B A T
B, IZIEAREIE B AR, AR AR RN, TEHERE
T I SRR R s

o “IAHE MR EUHEM, (FIXAZLIA, R K E AbrE, X
TFANERA T TE 5 RIS, SO TE BT R M B, i & ik &
AIEBREB R

o “IAHETERMAZ M, (AEIEB AT LURATESRD, BIEAEEIFA
et B R — MR ZE A, BRI N—FE, A g 0] 25 i) 8 A
TERM”

o “IRAEEAIB|IEIE LTI E B IEVEN, XA L. W R B 4
WH MY, RIFARRERBEAMET ST, FOARWA Z 2200 € P
e B

o “WABEMAANWEIMN AT, AR, AATE T LIS, W5
ST, IXIFALRM T MR, R FRARAT 52 20 AT AR % 7

A2 TR AN AE S B ?
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EEI€ A A NUE R (@ T et B S A L 7 N N A A
R

“AREL A AN AN ARAE, DLASE AN AR, I HAN A
PrEIFABGR T 2UAE RS (Dryden, 2001, p. 70 (filfm. ALK
A, AN A ERFFAAL)

SN AN NIIIRSL T 1A AN AT, AEARHE AN RIS IR 7 1A PRAN A4~ A5t
BAHBEXT (Dryden, 2001) .

FIREANE 2B, B E S B RIS &R 2 AR B0 AOE
TFAH I o

b) Xt I HIF W

AR GESES, MEEAEL, NERARDERELEMN, KAH
N S AR W] BEAF AR P88 T A N o BRI S FA E
g a I, BUATEARA I &N, AN A E B AT v Be 2 BB . A T £
PN AAME, X EE2E 3] 25 RIS P 75 e PR A AT i, I I 2445 B 30
SR . BRIEMGE S, IEFSIRR, TRk, RS
HIREHZ), DL 2 ).

4 Wi H

RS B AR EEAT 15 BB, b 2Dl B DR A g, U RiA
PERVBREZAT Mo R 200 H QR RIEIE R IE S 1) B AR ECE bt WR IR BENS AL
HIRAL (R 53], XL Hga] s W R RBENS A s, DR ve s W RARBENS
R A, LU AT, WERIRRE A R 2% F 7, MR 2 f 7. JF
HAT . BERRIESE L. A E CDMRIESESS, EAZELH A RER, A2
PMATERPRE, HFECERLENEDAL. AERAATERIIRIL
118 B EIZ A,

FEAMEURE: b, WOLARKITE S Hbs, . “JORBUR . &9 tath”
Sy BOEMRMAT AN HbR, W BRI B, R TRE,
HAF o URIAT N AR AZ IR AL K. B, SR, Uk AR A QAR BREE B¢
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FRE R BJPIR, DR, el ARn] DA R IS 00 F sk (9]

i, BESTE2 ORI oL N2k, Fak, TXedE. MIURRE/EE I

R MR AL I, IR AR AL IE RS, WD ETE RS,

SSEANNIRED o RS NP AR, B3R, nBHRSE a2,

NEEED, SEMEEE. KT, fRe XLl 2t BEK .
HHVFRIRETA L WS



APPENDIX |

Distribution of Selections on the Likert Scales

(The selection (%) refers to: of all the participants responding to the scale, the
percentage of selections on a choice following an item, or the percentage of missing
cases on an item; see Section 3.4 for the discussion of the scales)

Part 1 The Distribution of Selections on the Speaking Anxiety Scale Employed for

Answering Research Question 1

item Selection (%)
strongly agree undecided disagree st'rongly missing
agree disagree

1 10.8 26.7 17.9 36.3 8.3

2 3.8 25.0 23.8 39.2 8.3

3 10.8 33.8 18.3 35.0 2.1

4 12.9 48.8 17.1 16.7 4.6

5 8.8 34.6 20.4 29.6 6.7

6 3.8 22.1 35.4 313 7.5

7 8.8 42.9 20.0 26.3 2.1

8 9.2 30.0 16.3 40.0 4.6

9 1.7 20.8 31.3 37.9 8.3
10 8.8 28.3 15.0 42.1 5.8
11 1.7 27.5 21.3 42.1 7.5
12 1.3 11.3 29.2 47.9 10.4
13 4.2 19.6 16.3 49.6 10.4
14 2.1 20.0 14.6 52.1 11.3
15 2.9 14.6 33.3 37.9 11.3

Part 2 The Distribution of Selections on Trait Anxiety Scale (TA), the Unwillingness
to Communicate Scale (UTC), Speaking Anxiety Scale (SA), Language Class Risk-
Taking Scale (LCR), Language Class Sociability Scale (LCS), and Speaking Self-
Efficacy Scale (SSE) Employed for Answering Research Question 2
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item Selection (%)
Not At All | Somewhat Modggately Verysl(\)/luch missing
1 1.9 16.5 60.2 214
2 16.5 32.0 46.6 4.9
3 7.8 17.5 61.2 13.6
4 3.9 24.3 53.4 18.4
—-4 | 5 2.9 18.4 49.5 29.1
> 6 23.3 52.4 18.4 5.8
7 6.8 23.3 49.5 20.4
8 11.7 32.0 42.7 13.6
9 13.6 38.8 38.8 8.7
10 5.8 30.1 49.5 14.6
Item Selection (%)
strongly agree | undecided disagre st_rongly missing
agree e disagree
1 3.9 19.4 32.0 37.9 6.8
2 1.0 7.8 25.2 43.7 22.3
3 4.9 25.2 25.2 39.8 4.9
4 9.7 35.0 40.8 13.6 1.0
5 1.0 25.2 19.4 42.7 11.7
6 10.7 35.9 34.0 19.4
7 23.3 23.3 40.8 12.6
8 7.8 21.4 57.3 13.6
9 1.0 7.8 22.3 63.1 5.8
5 10 5.8 26.2 33.0 30.1 4.9
o 11 4.9 21.4 63.1 10.7
12 4.9 21.4 55.3 18.4
13 10.7 64.1 22.3 2.9
14 1.0 9.7 18.4 56.3 14.6
15 12.6 43.7 32.0 11.7
16 18.4 18.4 47.6 15.5
17 6.8 61.2 28.2 3.9
18 8.7 74.8 13.6 2.9
19 1.0 19.4 59.2 20.4
20 1.0 3.9 51.5 43.7
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Item Selection (%)
strongly agree | undecided disagre st_rongly missing
agree e disagree
1 4.9 24.3 15.5 45.6 9.7
2 1.0 22.3 20.4 45.6 10.7
3 11.7 35.0 17.5 35.9
4 7.8 49.5 21.4 14.6 6.8
5 6.8 35.9 18.4 33.0 5.8
6 3.9 26.2 37.9 30.1 1.9
7 6.8 44.7 18.4 27.2 2.9
cﬁ 8 6.8 30.1 13.6 44.7 4.9
9 1.0 24.3 36.9 36.9 1.0
10 2.9 22.3 10.7 57.3 6.8
11 24.3 22.3 46.6 6.8
12 2.9 13.6 33.0 44.7 5.8
13 2.9 19.4 11.7 56.3 9.7
14 2.9 17.5 16.5 54.4 8.7
15 1.0 19.4 35.9 35.9 7.8
~ 1 6.8 23.3 12.6 44.7 12.6
0| 2 6.8 40.8 18.4 28.2 5.8
fE 3 8.7 54.4 14.6 19.4 2.9
g 4 6.8 43.7 17.5 29.1 2.9
> 5 13.6 63.1 11.7 11.7
2| 6 5.8 46.6 16.5 30.1 1.0
—| 7 13.6 44.7 29.1 11.7 1.0
A s 1.9 14.6 44.7 36.9 1.9
= 9 2.9 29.1 35.9 31.1 1.0
=110 24.3 56.3 15.5 3.9
11 43.7 47.6 7.8 1.0
Item Selection (%)
1 2 3 4 5 missing
1 5.8 214 48.5 22.3 1.9
2 3.9 13.6 39.8 34.0 8.7
o L3 7.8 214 48.5 17.5 3.9 1.0
@ 4 2.9 9.7 35.0 35.9 15.5 1.0
5 18.4 35.9 36.9 7.8 1.0
6 8.7 27.2 29.1 24.3 9.7 1.0
7 3.9 35.9 48.5 11.7
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Part 3 The Distribution of Selections on the Speaking Anxiety Scale (SA), and

Speaking State Anxiety Scale (SAstate) for Both the Pre- and Posttest Employed for

Answering Research Question 3-4.

Selection (%)

'tem | test | strongly agree | undecided | disagree strongly missing
agree disagree

1 |pre 6.3 12.5 12.5 59.4 9.4

post 3.1 18.8 12.5 59.4 6.3

o |pre 3.1 25.0 21.9 43.8 6.3

post 15.6 18.8 56.3 9.4

3 |Pre 6.3 34.4 9.4 43.8 6.3
post 3.1 43.8 21.9 31.3

4 |Pre 6.3 40.6 21.9 25.0 6.3
post 37.5 21.9 40.6

5 |pre 6.3 31.3 15.6 40.6 6.3

post 3.1 18.8 21.9 50.0 6.3

5 LPre 43.8 25.0 25.0 6.3

post 25.0 53.1 15.6 6.3

;| bpre 9.4 21.9 31.3 34.4 3.1

post 3.1 21.9 25.0 43.8 6.3

v g |Pre 3.1 25.0 18.8 50.0 3.1

> post 21.9 15.6 56.3 6.3

g |Pre 3.1 375 31.3 21.9 6.3

post 31.3 46.9 18.8 3.1

10 lPre 3.1 25.0 6.3 53.1 12.5

post 28.1 6.3 56.3 9.4

11 |pre 9.4 15.6 18.8 46.9 9.4

post 21.9 15.6 53.1 9.4

1p |Pre 34.4 18.8 40.6 6.3

post 25.0 34.4 37.5 3.1

13 LPre 25.0 9.4 59.4 6.3

post 21.9 9.4 62.5 6.3

14 | Pre 15.6 12.5 59.4 12.5
post 15.6 21.9 62.5

15 |Pre 12.5 12.5 31.3 34.4 9.4

post 3.1 12.5 46.9 34.4 3.1




180

item | test Selection (%)
strongly agree | undecided | disagree st_rongly missing
agree disagree
post 3.1 12.5 46.9 34.4 3.1
1 Lpre 6.3 62.5 25.0 6.3
post 6.3 56.3 18.8 18.8
5 | pre 3.1 59.4 6.3 31.3
post 3.1 46.9 9.4 40.6
5 |bre 3.1 18.8 15.6 56.3 6.3
post 12.5 25.0 59.4 3.1
w | 4 |pre 40.6 15.6 40.6 3.1
> post 31.3 15.6 50.0 3.1
&  |pre 3.1 68.8 15.6 12.5
® post 6.3 62.5 12.5 18.8
6 LPre 50.0 9.4 40.6
post 34.4 31.3 34.4
7 |pre 344 18.8 46.9
post 28.1 18.8 53.1
g |Dpre 94 62.5 12.5 15.6
post 3.1 56.3 21.9 18.8
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